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ABSTRACT
This ethnographic study provides a description an d analysis of the
use of videoconferencing to teach an eight-week parenting class to parents
enrolled in two fam ily literacy programs. It describes the sites, details
interactions that take place during videoconferencing, and investigates
parents affective response to the technology. Data w ere collected through
participant observation, interviews, video-recordings, and questionnaires.
Results indicated cross-site differences in the existing program , in
affective responses of users, and in interactions during the technologym ediated classes.

Findings showed that the parenting classes were

successful. Factors that influence effectiveness of videoconferencing
instruction are discussed. Results indicated that technological factors such as
quality of transm ission, organizational factors such as frequency of exposure,
and contextual factors such as receptivity affected videoconferencing.
Instructional m ethods and techniques that w ork well in videoconferencing
and the teachers' suggestions for future uses of videoconferencing are
presented. A fram e-w ork for interaction analysis exam ining direct and
indirect effects of the m ediating technology on interaction is presented.
Effects of videoconferencing on technology-centered interactions, studentcentered interactions (am ount, participation, type, responsivity, attention,
an d affective engagem ent) and pedagogy are exam ined. Implications for
theory, practice, a n d future research are presented.

vi
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CHAPTER 1:
INTRODUCTION

O verview
In the past decade, telecom m unications technologies an d computerbased netw orks have becom e m ore affordable, pow erful, accessible and userfriendly (Wagner, 1994). This has allowed for greater flexibility in their use
in education. Educators an d policy-makers are increasingly attem pting to
use these technologies to create effective learning environm ents to help
m eet some of the challenges u nm et by traditional forms of education.
N ational efforts in increasing the use of telecom munications and
netw orking in education are evident from comm itm ents like building the
N ational Inform ation Infrastructure, [Nil]. The N il is the C linton
A dm inistration's vision of a w eb of comm unication netw orks, com puters
and databases connecting all of the nation's classrooms by the year 2000
(United States Congress, Subcom m ittee on Telecom m unications and
Finance, 1995; U.S. Dept, of Com merce, National Telecom m unications and
Inform ation A dm inistration, 1996). The Telecom munications Act of 1996,
passed by the 104 Congress also has special significance for the grow th of
educational telecom m unications. Telecom munications service providers
are now required to provide telecom m unication and inform ation services
to public or nonprofit schools and libraries at discounted rates (Milone, 1996;
Baime, 1996).

1
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2
O ne area in which new technology offers exciting possibilities is in
reaching learners at locations, w hich because of geographic isolation or lack
of h u m an and financial resources, are not well served by the traditional
educational infrastructure. This area is broadly term ed "open" or "distance"
education. Distance education is defined as the process of providing
instruction w hen the learner and the instructor are separated by physical
distance and where some form of technology is used as a m edium to bridge
this distance (Willis, 1994).
Distance education has existed since the 1800s. H ow ever, the
technologies supporting it have evolved from m ail-based correspondence;
th rough the use of radio, telephone, audiotape, television, and videotape
technology; to the m o d em m ultim edia technologies like videoconferencing
(Brown & Brown, 1994). Videoconferencing uses a com bination of media to
p erm it real-time, audiovisual, comm unication. The integration of
com puter and video technology in the form of digitized video, and the
availability of high-density com m unication lines such as ISDN (Integrated
Services Digital Network), have m ade desk-top com puter-based
videoconferencing a w orkable reality. Unlike room -based
videoconferencing which requires specially equipped conference rooms,
desk-top conferencing allows participants sitting at th eir individual
com puters to communicate through audio and visual signals as well as
share graphics and text.
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3
O ne specific use of distance education in w hich videoconferencing is
em ployed is in reaching students an d educators in ru ral areas. Typically,
because of factors like geographical seclusion, poor infrastructure and low
incom e, rural educators and stu d en ts face a shortage o f resources and
academ ic isolation (Gal, 1994; Stem , 1994). Though distance education has
been used for the provision of institutionalized, system atic and large scale
ed u cation to students in rem ote areas for a while, in recent years more
institutions are incorporating this technology into their fold to provide a
variety of resources to rural areas (For examples, program s for education of
ru ral educators are described by Knapczyk, Brush, Cham pion, H ubbard &
Rodes, 1993; Gal, 1993).
Previous research indicates th at regardless of the technology
su p p o rtin g it, distance learning is an effective w ay of reaching learners in
rem ote areas (Schlosser & A nderson, 1994; Russell, 1992; W hittington, 1987).
H ow ever, since educational u se of telecom m unications in general and
videoconferencing in particular is relatively new , research in the use of
videoconferencing for education is sparse and hence there is no existing
th eo ry of practice. There is a need of rich descriptive an d exploratory studies
to b u ild a research base and to provide the first step tow ard building such a
theory. As Bowen (1994) puts it,
Because of the lack of basic descriptive research, it is difficult to
assess the effectiveness of telecom m unications projects. We
need to know w hat effective use of telecom m unications looks
like, w hat contexts encourage it, and w hat conditions
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discourage participation or lead to exchanges that participants
find unsatisfying. ( p. 115)

This study is an ethnographic case study th at aim s to help fill this
v e ry lacunae. Its purpose is to provide description and analysis of the use of
videoconferencing at tw o fam ily literacy sites. It strives to explore and
describe how telecom munications is used to ameliorate the problem s of
isolation and lack of resources at the two chosen sites; to gather reflections
from those involved; and to describe the interactions th a t allow for effective
use of this m edia in order to guide future attem pts at such
telecom m unications use.
R ationale
Im portance of Telecom munications in E ducation
Educational Challenges in T oday's Communities
Rural areas in developed countries and developing countries both
face the problem of inadequate educational infrastructure and lim ited
financial resources (Stem, 1994; Smith & Curren, 1989). Historically, one of
the results of rapid industrialization and economic developm ent w as the
break d ow n of the traditional agricultural economy and th e m ass m igration
of th e rural population to cities and the subsequent centering of economic
g ro w th around the urban m etropolises. As a result, today there is a lopsided
distribution of infrastructure including educational facilities betw een urban
an d rural areas. This is true, today, in developing countries such as India
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and China (Smith & Curren, 1989) as well as rural areas of countries like the
U nited States of America (Stem, 1994). Among the problem s faced by
education systems in these regions is the shortage of experts, lack of training
facilities, organizational support, access to educational facilities and lack of
resources (Stem, 1994; Smith & C urren, 1989).
Some selected findings of The Condition of Education in Rural
Schools, a report published by th e U.S. D epartm ent of Education, Office of
Research and Im provem ent (Stem , 1994), help to highlight the condition of
ru ral education in this country. The findings of this report indicate that:
•

Rural America is econom ically diverse, but the shifting em ploym ent
has caused significant levels of poverty, with m any ru ral citizens illprepared to meet the challenges of the m odem econom y (p. 3).

•

Teachers and principals in ru ral schools are younger, are less educated,
and receive lower pay th a n their nonrural counterparts (p. 3).

•

R ural teachers lim ited access to continuing educational and
professional developm ent opportunities. This contributes to the
lesser professional preparation of rural teachers (p. 33).

•

Both lack of availability of qualified teachers for rural schools and a
high attrition rate plagues rural education (p. 34).
In addition, teachers in ru ral settings often report isolation, lack of

resources and opportunities for professional developm ent (Gal, 1993).
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T hough distance education and telecom m unications hold special
prom ise for rural education and education in developing countries, it has its
benefits in urban societies, too. The increasing dem ands of the workplace,
the n eed for provision of specialized training to a sm all num ber of
nationally and internationally dispersed w orkers, reduced educational
budgets, need for time flexibility an d the cost-effectiveness of minim izing
travel tim e are factors that encourage the use of telecom munications in
u rb an settings. Today, about 38% of educational telecommunications
projects cater to urban users (W ilkinson & Sherm an, 1991).
Financial a n d /o r hum an resource shortages can thus m ake the
provision of adequate educational facilities a challenge. Traditional means
of education cannot m eet the dem and or the required cost-efficiency. N ew
solutions need to be found and new telecom m unications technologies
provide new promise.
Prom ise of Telecommunications for E ducation
Some advantages of telecom m unications technology that hold special
prom ise for education are:
•

M ass-m edia technologies m ake it easier to reach a large num ber of
people. This is especially im portant w hen scarce funds m ake
reaching a large num ber of people sim ultaneously im portant.

•

Com m unication between geographically distant areas is easily
established rem oving the isolation.
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•

Telecom munications and com puter technology can be used to
overcome lim itations of physical space or capital by allowing
electronic sharing of data bases and other inform ation.

•

N ew technology provides easy access to large am ounts of data and
inform ation, as a result an information dem ocracy is established.

Thus, the continuing developm ent of new telecom m unications
technologies and the decreasing cost involved in supporting such facilities is
providing educators w ith an increasingly effective w ay of reaching a larger
num ber of learners providing them w ith access to academ ic resources and
knowledge. A part from a w ay to provide equal educational opportunities to
all geographical areas, distance learning also holds possible answ ers to the
problem s of m eeting the increasing dem ands of the w orkplace and
stretching scarce financial or hum an resources available for education to the
m axim um . O ther m otivation for exploring distance-learning are timetailoring and flexibility (Collis, 1993).
Relevance of Family Literacy
Family literacy is an intergenerational approach to solving the
problem s of poverty, dependency and undereducation. Fam ily literacy
program s view educationally disadvantaged parents and their children as a
learning unit and cater to the educational needs of both. The benefits of
such an approach are twofold: "As they im prove their ow n life chances
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through increased education, caregivers also im prove the chances that their
children will be successful in school" (The Office of Technology Assessment,
1993, p. 38). Such a d u a l em phasis on literacy is im portant because research
show s that the m o th er's education influences her child's literacy
developm ent and school achievem ent (Gadsden, 1994; Office of Educational
Research and Im provem ent, 1993; Sticht, 1988). The fam ily com ponent of
these program s is beneficial to adults in their role as paren ts (National
Center for Family Literacy [NCFL], 1996; Lord, 1994; A bt Associates, 1991)
w hich helps them better focus on literacy preparation. E valuation research
has docum ented that fam ily literacy program s are effective in preparing
preschool children for academ ic and social success, im proving parenting
skills, bettering p a re n ts' basic education skills, im proving parent-child
interaction, and helping parents gain m otivation (e.g., Brizius & Foster,
1993).
As w ith other educational settings, telecom m unications technologies
can be used to deal w ith som e of the problems and needs of ad u lt literacy
program s. Technology can help (a) to recruit and retain learners, (b) to meet
instructional needs, (c) in staff developm ent, (d) in assessm ent and
evaluation of program s, (e) to link literacy and social services, and (f) to
coordinate betw een program s (U.S. Congress, Office of Technology
Assessment, 1993).
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Purpose of the study
The purpose of this stu d y is to provide a detailed description and
analysis of the process of using desk-top videoconferencing as a tool for
providing additional resources to tw o rural family literacy project sites. This
stu d y strives to explore and describe how telecommunications is used to
am eliorate the problem s of isolation and lack of resources at the tw o chosen
sites, to gather reflections from those involved, and to describe the
interactions that allow for effective use of this m edia in o rd er to guide
fu tu re attem pts at such telecom m unications use.
This research consists of tw o ethnographic case studies. Two sites
w ere selected for study to see sim ilarities and differences in the assimilation
an d use of videoconferencing equipm ent within sim ilar fam ily literacy
program s. An attem pt is m ade to describe each case in sufficient detail,
providing contextual and situational particulars that will enable readers to
m ake future comparisons.
I use Stake's (1994) definition of the case study, w here the case is the
u n it of the object of study an d not a m ethodology. As a m ethodology I have
u sed mainly qualitative m ethods based on the ethnographic tradition. A
few quantitative m easures have been included to triangulate the qualitative
m ethods. The three traditional tools of qualitative research nam ely,
participant observation, interview and analysis of w ritten artifacts (Patton,
1990) are the m ain m eans of data collection for this research.
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The prim ary purpose of this study is not verification of hypothesis,
b u t provision of rich description, often called "thick description" (Geertz,
1973), of technology in action. It is descriptive and exploratory in its
purpose. This research approach is especially appropriate for investigating
interactive videoconferencing as the use of this form of educational
telecom m unications is relatively new and lacks basic descriptive research
(Bowen, 1994). This research will contribute tow ard form ing a theory of
practice for com puter-based videoconferencing.
Thus, the purpose of this study is to provide a detailed description
an d analysis of the process of using desk-top videoconferencing at two rural
fam ily literacy project sites. It aims to explore and to analyze the
interactions that take place during use of this technology as well as to
docum ent the reflections and responses of the users. D ata for this study
w ere collected through participant observation, interview s, video and
audio-taping of videoconferencing classes, evaluation form s (for each class)
an d questionnaires.
Research Questions
Though there w ere som e broad questions guiding this research at the
offset, it was designed to be inductive in nature and w as recursive
(LeCompte & Preissle, 1994) in design as the questions guiding the study
w ere subject to revision during the course of the research. A t the onset of
th e research the following questions guided this study:
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1. W hat are the teachers' expectations regarding videoconferencing
an d h o w do these change?
(a) W hat is their attitude (before and while using)
videoconferencing?
(b) W hat resources do they expect to receive through
videoconferencing?
2. H ow and for w hat purpose is the technology used?
(a) H ow do the participants actually use the technology? W hat
types of interactions take place during its use?
(b) W hat is the purpose for w hich telecom m unications
technology is used?
(c) Does it prom ote teacher education or training?
3. W hat contribution does videoconferencing m ake to the program ?
(a) W hat is the effectiveness of different forms of online
com m unication?
(b) W hat conditions encourage effective videoconferencing?
(c) W hat are the m ain skills acquired during the program ?
(d) W hat im pact does telecom munications have on the
functioning of the fam ily literacy program ?
Revised Research Questions
O ver the period of the study, the direction of research evolved due to
changes in the n ature of the videoconferencing sessions th at w ere offered.
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Investigation of the needs of the a d u lt literacy program by the program
adm inistrators revealed the need for su p p o rt for parents involved in the
fam ily literacy program , over and above w hat w as being provided by the
teachers involved in the program . The researcher's early observations and
interview s w ith the teachers also su p p o rted this conclusion. The paren ts
involved in this family literacy program w ere so often grappling w ith issues
such as depending on governm ent aid, raising children as a single p arent,
dealing w ith high frustration levels and other such "nonliteracy" issues,
th at one of the m ain expectations th a t teachers at the two sites expressed w as
receiving help in dealing w ith these issues. As a result, an eight-w eek
course on parenting was the first class to be offered through the
videoconferencing equipm ent and this became the main focus of this
research. The prim ary focus of the study, thus, shifted from teachers as the
users of the technology to parents as the users of the technology. D uring the
five m onths of the study, the teachers at the tw o sites used the equipm ent
m ainly to keep in touch w ith the program adm inistrators and the
researcher. The revised set of research questions that em erged were:
1. W hat is the attitude of teachers tow ard the incoming technology
and w h at resources do they expect to receive through videoconferencing?
2. Are the teachers' initial expectations m et during the course of the
program ? W hat are their suggestions for future use of the
videoconferencing?

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

13
3. H ow do the parents use the technology? [Note: Provide rich,
"thick" description of videoconferencing in use. Include analysis of the
interactions th a t take place. Build from this into existing theoretical
fram ework for interaction analysis]
4. W hat is the affective response of the parents tow ard the classes and
m ediating technology? H ow do thesse change over the eight weeks of
classes?
5. H ow effective is the videoconferencing course on parenting?
(a) Is there any change in the parenting stress level as m easured
b y the Parenting Stress Index?
(b) W hat is the effect of the sessions as judged by student and
teacher responses?
Rationale for Q ualitative Research
The m ost com pelling reason for using a n ethnographic case study
approach to conducting this research is the n a tu re of the phenom enon
under investigation. Desktop videoconferencing as a form of distance
education, is a new technology, and very little research exists on its use. To
better understand this new technology descriptive, exploratory research is
required. D escriptive research helps to docum ent process details and helps
to identify the salient behaviors, events and beliefs in a particular setting.
Exploratory research extends this description by establishing themes,
categories, patterns, and relationships w ithin the observed phenom enon
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(Marshall & Rossm an, 1995; Yin, 1989). M arshall & Rossman identify the
purposes of exploratory research as:
-to investigate little understood phenom ena
-to identify /d isco v er im portant variables
-to generate hypotheses for further research (p. 43).
Since videoconferencing uses in education are still in their infancy,
this kind of investigative research is necessary to understand the particular
situation under study, as well as to determ ine the course of future research.
A second reason for using a qualitative research approach in this
study is the desire to investigate "technology in use." This involves a
holistic study of the com plex interactions of users, task and technology. The
phenom enon of interest in this study is not technology per se, b u t its use
w ith real people, in real situations, in the meeting of real needs and solving
of real problems. Furtherm ore, since the research site is an external, pre
existing family literacy program , experim ental m anipulation is n o t possible
and a naturalistic approach is preferable.
This study also investigates the incorporation of technology into an
existing program , and the changes that it brings. Such a study is m ost suited
to the in-depth, longitudinal n atu re of qualitative research.
Inquiry Paradigm /T heoretical Stance
An inquiry paradigm can be described as the researcher's basic set of
beliefs that underlie the design and execution of any form of disciplined
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enquiry (Guba, 1990: Kuhn, 1970). Guba (1990) divides the paradigm
underlying research into three com ponents. These three components are:
1. Ontology: This determ ines th at is the nature of the "knowable"
an d asks "W hat is the nature of reality?"
2. Epistemology: This establishes the nature of the relationship
betw een the know er and the known.
3. M ethodology: This deals w ith how to go about finding out
know ledge or the systematic procedure of data collection and analysis.
Such an inquiry paradigm helps define the theoretical fram ework
underlying qualitative research design and analysis. Using this fram ew ork I
w o u ld describe the ontology underlying this research, as relativistconstructivist. This stance believes that w e each have our own
interpretation of the w orld and hence any research study is a personal, yet
thorough reconstruction of reality. The epistem ology underlying this study
is subjective. I believe that the influence of m yself as the researcher, cannot
be totally divorced from m y research. The m ethod of research is qualitative,
based in the ethnographic tradition.
Limitations of the Study
To reiterate, this study is largely m y personal interpretation of the
fam ily literacy program s and the technology im plem entation at the two
sites. I have attem pted to be thorough and address issues of creditability and
validity, yet I believe the researcher cannot be truly divorced from h e r/h is
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research, and m y presence at the sites influenced m y findings. Also, as is the
case w ith m ost qualitative w ork, the small sam ple size of this study does not
lend itself to generalizability. Rather, w hat the stu d y aim s to do is to
provide a detailed description of the cases and the research procedures so
th at com parability is possible. Another lim itation of th e study is that
practical lim itations (of time, [wo]man pow er and energy) restricted the
focus of the stu d y to (a) an in-depth look at the questions outlined above, (b)
tw o sites.
Q uantitative data in this study were collected to supplem ent the
findings of the qualitative stu d y and judge the effectiveness of the parenting
classes. The sm all num ber of students at each of the tw o sites, aided by a
high attrition rate severely lim ited the usefulness of the questionnaire data.
A dditionally, sm all sample sizes did not allow the use of any inferential
statistics.
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CHAPTER 2:
REVIEW OF RELATED LITERATURE

This chapter provides a review of the literature related to u se of
distance learning technologies in education. The first section briefly traces
th e historical developm ent of distance learning and defines distance
learning in the m odem context. This section also contains a review of the
research th at confirms the effectiveness of distance learning. The next
section discusses the im portance of interaction in learning and describes the
increasing interaction supported b y the new technologies of today. It also
review s the literature on assessm ent of interaction in distance education.
The th ird section reviews som e educational program s involving earlier
form s of interactive telecom m unications1. Section four review s' exam ples
of videoconferencing, in particular. Section five examines the concept of
fam ily literacy. Finally, the last section reviews qualitative research
m ethodology in an attem pt to define the ethnographic case study.
D istance Learning
H istory and Definition
Simply put, distance learning or distance education is the process of
connecting learners in areas th at are not well served by the traditional

1Telecommunications is the science and technology of transm itting
inform ation as words, sounds, or im ages, over distance as electrom agnetic
signals. See A ppendix A for a list (and glossary of terms) of com m only used
form s of telecom m unications in education.
17
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educational infrastructure (because of geographic isolation or lack of hum an
a n d financial resources), w ith rem ote resources. Delling (cited in Keegan
1986) in defining distance education w rites
Distance education (Fem unterricht) is a planned and
systematic activity w hich com prises the choice, didactic
preparation and presentation of teaching m aterials as well as
the supervision and su p p o rt of student learning and which is
achieved by bridging the physical distance betw een the student
and the teacher by m eans of at least one appropriate technical
m edium , (p. 58)

Following a review of definitions of distance education, Keegan (1986,
p. 49) lists the main characteristics of distance education as:

•

the quasi-perm anent separation of teacher and learner

•

the influence of an educational organization both in the planning
and preparation of learning m aterials and in the provision of student
su p p o rt services

•

the use of technical m edia; print, audio, video or com puter, to unite
teacher and learner and to carry the content of the course

•

the provision of a tw o-w ay com m unication so that the student m ay
benefit from or even initiate dialogue

•

the quasi-perm anent absence of a learning group... so that people are
usually taught as individuals and not in groups, w ith the possibility
of occasional meetings for both didactic and socialization purposes
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Thus, broadly, distance education is the process of providing
instruction w hen the learner and the educator are separated by physical
distance a n d /o r time and w here som e form of technology acts as a m edium
to bridge this distance.
Today, enorm ous am biguity and dissonance exists in the literature on
distance education. The changing nature of technologies supporting
distance education and the evolving social and educational contexts within
w hich it is used, necessitates a new perspective on distance learning
(G arrison & Shale, 1990). A brief look at the history and evolution of
distance education, helps illustrate this necessity.
M odem day distance learning has its roots in correspondence studies
w hich first developed in the 1800s. Correspondence studies relied mainly
on p rin ted m aterials and a series of w ritten interactions betw een the tutor
and the stu d en t (Brown & Brown, 1994). Subsequent developm ent led to
the incorporation of media other than p rin t into these "correspondence
studies"; better categorizing them as "distance education" or "teleleam ing"
projects (Kember, 1995). Distance education has been w idespread in many
countries around the world. The British O pen U niversity started in 1969
w as the pioneering institution for distance education. Today "distance" or
"open" education institutes are prevalent globally existing in societies as
diverse as China, Australia and South Africa (Brown & Brown, 1994) and
has established itself as an effective w ay to reach a large body of learners.
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In the United States correspondence education existed in the late
1800s. In the 1920s educational institutions constructed radio stations to air
educational program s and by the 1930s experimental television teaching
program s w ere being developed at universities like the U niversity of Iowa,
P u rd u e U niversity and Kansas State College. College courses w ere m ade
available through broadcast television in the 1950s (Buckland & Dye, 1991;
Schlosser & Anderson, 1994). Subsequent developm ent of satellite
technology further helped the ra p id spread of instructional television. In
1988 the U.S. Office of Education Research and Im provem ent began a grant
p rogram called the Star Schools Grant Program that gave schools funding to
develop, im plem ent and prom ote distance-learning at the K-12 levels.

This

helped link m any schools all across the country electronically. The
em ergence of satellite, fiber-optic, compressed video, and broadband digital
technology furthered the m ushroom ing of num erous distance education
program s all over the country (Brown & Brown; 1994). Today, these projects
provide a variety of educational program s, ranging from the offering of teleinstructional classes for adults and children; regional, national an d
international student collaboration projects and teacher su p p o rt netw orks
(Jordahl, 1995).
The evolution of distance education w orldwide can be view ed along
three dimensions. These are illustrated in Figure 2.1.
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Evolution of symbol systems
Print
Mail
Specific programs
and students

Fiber optic,
tv, computer
networks

Two-way
audio-video
-graphic-text

Diverse
programs and
students

Figure 2.1 Evolution of distance learning.

First, technologies supporting distance learning have evolved from a
p rim ary reliance on mail-based correspondence to include the use of radio,
telephone, audiotape, television broadcasts, videotapes and m o d em
m u ltim e d ia 2

communication technologies like videoconferencing and

com puter-netw orking. Second, these new er technologies not only allow
com m unication to use m ultiple sym bol systems, b u t also allow the learner
an d th e instructor to be increasingly interactively involved in the learning

2 Considerable confusion exists regarding the term s technology,
media and symbol systems. Technology can be described as a rigorous,
p lan n ed m ethod aimed at achieving a desired end. If this end is m ass
com m unication then this com m unication technology is called media (e.g.,
p rin t, radio). Communication is achieved through a set of culturally
d efined and accepted symbol systems (e.g., audio and visual symbols).
M edia, therefore, comprise of one o r m ore symbol systems and a physical
technology for transmission.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

22
process. Early m ail based correspondence studies resulted in one-w ay
com m unication, separated by a tim e lag. Subsequent use of telephone lines
increased the am ount of interaction possible and allowed synchronized
com m unication. Interactive distance learning systems today include
system s th a t allow audio only, graphic only, audio with built in graphics,
one-w ay video and two-way audio or full two-way audio and tw o-w ay video
com m unication. V ideoconferencing technologies allows synchronized
ra th e r th an asynchronized com m unication, and allows people
geographically separated to see an d hear each other.
The educational uses of telecom m unication technologies are also
becom ing m ore diverse. D ecreasing costs, simpler infrastructure and
o perational mechanics are allow ing for this flexibility in usage. From the
earlier, institutionalized, system atic and large scale production of distance
education, m ore m ainstream and traditional institutions are incorporating
this technology into their fold (G arrison & Shale, 1990). These changes are
em braced by Garrison & Shale (1990) w ho characterize the process of
education at a distance by the follow ing criteria:
1. Distance education im plies th at the majority of educational
com m unication betw een (am ong) teachers and student(s) occur
n oncontiguously.
2. Distance education m ust involve two-way com m unication
betw een (among) teachers an d student(s) for the purpose of
facilitating and supporting th e educational process.
3. Distance education uses technology to mediate the necessary twow ay com m unication.
G arrison & Shale (1990) p. 25.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

23
Existing literature uses term s such as distance-learning, distanceteaching, teleleam ing, teleteaching, outreach education synonym ously with
distance education (Willis, 1994). In this study, "distance learning" is used
rather than "distance education" or "distance teaching", to refer to the
videoconferencing classes that are a p a rt of this study. This is done (a) for
the sake of consistency, (b) in an attem pt to m anifest my belief that effective
education involves a learner-centered, constructionist and interactive
approach and (c) because the videoconferencing classes researched in this
stu d y used the distance technologies m ore for informal learning than the
developm ent of large-scale, system atic education.
Presently, a p art from the desire to provide equal educational
opportunities to all areas, the challenge of m eeting the increasing dem ands
of the w orkplace given the reduced financial and hum an resources available
for this purpose, is fueling the exploration of distance learning (Willis,
1994). O ther m otivations for exploring distance learning are tim e tailoring
and flexibility to learner characteristics (Collis, 1993).

Effectiveness
Though the use of com puter-based videoconferencing in education is
new and has no real research base, there is now considerable research on
other form s of distance education such as instructional television, audio
conferencing and satellite delivered broadcasts (Threlkeld & Brzoska, 1994;
Schlosser & A nderson, 1994).
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Research on the effectiveness of instruction delivered via distance
education alm ost overw helm ingly finds it to be as effective as sim ilar
instruction delivered through traditional face-to-face teaching. (Russell,
1992; W hittington, 1987). Russell (1992) writes:
...no m atter how it is produced, how it is delivered, w hether or
n o t it is interactive, low-tech o r high-tech, students learn as
w ell as their on cam pus, face-to-face counterparts even though
students w ould rather be on cam pus w ith the instructor if
there w as a real choice, (p. 2)

Schlosser & A nderson (1994) conducting a review of distance learning
also forw ard the view that students perform as well in a distance learning
environm ent as a traditional environm ent.
C om parisons betw een the effectiveness of various m edia, though the
dom inant them e in distance education (Threlkeld & Brzoska, 1994), are
m eaningless (Solomon & G ardener, 1986). Continuingly findings indicate
th at the m edium itself does not determine effectiveness of instruction
(Clark, 1983; Solomon & Gardener, 1986; W hittington, 1987) and
effectiveness is influenced by a variety of factors such as specific content,
pedagogical objectives, characteristic of users, technology costs etc.
(N orenburg & Lundblad, 1987). Instead of blanket attem pts to determ ine the
superiority of one technology over the other, w hat is a m ore m eaningful
research focus is a focus on the content of the communication itself. This
can determ ine how the characteristics of a m edium can be used to maximize
effectiveness of instruction (W hittington, 1987). As Shale & G arrison (1990)
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stress, the "m ost im portant feature for characterizing distance education is
n o t its m orphology, b u t how com m unication betw een teacher and student
is facilitated" (pg. 31).
Interaction, Learning and Telecom m unications
Interaction and Learning
Tw o-w ay com m unication or interaction is fundam ental for
establishing an effective learning environm ent. Theories of developm ental
psychology (e.g., Miller, 1983); learning and cognitive theories (e.g., Bigge &
Shermis, 1992; Driscoll, 1994); instructional theory and design (e.g., Duffy
Lowyck & Jonassen 1991); and com m unications (Daly, Friedrich and
Vangalasti, 1990), all stress the im portance of interaction in the creation and
sharing of know ledge in both teaching an d learning (Bigge & Shermis, 1992;
Driscoll, 1994). G arrison (1990) argues for the im portance of interaction by
saying:
...education, w hether it be at a distance or not, is dependent
u p o n tw o-w ay communication. There is increasing realization
in the educational com m unity that sim ply accessing
inform ation is no t sufficient. In an educational experience
inform ation m ust be shared, critically analyzed, and applied in
o rder to become knowledge, (p 13)

Interaction and Distance Learning
Distance learning is characterized by the use of technical m edia (be it
print, audio, video or computer) to unite teacher and learner. M odem
technology such as videoconferencing, up-front seem s to prom ote
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interaction by allowing the real-tim e exchange of audio, video a n d textual
inform ation. The debate on w hether the m edium affects the m essage rages
on (Clark, 1983; Kozma, 1994) and the results of research are paradoxical
(Hillman, W illis & G unaw ardena, 1994). Though the technology
su p p o rtin g /c arry in g instruction m ay n o t determine the effectiveness of
instruction (Russell; 1992); this technology itself is not neutral (N orm an,
1993). As D onald N orm an succinctly p u ts it, "Each technological m edium
has affordances, properties that m ake it easier to do some things th an
others" (p. 244). The m odem telecom m unication technologies, w ith their
real-tim e exchange of audio, video and textual information, seem to
"afford" interaction.
The fact that technology does affect interaction is supported by
research. A dam s and H am m (1988) for exam ple, show that technology
affects the interaction of its user particularly if the user is not fam iliar w ith
th at technology. Hillm an, Willis & G unaw ardena (1994) su p p o rt this view.
O perationalizing Interaction
M oore (1989) identifies three com ponents of interaction: learnercontent interaction, leam er-instructor interaction and leam er-leam er
interaction. M oore further elaborates th at interaction between the learner
and the content, be it in text, audio, graphic or video form, is a self-directed
intellectual activity that "results in changes in the learner's understanding,
the learner's perspective, or the cognitive structures of the learner's m ind"
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(p. 2). L eam er-instructor interaction can include the presentation of
inform ation, dem onstration of skill, practice of skills, evaluation, counsel,
support and encouragem ent. L eam er-leam er interaction can be alone, in
group settings, an d w ith or w ithout the presence of the instructor.
H ow ever the evidence that technology does affect interaction adds an
additional dim ension to the definition of interaction as based on
nontechnological environm ents.

Hillm an, W illis & G unaw ardena (1994)

suggest the addition of a fourth elem ent of interaction, Leamer-Interface
interaction, w hich they define as:
the interaction that occurs w hen a learn er m ust use these intervening
technologies to communicate w ith the content, negotiate m eaning,
and validate knowledge w ith the instructor and other learners (pg.
31).

H illm an, Willis and G unaw ardena also p o in t out that it is im p o rtan t
to distinguish betw een this fourth m ode of interaction, "and the use of an
interface as a m ediating element in all interaction."
W agner (1994) recommends the use of th e Interactive Inform ation
Transport M odel in Figure 2.2 to conceptualize the mechanics of interactive
telecom m unications. W agner (1994) points o u t interaction itself is a
m ultifaceted a n d often ambiguous concept an d researchers need to delim it
and operationally define this construct. Researchers need to distinguish
between interactions that are a property of learning events and delivery
system interactions that are a property of the m edia. Wagner suggests that
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interaction is an attribute of effective instruction and interactivity is an
attribute of m o d em telecom m unications technologies. "Interactivity may
eventually b e view ed as a machine attribute, while interaction m ay be
perceived as an outcom e of using interactive delivery systems" (pg. 26).
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Figure 2.2 A n Interactive Information T ransport Model (Wagner, 1994, p. 25)

Exam ining existing research in distance education in order to
determ ine h o w the concept of interaction has been operationalized, show s
that little consistency is evident in the w ay this construct is defined and
m easured. Interaction as a variable in distance education research studies is
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often looked at only in terms of frequency. Van H aalen & Miller (cited in
M ain & Riise, 1995), for example, m easured interactivity in a satellite
broadcast program on basis of telephone logs, recording calls from stu d en t to
teacher. O ther researchers such as G unaw ardena, Anderson & Lowe (1996)
see interaction m uch m ore holistically and develop a m odel for the analysis
of com puter-m ediated-conferencing (CMC) w hich incorporates both
qualitative and quantitative analysis this on-line interaction. Analysis of
frequencies of m essages, content analysis of generated transcripts, and
participants' self report of satisfaction are the three aspects that this m odel
concentrates on. In this model, the authors focus content analysis on units
th at have cognitive or m etacognitive content an d develop a five-phase
evaluation m odel. The five phases developed are (a) Sharing/com paring,
(b) Dissonance, (c) Negotiation, (d) Testing constructs and, (e) Statem ent or
application of new ly constructed know ledge.
This m odel builds from H enri's earlier m odel (cited in G unaw ardena,
A nderson & Lowe, 1996) which divided content analysis into content
reflecting, participative dimensions, social dim ensions, interactive
dim ensions, application of cognitive skills, and, application of
m etacognitive skills.
In a m uch needed attem pt to develop a taxonom y for research on
interaction in distance learning (Main & Riise 1995) identifies six categories
of interaction. These are:
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1. Am ount:This can be m easured in term s of frequency and length.
2. Type: This could be, leam er-content interaction, leam er-instructor
interaction and leam er-leam er interaction. T ype can further can be
differentiated by initiator of the interaction.
3. Timeliness: M easured on a scale from zero to real time.
4. Method: W hether interaction is verbal, visual, or text.
5. Spontaneity: Judges w hether interaction is ad hoc or planned.
6. Quality: Analysis of quality of interactions focus on (a) intensity:
routine; interested; em otionally involved, (b) relevance: professionally
related subject m atter or personal, (c) depth: trivial to substantive,
d)formality and, (e) opportunity: ability to interact w hen desired .

Thus a review of the literature on interaction analysis indicates th at
though there is a consensus among researchers about the im portance of
interaction in learning, there is considerable variation in the w ay various
researchers define and operationalize interaction. It appears that d u e to the
variety of educational settings and technologies falling under the um brella
of distance learning, a single fram ework for interaction analysis is n o t
appropriate. H ow ever research suggests that it is necessary for researchers
investigating interaction to consider the technology-user interface
interactions along w ith other types of interaction such as leam er-content
and leam er-instructor interaction. M ain & Riise (1995) list a taxonom y for
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analyzing videoconferencing interactions provides a useful base for further
developing a m odel of interaction
D ue to its new ness, research on th e advantages of videoconferencing
usage in education is still scarce. H ow ever, som e precursors of this
technology have been used for educational an d training purposes and have
illustrated th e benefit of interactive com m unication. Research on audio
teleconferencing (Garrison, 1990); com puter-conferencing (Cheng, L ehm an
& A rm strong, 1991; Gal. 1993) and use of audio-graphics (Knapczyk, Brush,
Cham pion, H u b b ard & Rodes, 1993 ) indicate both th at it is effective as a
m eans of learning and that users display a positive attitude tow ard using it.
In general education systems that provide high levels of interactivity have
been found to best m eet instructional needs (H ackm an & W alker, 1990).
A ttitude Toward Technology
T hough a review of the literature o n distance learning suggests th at
achievem ent is n o t affected by the m edium of comm unication, it also
indicates th a t students prefer face-to-face com m unication to distance
com m unication (Schlosser & A nderson, 1994. Russell, 1992). Russell (1992)
writes th at "stu d en ts w ould rather be on cam pus w ith the instructor if there
was a real choice."(p. 2)
M ost of these reviews deed w ith earlier form s of distance learning like
television broadcasting. As m entioned earlier, new digital technologies of
today create a n environm ent that is both interactive and allows
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com m unication th ro u g h m ultiple sym bol system s (visual, text, audio, a n d
graphic). Research on m ore interactive form s of distance learning such as
audio-teleconferencing (Garrison, 1990); com puter-conferencing (Cheng,
Lehm an & A rm strong, 1991; Gal. 1993; G unaw ardena, Anderson & Lowe,
1996) and use of audio-graphics (Knapczyk, Brush, Champion, H ubbard &
Rodes, 1993) indicate both that it is effective as a m eans of learning and th at
users display a positive attitude tow ard using it. A t present the best that can
be said is that reliable conclusions about preference cannot be draw n (M ain
& Riise, 1995).
Successful use of any new technology can be expected to be dependent
on the attitude a n d receptivity of the users tow ard the technology and the
organizational a n d external support received by the users. The research on
acceptance an d success of educational innovations show s that effectiveness
depends on variables at tw o levels, the personal and the organizational. A t
the personal level, anticipated benefits and efficacy (the belief that one can
successfully perform required actions (Bandura, 1977)) are im portant
determ inators o f the effectiveness of an educational innovation. A t the
organizational level support and training are key factors for successful use.
In a com prehensive review of the literature on teacher receptivity to
system-wide change, W augh & Punch (1987) identified six variables that
research indicated affected receptivity to change. These were (a) basic
attitudes to education, (b) alleviation of fears associated w ith change,

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

33
(c) practicality of the change, (d) perceived expectations and beliefs about the
change, (e) perceived school support, (f) personal cost appraisal for the
change.
The considerable research base that exists on attitude toward
technology and successful integration of technology in education (Gressard
& Loyd, 1986; Loyd & Gressard, 1986; Savenye, 1993; Koontz, 1992; Metu,
1993; H u n t & Bohlin, 1993; Cambre & Cook, 1985; Delcourt & Kinzie 1993),
supports the claim that user attitude is im portant. "A ttitude" however, is a
difficult construct to m easure and different researchers have defined, and
hence m easured it, differently (Savenye, 1993). A review of the research on
attitude of teachers tow ard technology (in particular tow ard computers)
shows th at studies on attitudes tow ard com puters focus on one or m ore of
the following components: anxiety, confidence and liking and perceptions of
usefulness. G ressard &Loyd's computer anxiety attitude scale, (Gressard &
Loyd, 1986; Loyd & Gressard, 1986), a comm only used Likert type scale, for
e.g., subdivides attitude into these four com ponents. Cam bre & Cook (1985)
focus on anxiety alone. Saveyne (1993) focussed on liking, value for
education and society, anxiety, confidence and perceptions of gender
appropriateness. Delcourt & Kinzie (1993) subdivided attitude into:
com fort/anxiety and usefulness and m easured self-efficacy (defined as
confidence to perform a specific task) separately.
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These studies all show that a positive attitude is a result of
expectations of professional gain, familiarity with, and access to, technology
(Johnson, 1987). O ther factors that are necessary for successful
im plem entation of technology by teachers' include extensive practice,
individualized attention, voluntary participation and a com fortable, non
threatening atm osphere (Schrum , 1993).

Interactive Telecom m unications in Rural Program D evelopm ent 3
The previous sections provided a definition and short history of
distance education and review ed research regarding effectiveness of, and
attitudes tow ard, distance learning technologies. This review indicated that
although earlier technologies w ere effective forms of com m unication,
increasing interaction can be beneficial. This next section explores specific
use of telecom m unication technology, both videoconferencing an d its
precursors, for provision of resources to rural areas, in m ore detail.
Typically, because of factors like geographical isolation, poor
infrastructure an d low income, rural educators and learners face b oth a
shortage of resources and academic isolation. To m ake effective changes in
rural education it is necessary to reach educators and learners in those areas.
Even in urban areas, telecom munications can be used as a cost-effective, and

3 See A ppendix A for details on the various forms of interactive
telecom m unications used in distance education
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rapid w ay of keeping educators in touch w ith each other and the latest
developm ents in the field of education. In o rder to m eet their educational
challenges, school personnel need access to inform ation about new teaching
practices and innovations to carry out their job effectively (Knapczyk, Brush,
Champion, H ubbard & Rodes, 1993). A m ajor challenge for rural schools is
to minimize the travel time and costs associated w ith getting outside experts
for staff developm ent (Keegan, 1989). Telecom m unications can be an
effective tool for provision of educational resources. This fact is illustrated
by num erous studies, some of which are detailed below.
Knapczyk, et. al. (1993) at Indiana University report on a project th at
uses audiographics for the developm ent and su p p o rt of rural teachers.
A udiographics allow the two-way transm ission of graphics and text across
telephone lines betw een teachers w ho rem ain in their school and university
experts. It is interactive and allows users at the different sites to annotate
images on their com puter screens and the annotations appear on the other
sites' screens. Knapczyk, et. al. report that:
1. A distance education link betw een rural schools and the university
is an effective, reliable, inexpensive and versatile w ay of bridging the
distance to outside experts.
2. It is im portant to prom ote ow nership of the training, so th at the
staff views the activities as im portant and interesting. Activities should
m atch the needs and interests of the teachers.
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3. Activities encouraging teachers to a p p ly concepts immediately to
real life situations are m ost effective. Follow-up sessions and feedback is
necessary.
4. Telecom m unication can be used to increase collaboration between
the staff.
The W introp College Telementoring, T eletraining, Tele
com m unication Project used netw orking (or com puter conferencing) to
provide inservice training tc rural teachers in early-childhood-special
education in ru ra l South Carolina (Kendall, 1992). Kendall reports that
evaluations by external consultants revealed th at participants perceived
competency in the use of computers and their ability to use and understand
research inform ation im proved significantly after the year long
telem entoring sessions. Analysis of utilization logs also show ed that m ost
common reason for using the facilities provided w as to contact the staff at the
university center. Participants in the program also found it to be relevant and
user friendly. In an overall evaluation of the p rogram (Kendall, 1992, p. 45),
indicated that the program was effective in, (a) helping practitioners learn
new inform ation, (b) utilizing scarce resources efficiently, and, (c)
em pow ering stu d en ts to leam for them selves. A dditionally, the timeflexibility provided by computer-conferencing is also beneficial to educators.
O ther staff developm ent program s confirm the success of the use of
com puter-conferencing for teacher developm ent (Gal, 1991, Dillon, 1991).
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Videoconferencing Projects
The type of videoconferencing that is the m ost prevalent in distanceeducation today is th ro u g h satellite link. Satellite connection allows full
m otion video to be transm itted one-way. Some degree of interactivity is
usually obtained th ro u g h two-way audio linkages. Examples of such
videoconferencing for staff developm ent include those at the Oklahoma
State University, an d the TI-IN Network Texas (Baker, 1987). Fully
interactive videoconferencing is less prevalent, th o u g h some innovative
program s have used this form of video conferencing for teacher education.
The felling State Teacher Training College, D enm ark w as the site of one such
project (Pjengaard; 1992). Pjengaard analyzing the use of room based
videoconferencing d u rin g the student-teaching phase of teacher education
reported that the presence of a "Big Brother Effect" or em barrassm ent in front
of a video camera, d id not really pose a problem and after a while all
concerned w ere quite im pervious to the existence of a camera. Pjengaard's
findings also indicate th at videoconferencing is a n effective w ay for teacher
educators to oversee and interact w ith student-teachers in their classrooms.
The Institute for Small and Rural Districts, established by the Florida
D epartm ent of Education also used videoconferencing to overcome time and
distance restraints and provide training to special education providers in
Florida's 27 small school districts (Chancey, 1995). As Chancey reports, the
project was successful in providing statew ide training of special educators and
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in the sharing of resources and best-practice inform ation. Evaluation of the
project reported th at videoconferencing w as cost-effective and efficient. Users
also reported the benefits of reduced travel-time. One finding im portance for
practice was that users found th at a printed resource m anual, which
supported the videoconferance content, to be very im portant for the success
of the training.
A statew ide electronic netw ork linking teachers and educators has been
set up in W yoming in a large scale collaboration betw een the University of
W yoming College of Education, the State D epartm ent of Education, school
districts, business a n d industry (Yocom & W hitson, 1995). This netw ork uses
digitized, com pressed video com m unication to deliver a coaching/m entoring
m odel for teacher education. Since this project is a pioneering use of
videoconferencing in teacher education, it is review ed in som ew hat detail.
Yocom & W hitson rep o rt that student evaluations of the project centered
around two areas: teaching techniques and the technology/distance aspect. As
far as teaching techniques w ere concerned, participants reported positive
reactions to: use of visuals, role playing and the instructor's hum or and
flexibility. On the negative side it was felt that com pressed video teaching
seemed "canned", lecture presentation did not w ork well, m ore timely
feedback was needed, and, interaction was difficult over the equipm ent. In
addition, rem arking o n the pluses of the distance/technology aspects,
students felt that the technology, (a) had the potential for statewide course
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delivery and m ade access to university courses easier, (b) w as a great way to
m eet new colleagues, (c) w as a real time saver (no travel), and, (d) was
preferred to audio-conferencing. The negative aspects of the technology
included: difficulty of face-to-face interaction, time w asted due to technical
delays, frustration w ith technology, and bad tim e-m anagem ent by instructors
(Yocom & W hitson, 1995, p 269-70). Yocom & W hitson also report that:
From the instructor v ie w p o in t. . . pluses included the
challenges of a new technology, the fun of learning about and
using a new technology, the quick comfort level instructor's felt
w ith the technology, tim e and cost savings for distance delivery
of courses, and the ability to expand the variety an d num ber of
outreach courses. Instructors identified several draw backs as
w e l l . . . intim idation using the new technology, difficulty
developing interpersonal relationships, an inability to cover
sufficient m aterial in each session, and som e difficulty being
spontaneous.
(p 270.)

Overall, the program reported success w ith both the teachers and the
instructional staff reporting satisfaction.
O ther researchers have used the term s telementoring and teletraining
to describe types of the use of telecommunication netw orks. As Kendall
(1992) explains:
Telem entoring is the process of utilizing a telecom m unication
netw ork betw een an institution of higher education and public
schools located in rural areas. The faculty provides su p p o rt in
assisting the adm inistrators with problem solving related issues;
in providing research information and training practices to the
teachers , in keeping educators updated regarding educational
opportunities, resources, services, legislation an d conferences...
Teletraining is the process of training educators in their
respective fields...to deliver instruction and research to educators
in rural areas, (p 42.)
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Some effects of the use of videoconferencing in education are
illustrated by a pioneering project at the University of U lster, N orthern
Ireland. Since 1990, this project, has used live, interactive videoconferencing
to reach students at diverse locales (Abbott, Dallat & Robinson, 1995). Abbot
et. a l/s five year study p u ts forth som e salient points for future users of
educational videoconferencing to keep in m ind. A bbott, D allat & Robinson
report:
1. Tutors and students both show ed enthusiasm about the technology
th o u g h there were m isgivings about perceived inadequacies in training in the
use of the technology as w ell as the effectiveness of th e equipm ent. Technical
m alfunctions were treated w ith toleration (p. 78)
2. Erratic sound quality w as at times abysmal causing teacher and
stu d en t frustration. It could inhibit discourse as well as p u t stress on tutors in
su stain in g interaction.
3. Teachers w ere w orried about their teaching style becom ing more
didactic. Teaching was m odified in attem pt to balance levels of dialogue,
stru ctu re and learner autonom y. Teaching styles w ere m ore affected than
learning styles. Seminars, w ritten handouts etc. w ere incorporated into
teaching in attem pts to m ake com m unication interactive (p. 79).
4. Induction to the technology through a face-to-face m eeting which
fam iliarized the students w ith the technology, as well as established a firm
basis for the course content w as deem ed useful (p. 79).
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5. O n going use of th e project led to the developm ent of "a triple
pedagogy of short illustrated presentations by the tutor, group w ork oncam pus and cross-campus interaction" (p. 80).
6. On-site cohesiveness w as strong. Inter-site cohesiveness w as less,
b u t grew as confidence w ith videoconferencing and hence stu d e n ts'
willingness to interact grew (p. 81).
7. Savings were considerable in term s of travel time an d fatigue (p.
81).
8. Learning outcom e w as im pressive w ith a 100% exam ination pass
rate (p 81).
Another study of a p rototype virtual classroom tested by the
A nderson Center for Innovation in U ndergraduate Education also reported
b o th excitement and intim idation b y users (Wilson & M osher, 1994).
In conclusion, research on use of videoconferencing indicates that:
1. Increased interactivity is one of the biggest benefits of
videoconferencing.
2. Content of telecom m unications can be designed to prom ote both
train in g and education.
3. Effectiveness of m aterials conveyed through telecom m unications
is m ore or less the same as face to face communication.
4. Telecommunications can be used to overcome isolation, lim ited
resources and lack of professional developm ent opportunities through,
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(a) access to university based area-spedalists, (b) access to inform ation and
resources, regional, nationally as w ell as internationally, (c) developm ent of
collaboration between rural educators at diverse sites (com m unities of
practice).
5.

N ew users of the technology are enthusiastic though intim idated

and apprehensive.
Fam ily Literacy
Family literacy is an intergenerational approach to solving the
problem s of poverty, dependency a n d undereducation. Family Literacy
Program s view educationally disadvantaged parents and their children as a
learning unit and cater to educational needs of both.
The concept of family literacy is based on the idea that child and
p a re n t education is linked in m any ways. Research on both ad u lt education
and early childhood program s indicates th at the m other's literacy is one of
the m o st im portant factors influencing children's motivation to acquire,
develop and use literacy (Gadsden, 1994). A m other's level of education is
also one of the m ost im portant factors influencing children's school
achievem ent (Office of Educational Research and Im provem ent [OERI],
1993; Sticht, 1988). The level and n atu re of parent-child interactions are also
critical factors in a child's literacy developm ent (Gadsden, 1994; OERI, 1993).
The link betw een parent and child is an im portant one for adult literacy too.
Research indicates that even for parents w anting to better their education,
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the d em an d s of parenting often outw eigh their com m itm ent to gain access
to literacy program s (Abt Associates, 1991).
P arents also are often m otivated to im prove their ow n literacy in
order to be able to help their children in school (Powell, 1991; Lord, 1994;
National C enter for Family Literacy [NCFL], 1996). A dult learners have also
identified their need for skills th a t help them better fulfill their
responsibilities as a parent ((Lord, 1994; N ational Center for Fam ily Literacy,
1996).
The Office of Technology Assessm ent (U. S. Congress, Office of
Technology Assessm ent [OTA], 1993). reports the benefits of such an
approach are twofold: "As they im prove their ow n life chances through
increased education, caregivers also im prove the chances th at their children
will be successful in school" (p. 38).
O ne of the m ost widely know n Family Literacy program m odels is the
Kenan m odel im plem ented by the N ational Center for Family Literacy
[NCFL] (Gadsden, 1994). NCFL (1994) states that the prim e goal of this
program is, "...to break the inter-generational cycle of undereducation and
poverty by im proving parents' basic skills, their children's preliteracy and
school readiness skills, and the overall quality of parent-child relationships"
(p. 10).
Parents w ho have not com pleted their high school education, and
their 3- and 4-year-old children, attend the program together. The program
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has fo ur com ponents, namely; (a) Early Childhood Education, focussing on
developm entally appropriate cognitive and psychom otor learning for the
children; (b) Parent Literacy Training, w here parents participate in ad u lt
education classes; (c) Parent Time w hich is designed to foster p eer support
and focus on general parenting issues like dealing with behavior problem s;
and (d) Parent and Child Together tim e w here parents and children interact
together (NCFL, 1994).
Evaluatory research has docum ented that Family Literacy program s
are effective in preparing preschool children for academic and social success;
im proving parenting skills; bettering p aren ts' basic education skills;
im proving parent-child interaction; and, helping parents gain m otivation,
skills an d know ledge for em ploym ent or further education (Brizius &Foster,
1993).
A dult learners in literacy preparation program s are from m any
different backgrounds, and have a diverse range of lifestyles, experiences
and skills (U. S. Congress, OTA; 1993). Researchers and practitioners
how ever indicate that certain characteristics are more predom inant am ong
these learners (Lord, 1994). Some characteristics of leam ers's in a d u lt basic
literacy program s as stated by Lord (1994) are:
1.

A dults w ith learning needs do not necessarily w ant instruction;

the greater the need, the more likely they do not want to join the program .
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2. The m ost pow erful m otivators for parents to enrol in a program
are the desire to get a job an d the desire to teach and help their children.
3. These adults usually have low self esteem, and to compensate for
this they often overcom pensate by developing unrealistic goals.
4. These adults have a higher-than-average tendency to be overcome
b y frustration and have a deep fear of failure.
5. A dults w ith learning needs are very often faced w ith challenges
an d diversions, m ainly from the hom e environm ent w hich adversely affect
their ability to stay focused on instructional goals.
C om puter and telecom m unications technologies can be used to deal
w ith som e of the problem s a n d needs of adult literacy program s.
Technology can help (a) to recruit and retain learners, (b) to m eet
instructional needs, (c ) in staff developm ent, (d) in assessm ent and
evaluation of program s, (e) to link literacy and social services, and (f) to
coordinate between program s (U. S. Congress, OTA, 1993). For example, a
problem faced by centrally developed programs, like the one developed by
th e National Center for Family Literacy, is that teacher su p p o rt and
provision of resources to the program at the local level is difficult (Brizius &
Foster, 1993). Teachers' receive training from the N ational C enter for
Fam ily Literacy, but provision of continued support, additional resources,
a n d sharing of ideas, betw een program s is difficult, expensive and time
consum ing.

This problem of isolation is even m ore acute in rural areas,
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w hich due low levels of incom e and literacy are especially need such
projects. Teleleam ing netw orks like the ones in this study are one possible
w ay of alleviating these problem s.
Q ualitative Research
W hat is broadly called the field of qualitative research is a large and
varied body of w ork that includes w ithin its fold research a n d research
strategies from disciplines like anthropology, sociology, psychology, history
and education.
Certain issues characterize research as qualitative.

In m ore detail

qualitative researchers usually believe in the:
•

N aturalistic perspective: N aturalists believe in a non-m anipulative
stu d y of real-life situations w ithin the context in w hich they occur.
G uba (1978) identifies naturalistic inquiry as a discover oriented
approach that is characterized by a lack of predeterm ined constraints
on output and one that m inim izes investigator m an ipulation of the
context. N aturalistic inquiry is a design choice and n o t a choice
regarding the kind of data (qualitative or quantitative) to be collected
(Patton, 1990). M oreover, naturalistically collected d ata are not
view ed as "fixed" given but are seen as arising from the interaction
between the inquirer a n d the data source. (Lincoln & G uba, 1985)

•

Inductive analysis: Patton (1990) describes an approach to be
inductive "to the extent the researcher attem pts to m ake sense of the
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situation w ithout im posing preexisting expectations to the
phenom enon or setting under study. Inductive analysis begins w ith
specific observations and builds tow ards general patterns" (p. 44).
Q ualitative m ethods are oriented tow ards im m ersion in details of
data, from which patterns and categories are draw n out.
Holisticity, context-dependence and uniqueness: Q ualitative research
em phasizes on understanding the phenom enon as a w hole and not
sim ply as a sum of its parts. Patton (1990) explains "In contrast to
designs that m anipulate a n d m easure the relationships am ong a few
carefully selected and narrow ly defined variables, the holistic
approach gathers data on m ultiple aspects of the study in order to
assem ble a comprehensive an d complete picture of the social
dynam ic of the particular situation or program " (p. 50).
Inductive, flexible research design: Qualitative researchers believe in
the evolving nature of research design. In order to avoid
preconceptions and bias, researchers allow the initial period of data
collection to guide the em erging design of their study. There is a large
variation in the am ount of pre-planning suggested an d undertaken
by qualitative researchers - views range from those w ho think of pre
planning being "inconceivable" (Lincoln & Guba) to others who
considerable desirable and unavoidable (Miles & Huberman,1994).
Use of m ultiple types of data and data collection strategies.
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A ssuring Credibility of Qualitative Research
Traditional, quantitative research has established four criteria for
rigor that, adapted, can be used to judge the credibility of qualitative
research. (Miles & Huberm an, 1994; LeCompte & Preissle, 1993; Guba &
Lincoln, 1981). These are elaborated below:
R eliability
External reliability is the extent to which a study can be consistently
replicated. This criterion is adapted to confirmablityin. qualitative research
(Guba & Lincoln, 1981; Miles & H uberm an, 1994). LeCompte & Preissle
(1993) w rite "external reliability addresses the issue of w hether independent
researchers w ould discover the same phenom ena or generate the sam e
constructs in the same or sim ilar settings," ( p. 331). Strategies for enhancing
external reliability include: (a) clearly stating researcher's role and status (b)
description of informants, (c) delineation of social, physical and
interpersonal contexts in w hich data is gathered, (d) specification of analytic
constructs and prem ises and (e) clear presentation of data collection and
analysis procedures (LeCompte & Preissle 1993).
Internal Reliability is the audibility of the data (Guba & Lincoln,
1981; Miles & H uberm an, 1994) or "w hether the process of stu d y is
consistent, reasonably stable over tim e and across researchers an d m ethods"
(Miles & H uberm an, 1994, p. 278). LeCompte & Preissle (1993) suggest that
w ays of increasing audibility of the study include the use of; low inference
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descriptors, i.e. rich prim ary data o r "thick description" (Geertz, 1973);
m ultiple researchers; peer exam ination; a n d /o r mechanically recorded data.
V alidity
Internal validity concerns th e credibility or "truth value" (Guba &
Lincoln, 1981). Three techniques th a t Patton (1990) enum erates to enhance
the integrity of analysis are: Testing rival hypothesis, searching for negative
cases and triangulation. T riangulation includes the use of m ultiple m ethods
of data collection, dependence on m ultiple sources of data, long-term or
repeated observations a n d /o r m ultiple researchers (Patton, 1990).
External validity usually refers to the degree of generalization th at can
be applied to the findings from one study. Given the context-bound, holistic
nature of qualitative research, such context-free generalization is a
contradiction of term s (Guba & Lincoln, 1981). Better criterion to apply to
qualitative research are translatability and comparability. C om parability
requires that the design and param eters of a study are defined in sufficient
detail to allow other researchers to com pare it w ith other studies and to
address related issues. Translatability is the specification of theoretical
underpinnings, definitions and techniques so that others in the field can
access and understand the study (LeCompte & Preissle, 1993). Com parability
and translatability and can be achieved through detail description.
Below, I detail two particular form s of qualitative research w hich
have contributed to the inquiry paradigm of this research.
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The Case Study
Case stu d y research is used extensively in anthropology, psychology,
sociology, history, law and medicine. It is used for purposes as diverse as
clinical diagnosis, description, professional training, policy making and
theory construction (Ham el,1993). Like the term qualitative research the
om nifarious n ature of the term case stu d y has led to the existence of
considerable am biguity regarding its m eaning (Ragin & Becker, 1992).
Case stu d y research has often been used synonym ously w ith
naturalistic enquiry, phenom enological approach and qualitative research.
Alternatively, other researchers have used case study to refer to a research
strategy (Denizen & Lincoln, 1994; Yin, 1989), a research m ethod (Hamel,
1993), or a u n it of study (Stake, 1994). Yin (1989) writes that a case study:
is an em pirical inquiry that investigates a contemporary
phenom enon w ithin its-real-life context w hen the boundaries
betw een the phenom enon an d context are not clearly evident; a n d in
w hich m ultiple sources of evidence are used. (p. 23)

Case stu d y research includes b oth single and m ultiple case studies.
Case studies can be qualitative or quantitative (Stake, 1994; LeCompte &
Preissle (1993): naturalistic or in experim ental laboratory settings (Yin, 1989):
descriptive, exploratory, explanatory, o r evaluatory (Yin, 1989).
The above review of case studies indicates that case studies are v aried
in their theoretical base and in the m ethodology em ployed. W hat is m ost
consistent am ong the definitions of case study advocated is the unit of study.
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This view is expounded by Robert Stake (1994) w ho defines case study "not
as a m ethodological choice, b u t a choice of object to be studied". Personally,
I find this the m ost useful definition of the case study. This study can be
defined as a case study w hich uses the m ethodology of ethnographic
enquiry.
The Ethnographic T radition
The ethnographic tradition has its roots in cultural anthropology,
especially in the w orks of Malinovsky. D erived from the greek ethos - or
race, people or cultural group and graphia

w riting, ethnography literally

means w riting about people. Ethnography is both a process as well as a
product (LeCompte & Preissle). Ethnographers seek to study three
fundam ental aspects of hum an experience. These are (a) w hat people do —
cultural behavior, (b) things people make and use —cultural artifacts, and,
(c) w hat people say —speech messages (Spradley, 1980). The prim ary data
collection m ethods used by ethnographers are participant observation,
interviews and artifact analysis.
LeCompte & Preissle (1993, p. 42-45) describe four selective
dimensions along w hich they describe five strategies for ethnographic
analysis. These dim ensions are:
1.

Induction to Deduction. This dim ension refers to the role of

theory in analysis. Deductive analysis aims to collect data to verify or falsify
some existing "a priori" hypothesis (based on existing theory) whereas
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inductive analysis begins w ith the data, from w hich categories and theories
are determ ined. (Theory generation is based on data collection as opposed to
data collection being based on theory.
2. G eneration to verification. G enerative inquiry hopes to discover
constructs, patterns and categories from a given set of data, whereas
verification tests hypothesis developed elsewhere.
3. C onstruction to enum eration. In constructive analysis units of
analysis are based on observations, i.e. on data collected. In enum eration
data are slotted into previously defined units.
4. Subjective to objective. This does n o t refer to the researcher's
objectivity or subjectivity, b u t rather to how the conceptual categories are
arrived at.
The five strategies for analysis that LeCompte & Preissle(1993) list are
analytic induction, constant comparison, typologiacal analysis, enum erative
systems and use of standardized observational prototypes. Most researchers
would list the last three m ore as conventional rather than qualitative
research(Lincoln & Guba, 1985). Classical ethnography falls in the
inductive, generative, constructive-subjective end of this continuum .
Defining the Ethnographic Case Study
Because of the in depth focus on a particular culture, group or set of
people an ethnography IS a case study, albeit a particular type of one. N ot all
case studies are ethnographies; as data collection m ethods inconsistent w ith

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

53
ethnographic enquiry (such as adm inistrating m ultiple m easurem ent
instrum ents) m ay be used to investigate the case.
A n ethnographic case study can then be defined as a subset of case
studies. Certainly this is not a new concept in case stu d y research, just an
attem p t to clarify som e of the ambiguity that exists in the use of
ethnographic studies and case studies in educational research. M any
researchers have m eant the term case study to refer to qualitative (a.k.a,
naturalistic, aJk.a. ethnographic) research. O rum , Feagin, & Sjoberg (1991)
for exam ple define a case study as "an in-depth, m ultifaceted investigation,
using qualitative research m ethods, of a single social phenom enon. The
stu d y is conducted in detail and often relies on the use of several data
sources." (p 2). W ithin the qualitative m ethods proposed to stu d y the case,
O rum , Feagin, & Sjoberg list ethnography, life history and social history.
A dapting, Orum, Feagin, & Sjoberg definition, I w ould define the
ethnographic case study as: "an in-depth, m ultifaceted investigation of a
single social phenom enon, using ethnographic m ethods."
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CHAPTER 3:
RESEARCH DESIGN & METHODOLOGY

The purpose of this stu d y is to provide description an d analysis of the
use of videoconferencing at tw o family literacy sites. Its aim is to describe
the fam ily literacy program at the tw o chosen sites, to explore how
videoconferencing was used and to gather reflections from those involved
in order to guide future attem pts at such telecom m unication use. This
chapter details the research setting, the data collection m ethods, instrum ents
and m easures used, and the data analysis m ethods used in this ethnographic
case study.
Research Setting
Case Definition
A case refers to the u n it of study and hence necessarily has
boundaries, it is a "functioning specific" (Stake, 1994) or a "bounded system "
(Miles & H uberm an, 1994). In this study, each u n it of stu d y com prises the
im plem entation and use of videoconferencing into the fam ily literacy
program at a particular site. Each case in this study, hence, includes the
teachers, parents at a site and their interaction w ith the university-based
instructor through the desk-top videoconferencing technology. In this
particular study, the first case consists of the Family Literacy Center at
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N azaire, the tele-leam ing links w ith the university and the users of the
technology. In the second case the Family Literacy Center at St. Lincoln is
considered.

A ll other
sites

' . S t U niotn' .
Family'Literacy
• • Center • •

Research
Sites

University

Telecommunication
links
Telecommunication
links of interest

. •. SfUncqln. •.
Paihity Xitefatfy
■' • ’ -Center

University

University

CaseB

Case A

Figure 3.1. The research case.

Case Selection
The two cases chosen for observation as a part of this stu d y are a part
of a statew ide tele-leaming netw ork that is in the process of being
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established. Due to the ongoing nature of this larger project only a limited
num ber of sites were operational during the time of this study. A t the start
of the study four sites w ere already on-line, and three m ore w ere scheduled
to go on-line shortly. These tw o sites in the study w ere chosen on the basis
of the following criteria:
1. Since the researcher w anted to observe the process of
im plem entation and use of th e technology, it was im portant th at the chosen
sites had not yet used the tele-netw orking equipm ent. Hence
im p lem en tatio n tim ing w as one selection criterion.
2. As the earlier literature review shows, distance education and
telecom munications hold special prom ise for areas not served by the
existing educational infrastructure. Hence existing program infrastructure
w as used as a selection criterion.
3. The family literacy sites in this teleleam ing netw ork w ere spread
all over the state. Hence accessibility was also used as a selection criterion.
4. Am ong the sites available, tw o cases in this study w ere chosen on a
d im en sion of contrast. These tw o w ere chosen as they em bodied im portant
differences in the settings, y et had enough similarities in order to m ake
comparisons.
Dim ensions of Contrast
One of the chosen sites is rural and the other sem i-urban. Though the
sam e family literacy program is ru n at both the sites and the parents are

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

57
from sim ilar economic backgrounds, the urban site has a m ore developed
infrastructure and support system . The table below illustrates the main
dim ensions of contrast betw een the two sites.

Table 3. 2
C ontrasts Between Sites
Site A:
N azaire

Site B:
St. Lincoln

P o p u la tio n

16,609 a

1,253 a

Setting

A dult education
center

E lem entary public
school

N um ber of graduates
from program

A pproxim ately 10 a
year

N one

N um ber of years
in operation

T hree

O ne and a half

A vailability of
resources

U n iv ersity
Public library

A ttached to
E lem entary School

C om puter use by
stu d e n ts

2 h ours a week since
start of program

First visit to
com puter lab: March

N ote, a Census Bureau report (U. S. D epartm ent of Commerce, 1990)
defines places w ith population > 2, 500 as urban.

Case A: N azaire Family Literacy C enter
This site is located in N azaire, a tow n w ith a population of
approxim ately 16,600, in the northern part of one of the southern states of
the nation. This family literacy center is on the prem ises of an adult
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education center. As this is a fam ily literacy program , parents and their
children enroll together. The stu d en ts in this program came from the
economically and socially disadvantaged population of Nazaire.
A t the start of the study there were 12 parents, all single m others, and
all except one, African-American, in the program . The adults are in the age
group of 19-34, the children's ages range from under a year to four. All the
families are on governm ent assistance and attendance to this program is
m andatory for those enrolled in order for them to receive their w eekly
welfare check. Most parents come from the public housing projects on the
w est side of Nazaire.
The mothers are here at the adult literacy center to prepare for and
take their GED, the high-school graduate equivalency degree. Parents enter
the program with an education level ranging from the eighth to the
eleventh grade. Lack of m otivation, responsibility and self-esteem and
problem s of single parenthood sire frequently seen in this population.
The staff associated w ith the program consists of an early childhood
teacher, an adult education teacher, a teacher's aide and a parent advisor.
Case B: St. Lincoln Family Literacy Center
St. Lincoln is a small tow n w ith a population of just over 1,200, and is
located in the center of the state. The family literacy program at St. Lincoln
is affiliated to the local public elem entary school. Here too, parents and
their children enroll together in the program and come from the
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econom ically and socially disadvantaged population of St. Lincoln and its
suburbs.
A t the start of the study there w ere 10 parents, all single m others, and
all African-Am erican, in the program . The adults are all in their m id
tw enties except for one who is a grandm other at 49. The children are four or
five years old. All the families are on governm ent assistance.
Low literacy and poverty are intrinsic problem s in this com m unity
too.

St. Lincoln is very m uch the sm all rural tow n w here everyone knows

each other. Students do not live in public housing projects, b u t m ostly in
sm all, single, houses around the area. Participation in this program is not
state regulated b u t voluntary.

Videoconferencing:
Technology and Lesson C ontent
Desktop V ideoconferencing
D esktop videoconferencing uses a standard personal com puter, which
has been fitted w ith a special videoconferencing card, connecting cables and
a sm all cam era. Unlike the type of videoconferencing m ost prevalent in
distance-education today, w hich is th ro u g h satellite link, desktop
videoconferencing uses com pressed d ig ital technology. Digital
videoconferencing is available today as room -based or desk-top systems.
Unlike room -based videoconferencing th at requires specially equipped
conference room s, desk-top conferencing allows participants sitting at their
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in d iv idual com puters to have real-tim e, video and audio com m unication
w ith each other.
Com pressed Digital Technology
D igitizing technology transform s video images from analog form ats
to digital form ats (like com puter files). This digitization is done by a
c o d er/d ec o d er or a codec (the codec also compresses the data). Digital video
can not only be m anipulated easily on computers, b u t can be transm itted
through telephone lines or fiber optic cables. The speed of transfer of
inform ation is controlled by the bandw idth (measured in bits/sec). The
problem w ith digitized video is that the resulting files are very bulky
leading to very slow communication. Commonly, tw o m ethods are used to
solve this problem . First, com m unication channels w ith m ore bandw idth
th an telephone lines (such as Ethernet and Integrated Services Digital
N etw ork [ISDN]) are used. Second, files are compressed into sm aller
packages for storage and transmission. Data compression techniques have
the sam e effect as increasing the b andw idth of the com m unications channel.
These tw o techniques together are used to increase the speed of inform ation
transfer giving a faster "frame rate." The quality of the video image is
largely a function of fram e rate. H igher frame rates m ean th a t the video
picture of the other person is less jerky and more fluid (H udson, 1995;
Galbreath, 1995).
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The sim plified mechanics of desktop videoconferencing are show n in
Figure 3.3.

Analog signals
Codec

Compressed digital signals

Codec

P
ISDN lines
Digitize and compress

Figure 3. 3. Desktop videoconferencing technology.

For this particular study, desk top computers w ith video-cam eras and
videoconferencing software, and dedicated ISDN lines w ere used to
com m unicate betw een the sites. W hereas the university site and the site at
N azaire used AT&T, 386 com puters, St. Lincoln used a M acintosh Centris.
Video com m unication was established vising AT&T Vistium Personal
Video 1300 software. The AT&T Vistium Personal Video 1300 is based on
open industry standards H.320 series of video conferencing and sw itched
digital comm unication standards and as a result, it is compatible w ith other
H.320 standards based systems.
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The Teleleam ing N etw ork
The Teleleam ing Network, of w hich these tw o sites are a part, is a
collaborative project set up by the State U niversity, the Governor's office of
Rural D evelopm ent, the State D epartm ent of Education, its statew ide Office
of Title 1 a n d five parish school system s in a southern state. This netw ork
uses com puter-based full motion videoconferencing technology, described
above, to link various institutions aro u n d the state.
Video Conferencing Sessions: C ourse Content
E ight classes on parenting skills stretching over a period of 10 w eeks
w ere tau g h t by a professor from the university-based site. Classes m et once a
week, for a duration of one hour, w ith a break for Easter. The m ain focus of
the course w as on parenting skills. The instructor for the course w as Dr.
Bird.
Speaking on the content of the course, Dr. Bird explained that one of
the key issues th at he dealt w ith was child discipline and alternatives to
physical punishm ent. Describing the course an d the philosophy behind his
teaching Dr. Bird said:
I th in k that one of the m ain problem s in the black society is the
physical violence: and now guns are readily available. So w hat I have
been com m unicating in these eight w eeks is alternatives to violence.
You could say that this is a class in effective discipline. I am m odeling
things, giving them information about w h at I think they need.
M y philosophy or perspective behind it is that parents are an
oppressed group in society... Part of the reason is that they are doing
incredibly challenging w ork and they are not compensated for it; they
are expected to do it on the side; they are isolated; they are blam ed;
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they are n o t given support. In term s of the women I am w orking
w ith in these centers, their lives are very hard. They have m any
b urdens. They are poor. They are black, so they have to deal w ith
racism , w ith class issues. They have n o t necessarily had a lot of
education. M any of them becam e parents at very young age, w hen
they w eren 't really w anting to be parents. The goal of the class w as to
create a safe enough environm ent w here this could be acknow ledged
and talked about. So I w anted to do w as to create a safe enough
e n vironm ent w here I could give them som e inform ation ab o u t
p arenting. Since I knew I w as only going to have them for eight
w eeks, I w anted to put in place som e structures that can be carried on
after I left.

The sam e instructor taught the course to parents at both the sites.
Classes w ere tau g h t every Thursday, from 12:30 to 1:30 p.m. at N azaire and
from 1:30 to 2:30 p.m . at St. Lincoln.
Data Collection Procedures
D ata w ere collected in three m ain phases; (a) the pre-technology
phase, (b) the technology-in-use phase, and, (c) the post-teaching phase.
D uring the p re technology phase of the d ata collection, site visits w ere m ade.
Because the sites w ere a considerable distance aw ay, and I w anted to observe
d uring various stages of the day, all day visits w ere scheduled. O bservations
and interview s took place during breakfast tim e, lunch time, on the
playground as w ell as in the classrooms. D uring the technology-in-use
phase and the post-teaching phase, m ost observations and interview s were
done over the videoconferencing equipm ent. Video-recordings of th e
teaching sessions w ere also made.
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The D ata Collection Planning m atrix (adapted from LeCom pte
SdPreissle, 1993, p 51) show n in Table 3.4 w as used to help organize d ata
collection. This m atrix evolved as research questions guiding the stu d y
evolved.

Table 3.4
Data Collection M atrix
Phase

Question

When
Pre
tech

Tech
in use

Post
teach
ing

Kind of
D ata
W h at

Source

Site

Method

Purpose

Whom

W here

How

W hy

Attitude
towards
technology?

Q ualita
tiv e

Teachers

Site 1
Site 2

Interview
Observa
tions

Judge initial
attitude

Resources
expected
through v-c?

Q u alita
tiv e

Teachers

Site 1
Site 2

Interview

Judge needs

What is the
fam. lit.
program like?

Q ualita
tiv e

Teachers
Parents
Children

Site 1
Site 2

Observa
tions
Interviews

Description
of existing
program

What is
attitude of
users?

Quant.
Q u alita
tiv e

Parents

Site 1,2

Eval. forms A ttitude
Videotape patterns
analysis

How is vc
used?

Q ualita
tiv e

Effect on
parenting
skills?

Q uantita
tiv e

Parents

Affective
response to
technology &
classes

Q ualita
tiv e
Q uantita
tiv e

Effect on the
program?

Q u alita
tiv e

Videotape
analysis

Interaction
an alysis

Site 1, 2

PSI

Effectiveness

Parents

Site 1, 2

Interviews
Evaluation
sheets

A ttitude

Teachers

Site 1, 2

Interviews

Effectiveness
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Researcher's Role
D uring this study, at different tim es, m y degree of involvem ent and
type of participation varied. Spradley (1980) contrasts researcher
participation along a continuum as show n in Figure 3.5 below.

DEGREE OF INVOLVEMENT
High

TYPE OF PARTICIPATION
Complete
Active
Moderate

Low
(No involvement)

Passive
Nonparticipation

Figure 3.5 Type of participation. Spradley, (1980), pg. 58*

This continuum can be used to assess m y degree of involvem ent
d uring each phase of the study. Before the im plem entation of the
technology, in the pre-technology phase, m y role w as that of an observer to
try and assess the program into w hich this technology was to be introduced.
D uring this phase m y involvem ent w as in the form of day-long site visits.
A t both sites, m y initial presence w as received w ith enthusiasm by the
teachers and a degree of guardedness by the parents. Initially, m y role w as
that of a passive observer. As I spent m ore tim e at the sites, and w as
accepted m ore openly by the students, through continuous interaction,
conversations an d interviews m y degree of involvem ent increased.
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D uring, the technology-in-use phase, I w as involved as an active
participant in the project. Due to m y role as graduate assistant to the
professor coordinating and spearheading the U niversity's involvem ent
w ith this project, I w as actively involved in this phase. My contact w ith the
tw o sites d u rin g this phase and in the post-teaching phase w as mostly
through the videoconferencing equipm ent. U sing Spradley's frame w ork,
m y degree of involvem ent can be indicated by the shaded areas in Figure 3.6
below:

DEGREE OF INVOLVEMENT

TYPE OF PARTICIPATION
Com plete

High
Low
Passive
(No involvement)

N onparticipation

Pre- technology

Technology in use

Figure 3.6. Researcher's role
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Research Time Schedule
The tim e span of this research is indicated in Figure 3.7.

Jan

Feb

Apr

Mar

May

June

July

Aug

Sept

Oct

Pre tech on-site -data
■ • • collection
Videoconferencing •
• • • ’classes • • • •
Post-teaching
data collection
’Ahdljtsis ‘
•Write up

Figure 3.7. Time line of research.

Data Collection M ethods
In C hapter 2, I defined the ethnographic case study as "an in-depth,
m ultifaceted investigation of a single social phenom enon, using
ethnographic m ethods." The data for this stu d y w ere largely collected using
ethnographic m ethods. To contribute to the m ulti-faceted nature of this
research, som e quantitative data w ere collected to support some aspects of
the qualitative data collection.
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Ethnographic M ethods
E thnographic d ata collection m ethods included participant
observation, interview s w ith teachers, parents and the instructor an d video
recordings of the classes.
Participation O bservation
P articipant observation, the prim ary d a ta collection m ethodology
used by ethnographers (Spradley, 1980; Lecompte & Preissle, 1993; Patton,
1980) com prised the m ain form of data collection. Spradley defines the
process of participation observation as one in w hich the observer, (a) has a
d ual purpose, both to engage in the activity an d observe oneself and others;
(b) overcom es selective awareness and is explicitly aware; (c) uses a "w ide
angle lens" and takes in a broader spectrum of information (d); is an insider
an d outsider sim ultaneously and; (e) keeps a record. During m y visits to the
sites I attem pted to fill these roles. As m entioned earlier, my degree of
participation varied both w ithin and betw een data collection sessions.
D uring som e sessions, I took a m ore passive o r naturalistic stance a n d in
others a m ore active one. This factor influenced the depth and detail of field
notes collected during each session. C ondensed notes taken during the
session w ere expanded at the first possible tim e and entered into the
com puter program QSR NUD*IST (1995).
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Interview s
In a d d itio n to participation observation I used formal an d inform al
interviews to help data collection. Key inform ants (Spradley, 1980), nam ely,
teachers, p aren ts and the instructor w ere interview ed both face-to-face, and
th ro u gh videoconferencing.
I used a combination of inform al conversational interview s, general
interview guides and standardized open interview s (Patton ,1990). The first
m ethod involved informal questioning d u rin g the course of ongoing
conversation. The second form of interview ing involved determ ining the
issues to be discussed beforehand. In the standardized interview a
structured interview guide, in w hich a set of questions were arranged and
w orded beforehand, w as used. T hough m ost of the interviews w ere of the
first tw o types, to m aintain consistency across the sites, structured
interview s w ere used for the post-teaching parent focus groups and the pre
and post teacher interviews. (See appendix B for interview questions).
The key inform ants in this study w ere the teachers and parents
involved w ith the family literacy project at each of the two sites, and the
university-based instructor.
Vid£Q..& _Ay d .iQ T ap in g

All the videoconferencing classes, eight one hour sessions at each of
the tw o sites, w ere video and audio recorded. Due to technical
m alfunctioning, data from two classes at N azaire w ere not usable.
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Q uantitative M ethods
Two quantitative instrum ents w ere used for data collection.
The Parenting Stress Index (FSI)
The PSI, Parenting Stress Index, is a m easure of parental stress and
anxiety (Abidin, 1983). In this study, a portion of this instrum ent w as used
as a pre-post m easure of intervention effectiveness. The complete
instrum ent includes six child dom ain subscales, w hich are the parents'
perceptions of six child characteristics; (adaptability, acceptability,
demandingness, distractibility, reinforces parent and mood) and seven
p aren t dom ain characteristics (depression, attachment, restrictiveness, sense
of competence, social isolation, relationship with spouse and health.)
(Abidin, 1983). For the purpose of this study all six child subscales and the
first five p aren t subscales were used. P arent relationship with spouse and
health w ere considered outside the scope of this family literacy
intervention and hence w ere excluded. Exam ples of questions from each of
the sub-scales used in this study are provided below:
Child characteristics
Adaptability : C om pared to the average child, m y child has a great deal of
(31-41)
difficulty in getting used to changes in schedules or changes
around the house.
Leaving m y child w ith a baby-sitter is usually a problem.

Acceptability: My child doesn't seem to learn as quickly as m ost children.
(21-27)
My child doesn't seem to sm ile as m uch as m ost children.
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D em andingness:
(42-49)

W hen m y child cries it usually lasts:
1.
less than 2 m inutes,
2.
2-5 m inutes,
3.
5-10 m inutes,
4.
10-15 m inutes,
5.
m ore th an 15 m inutes.
My child seems to be m uch h ard er to care for than most.

Distractibility:
(1-9)

My child is so active th at it exhausts me.
My child will often stay occupied w ith a toy for m ore
than 10 minutes.

Reinforces parent: My child rarely does things for m e that make m e feel
(10-15)
good.
Most tim es I feel that m y child likes me and w ants to be
close to me.

Mood:
(16-20)

M y child seem s to cry or fuss m ore-often than m ost children.
W hen playing, m y child doesn't often giggle or laugh.

Parent characteristics

Depression:
(57-83)

W hen I think about the kind of p a re n t I am, I often feel guilty
or bad about myself.
There are quite a few things th at bother m e about m y life.

A ttachm ent: It takes a long tim e for parents to develop close, w arm feelings
(61-67)
for their children.
I expected to have closer and w arm er feelings for m y child
than I do and this bothers me.
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Restrictiveness:
(68-74)

M ost of my life is sp en t doing things for my child.
Since having this child I have been unable to do new
and different things.

Sense of competence:
(28-30,51-61)
Being a parent is harder than I thought it would be.
I often have the feeling th a t I cannot handle things well.

Social isolation:
(91-96)

I am not as interested in people as I used to be.
Since having children I have a lot few er chances to see
m y friends and to m ake new friends.

Psychom etric characteristics
Validity of the PSI was established by the fact that (a) a careful analysis
of the test content w as m ade to ensure content validity, (b) teachers in the
program and the program supervisor w ere consulted to determine the
appropriateness of the test items, and (c) previous research establishing the
validity of the test w as examined (Loyd, 1983).
R eported alpha reliability coefficients (internal reliability) for each of
the subscales used, range between .66 and .97. C hild dom ain, parent dom ain
and total score alpha reliabilities were reported as .89, .93 and .95 respectively
(Loyd, 1983). A dditionally, test-retest reliability scores of .82 ( child domain)
and .71 (parent dom ain) (Burke, as d te d in Loyd, 1983) and .77 (child
dom ain) and .69 (parent domain) (Zakreski, as cited in Loyd, 1983) were
reported. The sam e instrum ent w as used as a pre- and post- measure.
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SgpriagPre and p o st PSI tests w ere scored according to the instructions in the
m anual, to obtain the six child subscale and five parent subscale scores.
Child and paren t dom ain scores w ere obtained by adding the subscales in a
domain. The total score was obtained by adding the two dom ain scores.
Session E valuation Form
A researcher-developed, 10 item instrum ent was used to m easure the
parents' reaction to each session attended. This instrum ent was developed
to m easure (a) reaction to technology and, (b) reaction to content m atter
presented. The instrum ent w as developed after a through literature review .
Items from the questionnaire can be divided into tw o groups, those dealing
w ith the videoconferencing technology in particular and those dealing w ith
class content.
Technology related questions: The following questions related to
videoconferencing:
1. I felt comfortable talking over the com puter
2. I think the sound and picture quality were good enough for this purpose
3. Videoconferencing is appropriate to use for a discussion like this
4. I w ould like to participate in m ore videoconferencing sessions in the
future
5. I w ould rather have had this discussion face-to-face with the presenter
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C ontent of class related questions. The following questions related to
the content of the class:
1. The purpose of the conference w as clear
2. The discussion w as interesting to m e
3. The presenter was clear and easy to understand
4. I feel I have gained information that will be useful to me
5. The conference w as informative
Data Analysis Procedures
Qualitative A nalysis
Analysis w as done by systematically searching through and arranging
field notes, interview transcripts and w ritten artifacts in an attem pt to
"m ake sense" of them , discover them es and form ulate hypotheses.
Analysis of the data was both inductive and iterative. Preliminary data
analysis at the start of data collection helped focus data collection, narrow
observations and refine the research questions. Two groups of qualitative
data w ere analyzed for this study. First, observation and interview data
w ere analyzed w ith the help of a software package for qualitative data
analysis, QSR NUD*IST (1993). Second, each of the hour-long video
recordings of the videoconferencing classes w ere analyzed based on an
inductive fram ew ork for interaction analysis a n d w ith the help of
researcher generated scoring sheets. These procedures are detailed below.
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Data_Gathered Through .Observation and Interview s
For each of the tw o sites, expanded field notes an d transcribed
interviews w ere entered into QSR NUD»IST (1993). A set of codes w as used
to break this d ata into units and to classify or categorize these units.
NUD*IST w as used to code and categorize data, and to arrange them into
taxonomies for closer scrutiny and m eaning generation. Some of the
broader, first level codes or "cover term s" (Spradley, 1980) were developed
"a priori" on the basis of the research questions, b u t w ere refined and
expanded as analysis proceeded. Later codes w ere derived from or
"grounded in " the data. Chunks of text w ere indexed under relevant nodes
in NUD*IST. Coding w as iterative. Text coded u n d er a particular category
(or node) w as continuously recoded and reindexed, resulting in grow th and
refinem ent of the taxonomic or node tree.
Conclusions w ere draw n through the search for patterns, attributes
and detailed scrutinizing of the categories and their contents. Miles &
H uberm an, (1994, p 245) "tactics for generating m eaning" were used w hile
analyzing the data. These include (1) noting patterns an d themes, (2) seeing
plausibility, (3) clustering, (4) com paring and contrasting, and (5) noting
relationships betw een variables. To help in organization and m eaning
m aking the follow ing tools were used:
1.

M emos were m ade directly into NUD*IST as well as into the

researcher's notebook. Memos were jotting about sudden insights, plans for
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the next steps, "things to do" and "things to rem em ber" attached to the
relevant segm ent of text.
2. Periodically text indexed under each node in NUD«IST w as printed
out. M arginal notes w ere m ade in the m argins of printed text. These notes
w ere a useful w ay of early coding, as well as jotting dow n reflections on
analysis, m ethods etc. that come to m ind w hile reading this text.
3. Visual data display strategies in the form of taxonomic boxes and
trees, (Spradley, 1980) and matrixes (Miles & H uberm an, 1994) w ere used to
derive m eaning.
As a final step in the analysis, com parisons and contrasts w ere m ade
betw een the tw o cases in the study. Until this final stage of the analysis, an
attem pt was m ade to treat each site as a com plete entity, each w ith its o w n
em erging categories. A t this final stage, a critical look at the findings of the
tw in ethnographies w as taken in an attem pt to discern both w hat w as
comm on to both cases and w hat is unique.
Analysis of Video Tapes
Analysis of the video tape recordings w as done in two phases. A
prelim inary video analysis sheet w ith data codes was developed by the
researcher, based on review of earlier research on interaction analysis. In
phase I, two scorers (to avoid researcher bias, and establish inter-rater
reliability) view ed and coded segments from each of the hour-long classes.
A t this stage one hour of video-recordings, from each site were analyzed.
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(8-minute segm ents from each of the eight classes at St. Lincoln: 10-minute
segm ents from the six classes Nazaire).

These segm ents were chosen at

random from each of the hour long classes. The tapes w ere also viewed in a
random order. D uring these observations, em erging themes and categories
w ere noted. One scorer w as blind to the identity of the sites which were
scored in a random order.
O n the basis of the themes that em erged through coding in phase I, a
revised video analysis sheet w ith refined codes w as developed. (See
A ppendix C.) In phase II, a further tw o hours of video recording from each
of site were analyzed on the basis of the revised coding sheet. Again, two
coders view ed the tapes and individually recorded their observations. Data
from these coding sheets w as then entered into a m atrix (code X classes) in
order to observe them es and facilitate m eaning m aking (Appendix E).
Q uantitative A nalysis

ESI Agalysig
Data from the PSI was analyzed using SAS on the mainframe. Since
the sam ple size w as lim ited, only descriptive statistics w ere compiled.
M eans and Standard deviations were calculated for the subscales, dom ains
and the total stress scores.
Evaluation d ata
SAS w as also used to compile the m ean response scores on each of
the 10 items in the evaluation questionnaire. Q uestions w ere clustered into
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two constructs for analysis and line graphs w ere constructed using Microsoft
Excel to display the class m ean for each question over the 8 classes.
Establishing Credibility of Findings
Though this research is my interpretation of videoconferencing use at
the two family literacy sites, a conscious attem pt w as m ade to establish the
credibility of this research, and to verify findings. The issues of
confirmability, auditability, translatability/com parability and credibility were
m aintained by the follow ing strategies.
1. Clearly stating m y role at different portions of the research.
2. The use of detailed or "thick" description. In-depth descriptions of
the sites are provided so the reader is able to infer the basis of conclusions as
well as to com pare w ith other sites.
3. Clearly specifying data collection and analysis procedures.
4. Credibility or "tru th value" (Guba & Lincoln, 1981) w as m aintained
by various form s of triangulation. Triangulation w as achieved through:
(a) use of m ultiple m ethods of data collection: Data was gathered
through on site participation observation, individual interviews, focus
group interview s, video-recording of the videoconferencing sessions,
evaluation questionnaires and the use of a pre-developed instrum ent.
(b) dependence on m ultiple sources of d ata. Data w as collected from
the parents at each site, teachers' as well as the course instructor.
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(c) repeated observations were m ade at varied times of the day at the
two sites.
(d) researcher triangulation w as done by having a second person code
and categorize portions of the interview and observation data. Additionally,
two researchers coded the videoconferencing videotapes in order to avoid
researcher bias.
Ethical Issues
Prior to the study, teachers and parents a t both sites , (and the school
principal at St. Lincoln) w ere informed in detail about the content, m ethods
and aims of this project, and their consent was obtained. A letter, detailing
the purpose of this study and requesting their participation was given to the
parents. (See appendix D). All parents indicated that they were willing to
participate in the research. (Signed consent w as received.) In the final report
for the sake of confidentiality and privacy of those concerned, all nam es,
including those of individuals, and places have been changed.
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CHAPTER 4:
FINDINGS AND DATA ANALYSIS

In this chapter each of the two family literacy sites in this study are
described in detail and the use of videoconferencing at each of these sites is
analyzed. Though the research questions posed in chapter 3 guided the data
collection and analysis, a chronological approach is used to organize the
results. The first section describes each site at the beginning of the study.
The next two sections deal w ith the technology-in-use phase. In these
sections (a) the interactions that occurred as a result of technology m ediated
instruction, and (b) parents' affective responses are discussed. The final two
sections look back and reflect on the videoconferencing classes. In all
sections each site is addressed individually and then a cross-site comparison
is made.
In the Beginning:
A View of the Two Family Literacy Sites

A n ethnographic account is presented below to describe each of the
two sites before the start of the videoconferencing classes. Data for this
section w ere gathered through site visits, interview s and observations.
Case A: Nazaire Family Literacy Center
Geography. Setting and Com m unity
Nazaire, located in the northen p a rt of a southern state of the country,
is a tow n w ith a population of approxim ately 16,600. Situated on the historic
80
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Rose River, in the eighteenth and early nineteenth century it was an
im p o rtant trading center. Today, it is chiefly an agricultural comm unity and
is o n the tourist m ap as a site for historic old hom es and plantations. It also
is the site of a regional university.
The 1990 census describes the com m unity as 52. 5% female, 47.5%
m ale and 49.9% African A m erican, 48.7% w hite. O ther m inorities are few,
form ing only about 1.4% of the population. (Bureau of the Census, U.S.
D epartm ent of Com merce, 1993). Roughly 58% of the African-American
p o p u latio n in this com m unity falls below the poverty line and the
com m unity is plagued by problem s like high violence and high rates of
diseases such as venereal disease. "Even though N azaire is small, w e have
all the big town problem s" says Joyce, the teacher's aide in the Even Start
classroom. Similar to other p arts of state, N azaire has the problem of one of
the low est literacy rates in the nation. Like a large portion of the South,
N azaire is largely segregated, w ith the families in the program coming from
the housing projects, located across the river on th e w est side of town.
The N azaire Family Literacy Center
The Nazaire fam ily literacy center is housed in an adult education
center located in the eastern side of Nazaire, about three miles from the
to u rist center of the city. To get to the adult education center one drives on
Keller, past the new ly opened W alMart, the new p rid e and social center of
N azaire, and a small shopping center, into a fenced area. W ithin this area,
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tw o buildings bu ilt perpendicular to each other, fram e a parking lot. The
neighborhood is m iddle-class though there are no signs of prosperity and
the buildings in the area w ear a patina of age. Two desolate looking cinema
halls and a new ish looking apartm ent complex are located across the street.
A big sign in the near em pty parking lot proclaim s "GUN FREE
AREA." The Even Start classroom and the ad u lt education classroom (run
by a m ultipurpose agency that conducts adult preparation classes on a
contract basis in three parishes) that together constitute this family literacy
program are housed in the rear building. Signs saying "Project
Independence," "Even start," and "Head start" are posted on the m ain door
th at opens into a long corridor, leading into classroom s on either side. The
door at the far end of the corridor opens into a sm all gym nasium through
w hich a fenced playground, complete w ith child-sized equipm ent and sand
pit, is accessible.
The tw o classroom s are located across the hall from one another.
This allows parents to easily look in on their children. A part from the
family literacy program , this adult literacy center also houses an adult
education class n m by the local school board (enrollm ent 30 adults), a school
board n m Project Independence class (10 adults), a Parish Police Jury Head
Start classroom (17 students) and an elementary, special education
classroom (10 students). The premises are ow ned by the school board and
are leased out to agencies that run these program s.
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The Staff
The staff is com prised of Cathy Potter, the early childhood teacher;
Cynthia Dupre, the adult education teacher; Joyce the teacher's aide; an d
May, the parent advisor.
Cathy, 43, Caucasian, energetic and unendingly enthusiastic about her
involvem ent in this program , has a M aster's degree in Early Childhood and
a Reading Specialist's degree. She is in charge of the Even Start classroom.
Having taught for 22 years, she says that "finally I am able to do w hat I have
always w anted to do," nam ely work w ith this population of parents and
their children. She describes her job as "w orking w ith parents on parenting
skills while teaching their children in the Even Start classroom." In the
Even Start classroom, Cathy is assisted by Joyce, a young African -American.
Both Cathy and Joyce are from Nazaire and have been associated w ith the
program since the very beginning, three years ago.
Cynthia, 38 and Caucasian, is the ad u lt education instructor. She says
that she finds herself in this job simply by chance. W ith a degree in
business, Cynthia found herself w ith this job, "w hen at the last m inute the
assigned teacher backed out."
Finally, there is Miss May, the p aren t advisor. Miss May, herself from
the com m unity, w orks closely with the parents, dealing with any needs th at
they m ay have. "If they need a doctor, health un it assistance, I find them
whatever services they need and I go o u t on hom e visits." May spends an
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hour a w eek w ith the parents in p arent discussion time dealing w ith issues
of everyday existence. "Parents start depending on us for all sorts of things"
she adds. All four have been associated w ith the program since its
inception, three years ago. Before the inception of the program Cathy, Joyce
and May attended a week-long training w orkshop on family literacy.
The Students: Parents and Children
The Family literacy program draw s its students from the
economically and socially disadvantaged population of Nazaire. This is one
of two such family literacy program s in th e county. The other program is a
p art of the vocational education center a n d caters to parents who are
attending trade school. Most of the parents come to this program through
Project Independence. As this is a family literacy program , parents and their
children enroll together. When I first visited N azaire there were 12 parents
in the program . All w ere single m others, and all except one, AfricanAmerican.
The adults are in the age group of 19-34, the children's ages range
from u n d er a year to four. All the parents are on governm ent assistance
and attendance to this program is m andatory to receive the weekly w elfare
"paycheck." M ost parents come from "across the bridge," from the public
housing projects on the w est side of Nazaire; an area plagued w ith poverty,
disease and violence. Poverty, lack of education and governm ent
dependency for m any of the women in th e program have become an
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intergenerational cycle difficult to break. Speaking of the absence of a goal or
dream for them selves or their children, Cathy says,
I think th at they do not know anything th an w hat they have seen
their m other do —and their grandm other do. K ind of a circle they
cannot get o u t of. Some of them w ant better, b u t som e of them don’t
know th at there is anything better out there for them . They w ant it
bu t they do no t know w hat to do to get it.
The m others are here at the adult literacy center to prepare for and
take their GED, the high-school graduate equivalency degree. Teen
pregnancy and pressing economic and social pressures are among the m ain
causes of them having dropped out of school earlier. Parents come into the
program at education levels ranging from the eighth to the eleventh grade.
The family literacy program aims to go beyond the issues of teaching
reading, w riting and arithm etic to issues extending into the social and hom e
background of the participants. Lack of m otivation, responsibility and self
esteem, problem s of single parenthood and childrearing are the "biggest
ones we have to deal w ith," say Cathy and Cynthia. Cathy elaborates
I think rig h t now in adult education they need those life skills, that's
w hat they are needing the most. Even in the Even Start classroom I
try and give them parenting skills. That is not a p art of my job ...as w e
do have a p a re n t component, b u t there have m any tim es I have
talked to them and offered them advice about being a good parent.
For som e of them , w here else w ould they get it? Some of these
people do n o t get this at home. O r they get a negative experience
rather th an a positive.

Joyce adds th at they m ake m any home visits."[It] Gives us a better
idea w hat's going on w ith little Jonathan. W hen he comes through the
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door you d o n 't know if he has been up all night because they had a shooting
next door."
A Typical P a y
Every m orning, vans pick up the parents a n d children and they make
the 15-20 m inute ride across the river that divides tow n. The adults have
their ow n classroom w hile the children are in the Even Start room. There
is a special Infant Start for the even younger children. Parents are free to
visit their children anytim e, b u t m ust spend an h o u r each day in PACT
(Parent and Child Together) time, interacting and playing w ith their
children. The parents and children arrive betw een eight and eight thirty.
The children are fed breakfast (and lunch) at the center; parents either bring
som ething from hom e or pick up som ething on the w ay to school. Parents
and children spend m ost of the day in their separate classroom s, except for
the horn a day parents have to spend in PACT tim e w ith their child. At
1:30, the parents collect their children from across the corridor and the vans
take them home.
The A dult Education Class
O n m y first visit, Miss C athy walks me over to the ad u lt education
room. The class is housed in a long room w ith a door at either end. A t the
far end Cynthia, the adult education teacher sits at h er desk, typing on the
computer. The room 's only p rinter is on her desk. A line of w indow s light
up the room. C om puters are placed on the long, narrow tables running
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along the walls. These com puters are dinosaurs w ith no h ard drives and are
set u p for a few tests an d games. There are also tw o relatively new IBM
m achines in the room. I ask C ynthia w hether the parents like to use the
com puters. She says, "They hate to use them (indicating the old machines)
b u t sometimes I m ake them ." In the center of the room there are row s of
tables and chairs for the parents. There is little on the walls except for a large
bulletin board bearing a scroll for each GED graduate from the program. A
sm all collection of books fills the book case next to the teacher's desk. There
is a copy machine in the room . The blackboard on the far wall behind the
teacher's desk has the day's tim etable on it:
9:00-10:00
10:00 -1:00
11:00-12:00
12:00 -12:30
12:30 -1:30

Math.
Literature
Language
Lunch
Social Studies

N ot much direct teaching is done in class. Parents w ork on their ow n
on photocopied exercises; the subject of study is determ ined by the schedule
on the chalkboard. O n being asked w hether she ever teaches to the class as a
whole, Cynthia replies th a t "N o, I am not supposed to. This is an
individual preparation program for the GED exam and the learners are
adults w ho can w ork on their ow n." Each student takes the TABE (Test for
A d u lt Basic Education) every six weeks, and based o n their score on that test
receives a prescription. C ynthia show s me a prescription w hich lists the
scores received, the areas of w eakness, and enum erates a series of exercises
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from the text book that should be completed before the next TABE, in six
weeks. The TABE booklets are published by M cGraw-Hill (Sweetland &
Keyser, 1991), w ho also provide the software that spits ou t this prescription.
Visits to the adult room are rem arkably unvarying:
W hen I enter, it is 8:30 a.m. The parents are still eating their
breakfast in small gro u p s around the classroom . The teacher,
Cynthia, is at her desk w orking on attendance records. At a few
m inutes after 9.00 a.m ., she looks up and rem inds the parents
(who are still eating, an d talking am ong them selves) that it is
tim e to w ork.
M o st o p e n a book a n d w o rk on their
assignment. Parents do not have their ow n copy of the book,
b u t use the copier in the room to m ake copies of the exercises
they w ant to w ork on. Students seldom come up to the teacher
to ask for help or direction. As I walk around the room , one of
the parents raises h e r head from the table an d yaw ns out that
she is bored. "We have to w ork on our ow n, all day. I wish the
teacher w ould teach." D uring the rest of th e day, the scene is
little different from before. The parents are at their desks, the
teacher at hers. Some w ork at their desks, others stare vacantly
ahead. Two sit and talk and giggle at the table. I ask Cynthia
w hat she does if som e parents choose not to w ork. She says she
does not do anything. "They are not children," she feels, and
should take the responsibility for their o w n studies. If the
stu d en t is uninterested or is disruptive to others, "I just have
them got out of here," Cynthia adds.

The only changes in this routine are the daily PACT time, which the
parents spend in their child's room; lunch time, w hen parents are free to
leave the prem ises for a h alf hour; and later, the videoconferencing
sessions.
M y subsequent visits confirm the air of disinterest, ennui and
som etim es thinly veiled hostility that seems to p ervade the room. Two
factors are key to this, parents are here because they have to come to get their
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welfare checks, and there is discontent among the parents o n how the adult
education class is run.

They say I fave to, come ....
First, the parents are in the program because of p arish requirem ent
rather than by choice. A certain m inim um attendance is m andated in order
for the adults to receive their w elfare checks. These parents also harbor a
distrust and suspicion tow ard all governm ent m andated policies. This
feeling of having to be there and not w anting to, is evident in both the adult
education teacher's conversation and the parents’ rem arks.
Ly'rasha, 22, single handedly bringing up a 5-year-old, a 3-year-old and
a 5-month-old, is direct and tells me,
You had to come or y o u w ould not receive any assistance. I am
coming because m y w orker said I had to. I d o n ’t enjoy coming b u t
come anyway, since they say I have to come...I can think of a lot of
things I can be doing besides coming here every m orning.

Stella, 30, and a m other of three, adds, "The faster they teach us the
faster w e get out from here — leave from here."
Cynthia, the adult education teacher explains that not all parents
have this negative attitude to the program :
You could have come a year ago and got a totally different reaction.
We have a set of parents now , w ho are not really into w hat they are
doing. They are here because they have to be. The w hole program ,
they are here because they have to be in order to keep their check. I
have only two or three in the classroom who are here because they
w ant to get their GED, the rest of them are here because they have to
be, to keep their check coming.
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This attitude, coupled w ith the troubled and unsettled histories of the
participants, presented the problem of irregular and sporadic attendance
th ro u ghout the research period- O n one of m y visits only four adults were
present. "M onday's," Miss C athy explained, "Are bad days, as are rainy days
and cold days."
We are not all supposed to know everything
Second, there is an enorm ous gap betw een the teaching philosophy
an d w hat the adults feel that they need. Speaking of her adult education
class, Cynthia says:
They need to be responsible. They are not even responsible for
bringing in their ow n pay checks. They are not show ing a
responsibility in their education. They w ant m e to sit u p there and
tell them word for w ord w h a t they need to know, instead of picking
up a book and reading it for themselves. They w ant you to hand it to
them . And like teachers have told you a thousand years, you cannot
bore a hole and pour it in, they have to go there and get it for
them selves.

The parents, on the other h an d , feel th at "the teacher needs to teach."
A visibly irritated Rachel says, "It's not like w e are going to know w hen w e
ju st look in a book. You know? O pen the book and pop in your m ind!"
O thers endorse this view:
Teach to class, examples an d stuff like that. That's w hat w ill w ork in
here.
Ya. We are not all supposed to know everything! We all know
everything!
If w e knew it all, w e w ould not be here.
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T he adm inistrators of this class see the program as an individual
p reparation program for the GED exam, w here the learners are ad u lts who
can w ork on their own. Cynthia says that she is not supposed to teach and
th at p arents w ho are not up to certain level of preparedness have no place
in her program . She says that often she has m ade a petition to the board and
parents w ho are not up to level or are uninterested are directed to a program
m ore suited to them .
These differing agendas of the teacher and parents and the feeling of
lack of ow nership of their participation in the program m ade itself felt in
the apathy, ennui and guardedness w ith w hich the parents conducted
them selves in this classroom.
The Even Start Classroom
It is free play time. Two boys are playing in the block area.
Little Larquita, one of the four 2-year olds, rom ps aro u n d the
room on a w ooden stick riding horse; a big Stetson that dw arfs
h e r face on her head. Joyce and C athy w atch over, chit chatting
w ith the children as they play. After a w hile free play tim e is
over an d the children gather on the rug for song time. T here is
a h a p p y energy in the room , the energy of the child ren is
contagious, and all dance to the record player, which is playing,
calypso-based children's songs. "Everybody, get the rock a n d
roll in yo u r arm s" [rapid arm shaking, dancing] A part from
C hris, w ho shyly looks at m e from the corner of his eye, the
children dance with gusto, "No one is w atching you" assures
M iss C athy, and he hesitantly joins in the dance. C athy a n d
Joyce dance along with the children.

The children's Even Start classroom is located across the corridor
from the ad u lt education room. C om pared to the rather bleak exterior and
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unadorned corridors in the building and the ad u lt education room, is a
burst of color. It looks very m uch like any other preschool class w ith
colorful posters on the wall and child-sized furniture. The room is divided
into different activity centers; the listening/m usic center, the reading center,
the dress-up area, the block area, the housekeeping area, the art center and
the com puter area, w hich has one com puter. A t the rear of the room a door
opens into a sm all room that has the sand an d w ater tubs. The
videoconferencing com puter occupies a com er of this classroom. A routine
day is divided into times for various activities such as art, music, outside
play, center tim e and nap time.
O n a norm al day there are 12 children, including four 2-year-olds.
"Sure keep us o n our feet," Cathy tells me. The teachers' feel that having so
m any 2-year-olds is tough. They have to w ater dow n their curriculum to
include the little ones and it is difficult to have a range from tw o to five in
the sam e room. O n occasion a university student-teacher comes in a n d
works w ith this class. Children who are u n d e r the age of two or w ho are not
"potty trained," are in the Infant Care room .
...Love them and ... speak kindrivl to them .
The Even Start classroom extends beyond preparing the children for
school. Because of the program is a family literacy program , the teachers
w ork closely w ith the parents making frequent hom e visits and often
addressing broader issues related to parenting. Social and economic factors
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lead to an absence of a value for education, ill preparedness for becom ing a
parent, and a n absence of hopes and dream s for themselves and their
children am ong m any of these parents. Speaking of her involvem ent w ith
the parents in the program , Cathy says,
I am n o t sure that some of the parents have a hope or dream —
that is w h at w e are hying to instill in them. But there are som e
m others, that state the m istake th at they m ade by dropping o u t
of school and are trying real h ard to continue now and I think
that they will w ant their child not to do w hat mama did.
Some parents —you can tell the children that have been
n u rtu red —and some, even to this day, they are [their children
are] four years old, and w e still have to teach then how to love
them a n d how to speak kind to them ... So I think they need to
know th at they need to be encouragers at this time.

Extent of Technology Use
A m ajority of the staff and all the parents have very little prior
experience w ith com puters. Of the four staff m em bers in the program , only
C ynthia the a d u lt education teacher professes feeling comfortable w ith
com puters an d uses hers "all the time." In her classroom, the six A pple I
com puters, ("all they do is math, language and reading exercises") are used
an average of tw o hours a week by each student. The com puter in the Even
Start classroom is set up with games "on w hatever unit we are teaching" for
the children. Cathy explains that "it is alw ays up for an hour a day d uring
learning center time so they [the children] are free to go at will to the
com puter."
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Preview of Videoconferencing Classes
The videoconferencing equipm ent w hich consists of a desktop
com puter, a sm all video-cam era m ounted on to p of the monitor, and a
sound activated m icrophone are placed on a low table in the com er of the
Even Start classroom . Low book cases separate this videoconferencing area
from the rest of the children's room. Chairs for the parents are gathered
from around the room and are placed about three-feet in front of the
camera, approxim ately four to a row. Since this is the children's room,
these chairs are low and child-sized. As there are three, or four row s of
chairs, the rea r row is quite far from the m onitor.
A t the start of the study, the equipm ent had already been installed in
the Even Start room , b u t had not been used. The teachers at Nazaire,
especially C athy and Joyce (perhaps because the equipm ent was installed in
their room) received the videoconferencing sessions w ith great enthusiasm
seeing it as hav in g great, b u t as yet undefined uses. Cathy enthused,
I love it. I think it is going to be great. G reat for me, for Cynthia, great
for the ladies. The ladies are interested in it and I think we are going
to have a lot m ore learning things going on in our classroom because
of it.
W hen asked w hat sorts of resources they w ould like to receive via
this equipm ent, the tw o teachers did not have m any concrete suggestions.
The teachers felt th at the ones who w ould benefit m ost from the resources
t

that could be provided by videoconferencing w ere the parents. Cynthia, the
adult education teacher, felt that the adults d id not have much interaction

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

95
with the com puters and it w ould be nice i f program s could be offered for
them .
In sum m ary, at N azaire the apathy in th e adult education classroom
was striking. The parents w ere unw illing to be in the GED preparation
course, and actively voiced their dissatisfaction w ith teaching in the
program . There w as also a lack of connection betw een the family literacy
program and the a d u lt education class and fragm entation in
im plem entation of the fam ily literacy program w as apparent. The teachers
in the Even Start program and the p arent advisor w ere m ore involved w ith
the "family" aspects of the program w hereas the ad u lt education teacher
concentrated on the GED preparation. This is perhaps a result of the fact
that two agencies, an adult education agency and the even-start program
collaborate on this project.
Case B: St. Lincoln Family Literacy Center
Geography. Setting and Com m unity
The tow n of St. Lincoln is a tiny dot m arked only on detailed m aps.
Lying in the south-central region of one of the southern states, it has a
population of approxim ately 1,200. Located on a picturesque bayou, an d first
settled in about 1800, it w as once a thriving com m ercial center. The bayou,
formerly the channel through which shipm ents w ere brought in, is now
navigable only by pirogues. W arehouses th at served this once busy little
port now lie in ruins dotting the bayou front. The center of the tow n has
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the city hall, police station, church and the local elem entary and high
schools. The tow n boasts of a num ber of sleepy looking cafes and antique
shops and eagerly looks forw ard to the sm all dribble of tourists that come its
way. A local resident described it as, "know n as the antique head quarters.
Lot of tourists come here and most of the people here w ork hard to keep it
as such. They like the image of it being a historic or antique town." There
are very few local businesses and m ost people have to leave town for
employment. M any residents work in the nearby cities.
The 1990 census describes St. Lincoln as 54.3% African-American,
45.3% white. O ther m inorities are nonexistent (listed as three). (Bureau of
the Census, US D epartm ent of Commerce, 1993). A bout 58% of the AfricanAmerican population in this county falls below the poverty line. Despite
the problem s associated w ith poverty, St. Lincoln rem ains, as a town
resident p u t it, "a large neighborhood."
It is the type of tow n that m ost people w o u ld dream of living in,
because you d o n 't have to lock the doors at night. Your children can
pretty m uch play w here they w ant to, a n d everyone knows each
other. They are always looking out for each other's children. It is
sm all enough to know each person's history.... I w ont say that poverty
is not here, b u t it is a small enough tow n w here people will not allow
you to starve. Everyone knows each other. It is like a large
neighborhood. A village.

St. Lincoln Elem entary and Family Literacy C enter
The family literacy program at St. Lincoln is affiliated with the St.
Lincoln public elem entary school. Two classroom s, one for the adults and
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one for the pre-k children, have been set apart by the school especially for
the program .
St. Lincoln Elem entary is situated on M ain Street, as just about
everything in St. Lincoln is. A "U" of buildings that includes the school
cafeteria, library, gym nasium and com puter room is surrounded by bare
fields. O n m y first visit to St. Lincoln, as I parked m y car, I felt a dozen sets
of curious eyes on me. Even the teacher in the facing classroom paused
mid-lesson to direct a look and a friendly w ave at me. Visitors to the school
are rare (especially one so foreign-looking) and obviously welcomed. W hen
I walked to the principal's office to introduce m yself and to get directions to
the family literacy classrooms, the school principal, Mr. Bernard came out to
meet me, to tell m e he w as delighted by m y interest in their program , and to
walk me over to m eet the tw o teachers w ho ran the program . Since it w as a
Friday, the parents w ere off and the teachers (who usually had the day to
plan for the rest of the week) spent the day show ing m e around the school.
St. Lincoln elem entary has 265 students at present. Mr. Bernard, a
well spoken an d suave m iddle-aged African-American, has been the
principal here for seven years. He is assisted b y a faculty and staff combined
of 45,18 of w hom are classroom teachers. Describing the ethnicity of the
school, Mr. Bernard rem arks that they have a "m elting p o t here." The
students are 15% w hite and 84-85% African-American. The teachers, four of
whom are male, are ethnically equally divided. The school building w hich
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form ally housed D unbar H igh School then Catabla Elem entary has been St.
Lincoln Elem entary for six years now. It has grades K-7 along w ith pre-k and
a d u lt education
This is only the second year of the adult education program . Last year
there w ere betw een 12 -15 parents in the program , though none were
successful in com pleting their GED. The tw o classroom s devoted to the
family literacy program are along one end of the school and are located next
door to each other. Teachers and principal both try to integrate the adult
literacy program into the school. The family-literacy pre-k class often visits
the 'regular' pre-k and activities such as w atching m ovies and field visits are
planned together. Considerable success has also been achieved in m aking
the parents in the adult education classroom feel a p art of the school
com m unity. Parents often take part as parent volunteers in classrooms and
on field trips and are active in school functions such as basketball games and
hom ecom ing.
The Teachers
There are tw o teachers and an aide in this program . Sheila Frederick,
and the teacher's aide, Ms. Moser, run the pre-k classroom. Anita
A lexander is in charge of the adult education room. Ms. Frederick, a young
African-American is one of the program pioneers. She w ent to a training
w orkshop at the N ational Council for Family Literacy headquarters in
Louisville, KY, before the start of this center, tw o years ago. She trained the
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then adult education teacher who has subsequently left. Ms. Alexander
joined the program at the start of this academic year and h as been trained by
Ms. Frederick. This is A nita's first experience teaching adults, having taught
young children before. She is a "local girl" from St. Lincoln itself and has
the advantage of being able to fully relate to her students, m any of whom
she has know n for years and some of w hom w ent to school w ith her. Ms.
Frederick says it is a real advantage having som eone w ho is from the
com m unity w ho can identify w ith the adults in the program . "I felt that a
person from the com m unity, to come back into the com m unity, would
work m uch better than som ebody from the outside." As th e family literacy
program is integrated into the school, other facilities like th e cafeteria,
gym nasium and school library are available.
The Students: Parents and Children
Similarly to N azaire, this program also draw s its students from the
economically and socially disadvantaged population of St. Lincoln and its
surrounding areas. As in other family literacy program s, here too, parents
and their children enroll together. While the m others are h ere to prepare
for their GED, the children are in pre-k. A t St. Lincoln the program has
incorporated an "adopt a child policy." This is only the second year of
operation of the program and no parent graduated last year; as a result the
child(ren) of parents in the program moved on to kindergarten. Parents
who w anted could "ad o p t a child" and continue in the program . When I
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first visited St. Lincoln there w ere ten parents, all African-American, in the
program . Two of the parents dropped out shortly, leaving the program
enrollm ent at eight.
Most of the ladies are in their m id-tw enties and have between one
and five children. The exception is Miss Bessie w ho at 44 is a grandm other
and m other of nine. All the m others are on governm ent assistance and all,
except Sonya (who is m arried) are single m others. Participation in this
program is voluntary and the parents here recognize the w orth of a good
education and have strong personal reasons for being here.
A Typical Day
Parents and their children either walk to school or come in on the
school bus. They arrive betw een 8:00 and 8:30 every m orning in time for
breakfast. The school provides breakfast and lunch for both the parents and
the children. They eat together in the school cafeteria after which the
parents and children go to their separate rooms, m eeting again for lunch
and PACT time. The tw o room s are located side b y side, along a covered
walkway, facing the playing fields. Parents and children stay in school till
the end of the school day at 2: 45 p.m.
The A dult Classroom
The parents room is arranged with the teacher's desk in front, facing
two long tables for the parents to work on. Behind the teacher's desk is a
book case w ith the TABE test booklets and other books. There are two
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w hiteboards, one in front of the student's tables an d one on the back wall. A
rack of magazines an d books is placed in one com er of the room. One of the
tw o long walls has w indow s that face the outside; the other is covered w ith
softboards. The softboards are bare except for the daily timetable and
classroom rules and regulations. Similar to N azaire, the parents’ day is
divided into segm ents. The timetable details a routine day:
8.00-8.30
8.30-9.00
9.00-10.10
10.10-10.30
10.30-11.05
11.05-11.50
11.50-12.20
12.20-1.00
1.00-1.45
1.45-2.20
2.20-2.45
2.45-3.00

A rriv al
Breakfast
Reading
Break
Social Studies
M ath
Lunch
PACT Time
Parent Discussion
Break
Interest reading
D eparture

D uring the subject tim es the parents either w ork individually, or
have a whole class lesson w ith the teacher. I notice that Ms. Alexander
prefers to go sit at the head of one of the two long tables rather than stand
and teach from behind her desk. Approxim ately every six weeks the
students take practice TABE tests. Ms. Alexander grades these tests and then
has individual conferences w ith each parent to discuss their achievem ent
and difficulties.
Good rapport exists betw een the parents and the adult education
teacher. Ms. Frederick explains this is because A nita, herself a young
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m other, is a local person, the same age as m ost of the parents. She has
grow n up and lives in St. Lincoln and has know n m any of the parents for a
num ber of years and is fam iliar with their background.
The parents are here in the program of their ow n free choice and
their m otivation to get their GED is high. Parents value the opportunity to
be here because they see this program as a second chance, realize the value
of an education in today's society, w ant to end governm ent dependency,and
w ant to set a better exam ple for their children.
A second chance.
Since participation in this class is not state m andated, but voluntary,
m ost of the parents are here because they see this class as another chance at
getting an education. Tracy, for example, tells m e th at she felt that she had
m ade her m other feel disappointed and miss m any things like seeing her
graduate, so she w elcom ed this additional opportunity. Cher and Donna,
both of w hom live in St. Lincoln, come from strong families who believe in
education. They had attended school till the 12th grade and then dropped
out due to pregnancy. They see this class as a second chance. Similarly,
Tanya says her m om and dad had high expectations from her. She w as also
a teen age m other — but that "did not stop the life th at I w anted, but p u t a
little delay on it." Sonya, w ho describes herself as very religious and w ith "a
strong moral," says that this class is a godsend to her, "to m ake a w rong
right."
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If you d o n 't have an education . . .
Most of the parents in the program realize the im portance of an
education in today's w orld and the disadvantage that they are in because
they dropped out of school. Miss Bessie says, "A nd I also know that if you
d o n ’t have a education you cannot get a good job. I w ould not be job
m arketable." Sonya, adds, "N ow you need a GED just to serve burgers."
Explaining w hy she h ad enrolled in the program . Lequita said, "[In]
M y family, I and m y sister are the only one that did n o t go to school. And
th at is kind of hard. They kind of look dow n on me... M akes you feel bad
because you are the only tw o th at did not accomplish som ething."
We all have to m ake exam ples for our children.
Miss Bessie, the oldest of the group, is an inspiration to all associated
w ith this program. She com es from a family that does n o t value education
too much, "Get out and m ake m oney or get m arried" is w hat everybody
did. She is intent on instilling a value for education in her children and
grandchildren, but feels th a t she "could not be m uch of an ideal for them,
give them an im portance for education, " w hen she d id not have one
herself. In the sam e vein, Sonya rem arked "We all have to m ake examples
for our children. "
...so that I d o n ’t have to depend on governm ent dependence.
The parents at St. Lincoln are also motivated to attend this program
because of a strong desire to get off welfare and be self-sufficient. Very
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stro n g sentim ents regarding governm ent dependence were expressed by the
students. Lora, for example, says:
...I do w ant to continue to get my GED, it is very im portant
because I am on welfare and it really - I d o n 't like to be on
welfare because it is so m uch hassle. It is better to finish school,
get you a job, have a family. Because on welfare you have to
explain your business to total strangers and I do not like th at at
a l l . . . its like you living in your house w ith your kids and
they know all your business. You can barely m ake it on welfare.
That's w hy it is very im portant for me.

Tracy says she cannot w ait to finish so that she can go on to get a job,
so th at "I don't have to depend on governm ent dependence. Instead of no
m onthly income, I can have like a weekly pay and a savings account, and
things like that." Tanya she tells me she hopes th at finishing the program
w ill m ean that she can get a job. "Welfare is not good. It is a handicap." She
com plains that it is not enough and barely pays for one bill. She says her
electricity bill last m onth was over a hundred dollars and the check did not
cover it. "We need more." Tanya w ants a job so th a t she can get a better life
an d can "pay the bills and have some left over to get other things." The
hope that their children are never on welfare and grow up to be selfsufficient and educated, and that they never have to "go through the things
I h a d to" is often voiced.
N o t doing enough.
T hough parents are in the program by choice and w ant to get their
GED problem s of low attendance, flagging m otivation and self esteem are
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seen. It is also hard for them to accept the am ount of w ork an d tim e that
com pleting the program w ill require.
Attendance at the program is very sporadic. Economic and social
problem s, and the fact th at attendance is voluntary, results in som e parents
atten d ing class as little as once or twice a week. M otivation often lags and
the frustrations of com ing back to school often dishearten the parents, at
tim es there is a perceptible lethargy in the adult classroom.

A nita, the adult

education teacher, feels th at m otivation is not a problem . In fact, parents are
reluctant to do activities th at are not directly result [i.e., test] oriented as they
feel th at this slows their progress. She says:
This [class time] is it, m ost have little time to do any stu d y at home
because of family, housew ork etc. Sometimes there is resistance from
other family m em bers, boyfriends etc. - because of the feeling of being
threatened by the stu d en t's attem pt to further them selves. O ne
boyfriend kept calling the student dumb, insisting th at she w ould
never be able to finish the program and pass the exam.

A nita agrees that the parents often feel frustrated by their pace of
progress and says that a reason for a lot of drop outs w as th at the students
felt th at they were not "doing enough." It is hard for them to be a realistic
judge of w hat passing the GED really involves when they first come to the
program . One of the com plaints that the students have is that the program
takes too long. They do n o t w ant to take a year or two to finish. Anita often
has to explain that it is a difficult proposition to try and accom plish two or
three years of high-school w ork in three or four m onths.
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The Pre-K Classroom
The children's room here is very m uch the typical early-childhood
classroom , similar to that a t Nazaire. Prefabricated, brightly colored posters
a n d bulletin boards adom the classroom walls. The room is divided into
centers. There is the housekeeping, com puter, reading, listening, w riting,
toy, art, and block area. Ms. Frederick tells m e that attendance has been very
low this school year as m any children have been out sick. O n a usual day
th ere are not more than five or six children. The children's day is divided
into activity times. Free-play, song-tim e and story-reading are interspersed
w ith ditto-sheet based activities.
The m orning starts of w ith song time. The children stan d in
the center of the room on a large circular m at that has num bers
on it and the alphabet aro u n d its edges. Children sing and do
little exercises. Ms. M oser p u ts on the record player. I notice a
sort of apathy in th e room . The children seem to be going
through the m otions of the songs w ithout m uch enthusiasm
and energy. Ms. Frederick notices and rem arks to m e th at
today there is a particularly low level of energy. "Perhaps it has
to do with the w eather, or th at only four of the usual eight kids
regularly present are there, or perhaps it is because you are
here."
The children "m arch around the alphabet" and sing a couple of
other songs before settling dow n to listen to Ms. Frederick reads
Morris goes to school, a book th a t John has b ro u g h t from
hom e. She asks questions as she reads, draw ing the children
into the activity. A fter the story, the children go and get their
crayons. Ms. Frederick h an d s diem a ditto sheet based on the
shape "square." C hildren color w hile the teachers around the
group talking to the children about their work.
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Extent of Technology Usage
Both teachers consider them selves to be com fortable w ith using
com puters, though no one had used videoconferencing before. Each of the
tw o classrooms has a com puter for the teachers and students to use.
T hough the teachers use the com puters daily for adm inistrative tasks, and
th e children use the com puter in their room to play gam es, parents seldom
use the one com puter in the ad u lt education classroom.
Preview of Videoconferencing Classes
A t the start of m y research at St. Lincoln, the videoconferencing
equipm ent had not yet been installed at the school. Delays in laying the
ISDN cable lines to the site delayed the installation of the equipm ent at the
site, resulting in the building up of expectations and a feeling of frustration
am ong the teachers. The eventual installation of the videoconferencing
lines and equipm ent in the ad u lt education classroom w as welcom ed with a
sense relief that it was actually here. Like other happenings in this small
com m unity, the entire school w as a p a rt of this event. D uring m y site visits,
often other teachers in the school and parents w ould bring in friends,
boyfriends and husbands to see this new "w onder of technology." Soon
after the equipm ent was up and running Ms. Frederick's w ords were, "I'd
like to see the staff's reaction. They d o n 't believe it's finally here!" Mr.
Bernard, the principal, beam ed w ith pride as he told m e about the
technology:
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This is a real help to the students. Being able to tele-communicate
w ith other schools. St. Lincoln elementary is one of the six schools
in the nation to have this. We are real pro u d of it. W e w ant to get the
w ord out.

The parents reacted to the technology w ith com m ents like,
"A m azing," "Nice," "W onderful," and said that they w ere "excited to be a
p a rt of som ething new."
The videoconferencing equipm ent, which consisted of a desktop
M acintosh Centris w ith a sm all video-camera and a sound activated
m icrophone, was placed on table at the far end of the a d u lt education
classroom. Parents pulled up their chairs from the tables in the center of the
room and sat in a group around the monitor. Since this gro u p of parents
w as small, during a typical session, parents were not m ore than tw o feet
aw ay from the m onitor.
Because of the isolation of the school, the novelty of a family literacy
program in this area, and the fact that the program w as in its very early
stages, the teachers sorely felt the lack of facilities and resources at St.
Lincoln. They viewed videoconferencing as a great potential help in
overcom ing these limitations. Ms. Frederick expected the it to help her by
"exposing m e to a variety of subjects that are not accessible to m e and the
school." Similarly Anita, the adult education teacher, felt th a t "It will allow
an expert in an area that I feel I m ay be lacking, to give assistance to the
students." Ms. Frederick felt that she w ould like the equipm ent used for the
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p arents to get inform ation from different resources like the university.
"These people once they have completed their GED w ill be looking for other
avenues to go to. This equipm ent w ould — could provide inform ation."
She also felt that they could benefit from seeing another group at PACT
[Parent and child together] time, to get ideas from other people and learn
from one another. "I'm overwhelmed! I can teach a lesson to another
group. Just for a change of pace!"
O n how he th o u g h t this w ould enhance the program , Mr. Bernard,
the school principal said,
Com m unicating w ith people, exchanging ideas, it is a learn from kind
of thing. Learn from other programs. W hat w e can do is learn from
them . This is going to enhance learning, com m unication talking to
one another, sharing. It is instant inform ation, instant leam ing-a
m otivational tool in it self.

In sum m ary, at St. Lincoln the family literacy program w as closely
linked w ith the school and w as regarded as an asset to the com m unity. The
school w as anxious to m ake a success of this still fledgling venture. The
parents here were v oluntary participants in the program , they w anted to
finish the degree b u t w ere being held back by feelings of frustration at the
pace of their progress, inability to attend frequently and an overall feeling of
being a little at a loss a t com ing back to school after all these years. The
teachers had some ideas as to the uses for which they w ould like to see this
equipm ent used. The principal w as enthusiastic and encouraging, but
som ew hat am biguous abo ut the potential of the videoconferencing.
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Cross-Site Com parison
The observations presented above give the reader a sense of the
program s at the two sites before the im plem entation of videoconferencing
classes. Figure 4.1 sum m arizes salient differences betw een the tw o sites.

Table 4.1
Sum m ary of Site Dimensions of C ontrast

Domain

Dimensions of Contrast

Parent
Partici
pation

Parent
Feelings
about
existing
program

Parent
M otiva
tion

Excitement
about
forthcoming
classes

Center
Setting

Equipment
placement

N azaire

Manda
tory

D issatis
fied

Low

Limited to
Even-start
teachers

Adult
Ed.
Center

Children's
room

St.
Lincoln

Volun
tary

H ig h

Extended to
school and
community

Elem.
Public
School

S ite

Satisfied

Parent's room

In m ore detail, these are:
1.

A t Nazaire, the apathy in the adult education classroom w as

striking. The parents were m andated to participate in the program . As a
result they w ere not very m otivated and were unw illing to be in the GED
p rep aration course. Many actively voiced their dissatisfaction w ith teaching
in the program . At St. Lincoln, the parents were voluntary participants in
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the program , they w anted to finish the degree and looked at the program as
a fortunate opportunity to do so.
2. There w as also a lack of connection betw een the fam ily literacy
program and the adult education class at Nazaire. Fragm entation in
im plem entation of the family literacy program was apparent. The teachers
in the even-start program and the p arent advisor w ere m ore involved w ith
the "fam ily " aspects of the program w hereas the adult education teacher
concentrated on the GED preparation. This is a result of the fact that two
agencies, an adult education agency and the even-start program collaborate
on this project. At St. Lincoln, both the adult education and pre-k classes
w ere integrated into the Family Literacy program .
3. W hile the advent of the videoconferencing sessions w as regarded
w ith enthusiasm by the teachers at both sites, the degree of excitem ent and
anticipation w as m uch greater at St. Lincoln. Here, the feeling of pride and
excitem ent extended to other adults associated w ith the school. Teachers and
parents not involved w ith the program and the school principal shared the
excitem ent of the three teachers involved in the program . A t N azaire, by
contrast, the excitement and enthusiasm w ere lim ited largely to the teachers
in the Even Start classroom. The adult education teacher did not expect it to
have m uch influence on her com ponent of the program .
4. As the St. Lincoln Family Literacy center w as a p a rt of the local
elem entary school, it had strong ties w ith the school a n d its extended
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community. By contrast the N azaire Family Literacy C enter w as in a
separate A dult Education Center.
5.

The com puter and video cam era were installed in the adult

education class at St. Lincoln, w hereas they were placed in the Even Start
room at Nazaire.
The above section described the tw o sites before the start of the
videoconferencing classes. The following two sections describe the
responses of the parents to the videoconferencing classes.

In the M idst of It All:
Analyses of Videoconferencing Sessions

The videotapes of the parenting classes taught over the
videoconferencing equipm ent w ere analyzed qualitatively. G roups of codes
arising from the data were used to categorize and analyze the interactions in
each of the videoconferencing sessions. The im pact of videoconferencing
was seen in three m ajor dom ains. These were: technology-centered
interactions, student-centered interactions, and effect on pedagogy or
instruction. Each of these dom ains is exam ined below. The interaction
observation sum m ary m atrix for each site is presented in A ppendix E.
Technology-Centered Interactions
This dom ain deals w ith the direct effect of the technology on
interaction. Technology's effect on group dynamics, nonverbal
communication, and interface related functions w ere observed.
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Effect on G roup Dynamics: Student Leader

NazaireAnalysis of the sessions show ed th at one parent, Crystal, took it upon
herself to be b oth facilitator of the discussion as well as chief m ediator w ith
the technology. Student-instructor interaction w as often im peded by (a) the
reluctance of students to partake in th e discussion, and (b) problem s caused
by sound n o t carrying across, due to either bad transm ission or distance of
students from the microphone. C rystal w as instrum ental in attem pting to
m aintain som e sort of student participation by echoing or "m iking" others'
replies for the benefit of the instructor, replying for the group as a whole, or
rephrasing another student's rem ark to help interpretation. This behavior
w as observed through all the sessions. It w as particularly m arked in the first
two sessions and one session m idw ay through the course. Additionally, it
was seen that at tim es the instructor w ould explicitly ask Crystal to assum e
this role to help him hear students seated at the rear of the class. In the later
classes, a couple of other students also started to take an active role, but right
through the eight weeks of classes this propensity for one student taking on
the group leader role was observed.
St. Lincoln
Analysis of the sessions show ed that group dynamics were not
affected in any perceptible m anner. All students participated in the classes
equitably, though the degree of participation varied as some parents like
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Miss Bessie w ere more open and verbose and others were com paratively
reticent and shy. From the start, there w as no evidence of one stu d e n t
attem pting to assum e a dom inant role o r of students looking to one
individual as the student group leader.
N on-verbal C om m unication
N azaire.
It w as observed that the dem eanor of the students w as very stiff
during the first tw o sessions. Students w ere very aw are of the cam era and
d uring the early sessions sat rigidly in their chairs and stared into the
m onitor. One factor that contributed to the discom fort of the students was
the fact that the parents had to sit on sm all child-sized chairs. The
videoconferencing term inal w as in the children's Even Start classroom and
these w ere the only chairs available. After the first two sessions students
w ere m uch m ore relaxed in front of the camera. Analysis of kinesics1 also
show ed th at from the beginning students m ade use of specific gestures and
expressions to communicate. H ead nodding and shaking, use of hands
while speaking, smiles, looking aw ay from the cam era and expressions of
boredom w ere seen.

1 Kinesics is the study of body m ovem ents, gestures, facial
expressions, etc., as a means of com m unication.
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S t-JjO CQfaL
It w as observed that the dem eanor of the students was stiff du rin g the
first session, and they looked as if they felt aw kw ard having to sit facing a
m onitor and speaking at the com puter. This stiffness was not observed in
the subsequent sessions. Parents' posture w as m ore relaxed in the later
classes. Analysis of kinesics show ed th at in the first two sessions, nonverbal
com m unication was lim ited due to bad lighting at the remote site. In the
rem aining sessions, students m ade use of specific gestures and expressions
to comm unicate. H ead nodding and shaking, smiles, and laughter w ere
often seen.
Interface Related Functions
N azaire.
A t the beginning of the first tw o sessions, a lot of time w as sp en t
rearranging the seating for the camera. D uring the first session the students
displayed a shyness in front of the camera an d an unwillingness to sit in the
front row of seats. This resulted in the instructor having to constantly
request students to m ove closer to the m onitor. Often, less-than-optim al
functioning of the technology lead to som e specific forms of interaction. For
example, bad sound and visual quality often resulted in constantly having
to repeat statem ents. During the early sessions the instructor also sp en t
tim e laying do w n the ground rules for speaking in order to facilitate video
interaction. Two m ain protocol issues w ere established: (a) Everyone
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should start their sentence with, "My nam e is ..." This was done to give the
sound activated m icrophone time to kick in, as w ell to establish w ho w as
speaking (in case the person was off-camera, or transm ission quality was
poor) and (b) to facilitate hearing, only one person w as to speak at a time.
Technology also m ade its presence felt by m aking it m ore difficult to
establish interpersonal relationships betw een the instructor and students.
An exam ple of how technology m alfunctions m ade his job so m uch harder,
is found in Paul Bird's, (the course instructor) description of the first session
of videoconferencing. (This session w as one in w hich getting sim ple replies
from the students w as like pulling teeth.)
The hardest thing yesterday w as that I m ade the mistake of
asking people, "W hat are your nam es?" I could not hear [the
replies] and they quickly got frustrated. This dum b white guy,
he can't hear . . . and it took a long tim e for m e to understand
that the m ike did not pick up every thing I said. . . . And there
w as one in particular, and you know, you get one person who
is vocal and upset and it can quickly spread. A nd there is one
person there . . . w ho got im patient an d it spread like wild fire
and so it w as very very hard w ith the hearing.
This exam ple illustrates how (especially in the early classes) the
students did n o t quite understand that at tim es there w as a m edia problem
and saw the problem as the instructor's incapability or stupidity. In this
group, w here evoking student participation w as already difficult,
technology interruptions at time com pounded these difficulties
exponentially.
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St. Lincoln.
D uring the first tw o sessions, the quality of visual transm ission left a
lot to be desired. The prim ary reason for this w as th at in order to see the
instructor better, students had dim m ed th e light and draw n the blinds at the
rem ote site. This led to the instructor having difficulty in determ ining w ho
w as speaking from the remote site, and nonverbal communication w as
totally lost. D uring the first session the instructor also spent time describing
"ground rules for talking," similar to those at Nazaire. These rules w ere (a)
everyone should start their sentence w ith, "M y nam e is . . . " (This w as done
to give the so u n d activated m icrophone tim e to kick in, as well to establish
who w as speaking) and, (b) to facilitate hearing, only one person w as to
speak at a tim e. Except for a few instances of bad sound quality during the
first tw o sessions, w hich resulted in both instructor and parents constantly
having to repeat statem ents, mechanical m al-functions were few at this site.
W hen they d id occur, they were treated w ith good hum or by the students.
Student-Centered Interactions
This dom ain deals w ith the indirect effect of the technology on
students' interaction. Technology's effect on six features of interactions w ere
examined. These features are am ount, participation, type, responsivity,
attention intensity an d affective engagem ent.
The amount of interaction is a qualitative assessment of the
frequency of interaction. Sub-categories included are low, moderate, high,
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and instructor elicited (through techniques such as compulsory tu rn taking,
or calling on students). Participation specifies w hether none, one, few ,
m ajority, or all students interact. The type of interaction can be betw een
students, student-student;; betw een stu d en t and instructor, studentinstructor; o r betw een student and instructional m aterial, student-material.
Student-instructor interaction can further be differentiated by initiation.
This refers to w ho initiates a question, response or comment. Responsivity
is the stu d en ts' degree of elaboration of verbalization w hen asked a question
or w hile initiating interaction. Responses could be very elaborate, elaborate,
terse, or no response. Attention intensity refers to the students' degree of
involvem ent in the class proceedings. Sub-categories of attention intensity
are passive listening, distracted, interested, attentive, and rapt attention.
Finally, affective involvement refers to the stu d e n ts' emotional
engagem ent in the class proceedings. Exam ples are excitement, impatience,
and identification.
N azaire
Analysis show ed that the am ount of interaction in all the sessions
usually ranged betw een low and m oderate. The only session in w hich there
w as high interaction w as in session three. In classes w ith an overall low
level of interaction, high levels of interaction w ere found in the case of one
student, Crystal, w ho as m entioned earlier, took on the role of the student
leader and often m onopolized discussions.
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Participation w as usually instructor elicited in th at the instructor
often had to em ploy strategies that would encourage (even compel) students
to reply. Strategies th at the instructor used for this purpose w ere (a)
explicitly asking a stu d e n t by nam e for her response, (b) repeating the
request if the first attem pt did n o t evoke a response, (c) rephrasing and re
asking the question, and, (d) asking a student to "pass the turn" to talk, after
she had finished her response. Unless the instructor used these techniques
participation was lim ited to one or a few of the students, the m ajority
rem aining either as passive listeners or totally rem oved and uninterested in
the proceedings.
Since the instructor m ade use of instructional m aterials, in the form
of booklets, only in the first session, student-m aterial interaction w as
limited to this session. Student-instructor interaction form ed the
predom inant type of interaction in all sessions. O verall very few examples
of student initiation of discussion or student initiated rem arks w ere seen.
The exception to this w as in the third class, w here students initiated
conversation m ore freely. One exception to this rule w as Crystal (the
"student leader") w ho often took the role of initiator.

Student-student

interaction w as seen in session tw o through five, a n d w as usually of the
participative kind, w here the students were discussing class related topics
am ong them selves.
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Responsivity (the degree of elaborateness of student responses) was
terse in all the sessions except session three. A gain the exception was Crystal
who was very elaborate in her responses. In session three, students were
much m ore verbal th an usual.
A ttention levels varied across sessions. In the first session, except for
Crystal, the other students seemed distracted, and rem oved from the class
proceedings. M any stared into the distance, others' attention seemed
focused on other areas of the room. Crystal in all sessions was an interested
participant, often listening w ith rapt attention to the instructor. In the other
sessions, again excepting session three, the m ajority of the students took p a rt
as passive listeners. They followed the discussion, b u t usually did not
contribute either verbally or through non-verbal gestures and expressions.
The m ost salient affective response show n by the students w as
em pathy or identification w ith w hat the instructor w as saying.

Students

expressed identification by nodding or voicing agreem ent, and sometimes
giving personal exam ples. This was particularly apparent in the latter
sessions. In the first tw o sessions some students displayed boredom . In the
latter sessions stu d en ts also displayed am usem ent and hum or by laughing
and smiling at the instructor's remarks.
St. Lincoln
Q ualitative analysis of the am ount of interaction over the eight
classes show ed th at the am ount of interaction ranged betw een m oderate and
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high. This largely depended on the instructional m ethod (lecture,
discussion, questionning etc.) chosen by the instructor for a particular
segm ent. During instructor lectures interaction w as low com pared to
discussion time.
As a rule, all or a majority of the parents participated in the
interaction. A t times this participation w as instructor elicited, in th at the
instructor often asked a particular stu d en t for her opinion, or asked the
stu d ents to take turns in answ ering a question.
The instructor m ade use of instructional materials, in the form of
booklets, only in two sessions, lim iting student-m aterial interaction.
Student-instructor interaction form ed the predom inant type of interaction
in all the sessions. Examples of stu d en t initiation of discussion, or student
initiated rem arks were seen in all except the first session. For example, in
session three one student, on her initiative, requested that the discussion be
on a topic of her choice. From this it m ay be concluded that initial
discom fort w ith the technology or the new ness of the course, inhibited
stu d e n t initiation in the first class. The students soon became comfortable
enough to initiate interaction. H ow ever student initiation of interaction
w as never very frequent and the instructor w as always the m ain initiator of
interaction. Only a few examples of exclusively student-student interaction
w ere seen, though during discussion tim e, the students and instructor
interacted as a group.
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Students usually were elaborate in their responses. For exam ple, d e a r
expression and explanation w as usually provided instead of terse one w ord
replies. Students were also attentive in all the sessions, listening or
p a rtid p atin g in the ongoing discussion w ith interest. Eye contact w as
usually m aintained w ith the instructor, and students were usually very
attentive to the class proceedings.
As at Nazaire, the students often show ed em pathy or identification
w ith w hat the instructor was saying. Parents used head nodding, verbal
agreem ent and, at times, personal anecdotes and examples to indicate that
they identified w ith the topic of discussion.

In addition am usem ent and

happiness w ere often seen in the form of laughter. On occasion
em barrassm ent expressed through giggling or fad al expressions w as seen.
Pedago gical Im pact
This com ponent concerns the effect of the technology on the
instruction itself. The instructional method and the srategies e m p lo y e d
w ere tw o aspects of instruction exam ined. Instructional m ethod refers to
the procedure of presentation (such as lecture or questionning) of the
instructional content. Strategies refer to teaching and com m unication
techniques employed by the instructor.
N azaire
Analysis of the instructional m ethods used showed that in the first
tw o sessions the instructor attem pted to com bine lecture w ith questioning
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and groupwork. These m ethods w ere m et w ith varying degree of success
and influenced the instructors choice of m ethod for the following sessions.
G roupw ork, w here the instructor gave the students an assignm ent and then
left th em to w ork in either small groups o r as a w hole group, w as a disaster.
Students flatly refused to w ork in pairs, saying that they preferred to w ork
together. W hole-group discussions also w ere not successful. As there w as
no facilitator at the rem ote site, keeping students on task or even assuring
th at they began the assigned task w as difficult. In the groupw ork
assignm ents du rin g the first tw o sessions it w as seen that a m ajority of the
students just sat in their seats and stared off in the distance, w hile a few
carried on a conversation that w as not obviously pertinent to the task at
hand. G roupw ork w as abandoned by the instructor in the follow ing classes.
Q uestioning and discussion w orked a little better, b u t eliciting responses
from this group of students w as usually difficult. A notable exception was
session three. T hough the instructor continued w ith the use of
questionning and discussion in all subsequent sessions in an attem p t to
m aintain interaction, student responsivity w as usually terse. The lecture
form at w orked best w ith this group of students. Students m aintained at
least a passive interest in the class b u t at other times students listened w ith
interest.
The instructor m ade use of different techniques or strategies in order
to keep the students' attention and to m aintain some degree of interaction
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in the class. Techniques that w ere successful were (a) repeating and
sum m arizing im portant issues in o rder to em phasize them , (b) turn
passing, in w hich the instructor asked a student to choose w ho should
speak next, (c) use of humor , (d) personalization or linking the lesson
content w ith students' background experience and asking for individual's
personal experience or opinion, (e) naming or directing a rem ark or
question to an individual by use of nam e and (f) using an ice-breaker at the
start of each session. This involved asking each student to respond to a
question such as "W hat is your favorite food?" or "What w as som ething
that you really enjoyed doing this week?"
St. Lincoln
A nalysis show ed that the instructor w as combined the use of lecture,
questioning and discussion in all the sessions. Groupwork, w here the
instructor gave the students an assignm ent and then left them to w ork in a
small group w as seen only in session tw o. There were only three students
in this session, and this method w orked well w ith this small group, w hich
appeared to be on-task. Lecture, questionning and discussion w ere used in
the rem aining classes. During instructor lecture, the group usually listened
well. Q uestionning produced elaborate replies and discussions w ere m ost
often participative, w ith majority of students sharing their view.
The stratagies that the instructor used to maintain attention and
increase interaction were repeating and sum m arizing, turn passing, use of
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hum or, personalization, nam ing and using exam ples from his ow n life. In
particular, nam ing, personalization, use of h u m o r were used m ost often.

Cross-Site Comparison
The interactions at the tw o sites differed in m any ways. Students
w ere m ore m uch m ore w illing to take p a rt in the classes at St. Lincoln than
at N azaire. This attitude m anifested itself in the form of greater
participation in the videoconferencing classes and more interaction a t this
site. A t N azaire the seating arrangem ent an d the num ber of students
present resulted in some of the students being far from the m icrophone,
w hich m ade transm ission of sound and audibility a problem. This possibly
discouraged participation even further. A t St. Lincoln, by contrast m uch
m ore interaction was seen. There w ere few er students so all students could
be close to the com puter m onitor and m icrophone. Due to the
unresponsiveness of the group as a whole a t Nazaire, it was observed th at
one parent took it upon herself to assume th e role of group leader or
facilitator. This w as not evident at St. Lincoln w here all or m ajority of those
present in a class interacted. By and large stu d en t initiation was m inim al at
N azaire (with the exception of the student leader). At St. Lincoln by contrast
exam ples of student initiation w ere seen. A higher level of attention
intensity w as also observed am ong the students at St. Lincoln, w hen
com pared to Nazaire, w here a majority of the parents were content being
passive listeners.
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A t both sites stu d en ts' m ade use of nonverbal comm unication, in
terms of gestures and expressions, and though it took longer at Nazaire for
the students to relax in front of the camera, eventually m ost students
appeared to be relaxed during the classes. Em otional responsiveness w as
seen at both sites, though it was m ore positive at St. Lincoln. Table 4.2 sum s
up these contrasts.

Table 4 .2
Cross-Site C om parison of Videoconferencing Interaction Analysis

D om ain

Dim ensions of C ontrast
Technology -Centered
interactions
Interface
functions

Student
leader

N azaire

Sound
problematic

Yes

St.
Lincoln

No problem

No

Student-C entered Interactions
Amount

Partici
pation

Student
Initiation

Respon
sivity

Atten
tion

Low/
Moderate

Few

No

Terse

Passive
Listening

Moderate
/High

All

Yes

Elabo
rate

Interest
ed

In the M idst of it All:
Affective Responses of Parents

This section describes the parents' affective response to both the
content and the technology of the videoconferencing class. Data were
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gathered through interview s w ith the parents and teachers. Videotapes of
the first and last classes at each site were also transcribed.
N azaire
The parents at N azaire w ere not favorably disposed tow ard
videoconferencing course, specially at the beginning of the classes. The
teachers reported a reluctance on the part of the parents to attend the classes,
and during the classes this reluctance m anifested itself in the parents'
unwillingness to com m unicate and interact w ith the instructor. The Even
Start teacher, Cathy, felt, "They w ould make sure th at they w ere absent,
most of them!" Similarly, the ad u lt education teacher later told me
It started off after the first day. "Let's see I d o n 't think I will be
there!" I did have a few conversations w ith a couple of them
and [said that] it had to change. I m ade sure that it changed, and
they started acting like they w ere supposed to.

Several factors contributed to this negative response. These were (a)
the parents' predisposition tow ard the program itself (discussed at length in
the first section), (b) the nature of the course content, and (c) discomfort
caused by dealing w ith the technology itself.
I Don’t Feel Com fortable
D uring the stu d en ts' first use of videoconferencing, Rachel, a student,
rem arked,
I don't know w h at to say. I d o n ’t feel comfortable. I don't feel
comfortable w ith you there and I'm here. I could talk better
face-to-face than I can w ith you there. I kind of feel
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uncomfortable ... I rather be w ith you face-to-face and talk to
you.
Rachel was one of the students who seldom took p a rt in any class
discussions, interacting w ith the instructor only w hen he directly addressed
a rem ark to her. After the last class she told me, "I w as uncom fortable the
w hole tim e using it.... I w o u ld m uch rather talk to y o u all person-to-person
th an talk to you all over this m achine."
After the first session, Cynthia, the adult education teacher, remarked,
"They are just scared to death of talking to the com puter. We need to get
th em m ore comfortable." Cathy, the other teacher, said
Some of them felt very uncomfortable w ith it and a few of
them talked to him quite a bit. I would say th at probably 60% of
the ladies, w hen they left here did not like it a t all, I guess
because they are n o t used to it. But I think th a t the m ore we use
it the more comfortable they will become. I felt
uncomfortable the first tim e I used it, too ...
Students' responses w en t through some degree of change over time.
D uring the eight weeks of the classes, students had tim e to get familiar with
th e technology, and to establish a trusting rapport w ith the instructor. After
th e end of the classes, the students were unanim ous in liking the classes.
T heir attitude tow ard the technology was mixed. Some stu d e n t responses to
th e classes and technology at the end of the course, reflect their feelings:
L'Tonya: My nam e is L'Tonya and I think th at talking about
the topic is good, like they [the others] say, b u t som etim es we
rather that you be here so that we can see the expression on
your face personally than just looking at the cam era and seeing

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

129
it. I w as never uncomfortable. I guess I just like to talk, it does
n o t m atter how!
Ivy: I liked the discussions, b u t I don't like the w ay w e have
them . We were not there talking face-to-face about the m atter. I
d o n ’t like the equipm ent for this topic. I don't like talking to
y o u over the screen. I think it should be face-to-face . . . you are
too far away.
Justine:W ell my nam e is Justine and I enjoyed doing it. It tau g h t me
a lot about children and their feelings that I did not know . It w as just
as good as being there.
Stella: I have not been in this very m uch as I have been o u t but
I learned how to discipline m y children a lot better through it. I
d o n 't like the screen and you being there and m e being here.

T hough some students felt th at there was really no difference in
having the class by videoconferencing or face-to-face, others expressed
frustration w ith the m alfunctioning of the technology. O ne stu d e n t said,
"Som etim es you have to continue asking somebody w hat they said,
som etim es th at gets on my nerves because you got to keep on repeating
w h at you said." Another added, "Sometimes it gets com plicated and
som etim es it gets cut off and you m ay not hear w hat I said."
C ontent of the Course
Though the parents never explicitly voiced it, som e reluctance to
participate in the course stem m ed from the fact that it w as a course on
parenting skills and parental stress m anagem ent which at the best of times
are delicate and personal issues. The setting for this course m ade things
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even m ore complicated. The parents in this program were all on welfare,
and had to attend this (or similar) program to get their checks. This resulted
in them being less-than-willing participants to start. M oreover,
governm ent dependence is closely linked to m any sensitive issues like race
and social standing. The instructor w as w hite, male, middle-class, and from
the "big d ty ." The parents w ere fem ale, African-American, from the lower
income levels and from a largely ru ral setting. This resulted in m aking the
instructor a real "outsider" for the parents. These factors com pounded the
difficulties of dealing w ith personal issues. Perhaps dealing w ith "safer"
issues w ould have encouraged m ore interaction. Both the instructor and
teachers voiced this sentiment. Describing the nature of the course and his
feelings of having to teach it at a distance, Dr. Bird said:
I think a lot of w hat I do involves creating an atm osphere of safety
w here people feel open to share and I think a lot of that does involve
a face-to-face connection. That is w hy I am not sure that w hat I do
lends it self well to this kind of teaching.

Cathy, the Even Start teacher, had a sim ilar impression of how the
course content affected the parents' reaction:
I think th at you have to offer different topics, get aw ay from the
discipline for a while. That is som ething th at they are very
negative about anyway, because they all have their ow n ways of
tending to their children and they do no t like the idea of
som ebody, who they d o n 't know and w ho knows nothing
about them , to come and tell them w h at to do. So if you get
aw ay from that, and get on som ething th at they are m ore
positive about you w ould get a better response, too.
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A s m entioned above, after the com pletion of the course, the parents
w ere unanim ous in saying that they liked the classes and learned a lot from
them . T his change in the parents' attitude w as also evident to the teachers.
C ynthia said that at first the parents did n o t like it at all, they were very
uncom fortable, b u t it did get easier, and they did talk more. "N ot that they
w ere necessarily nicer, b u t they did talk, they did respond to him. I know it
became easier for them to come in and become a p a rt of it."
Figure 4.3 below sums up the reasons for the initial negative response
of the parents.

Figure 4.3
Nazaire: Factors Resulting in Negative Affective Response
Factors attributing to negative afiective response
Pre existing attitude to program

Dissatisfaction
U nw illingness to participate

Class content

Personal n ature
Felt intrusive
D istrust of "O utsider"

D iscom fort w ith technology

Strangeness
A w kw ardness

SL,Lincoln
A nalysis of the parents' affective response to the technology and
videoconferencing classes showed that despite som e initial discomfort w ith
the technology, parents at St. Lincoln w ere m ostly willing participants in
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the videoconferencing classes and w ere favorably disposed tow ard the
technology.

A t First it Felt a Little Uncomfortable ...
A t first the parents were a little apprehensive both about the video
cam era being present in their room and the "new " course to be offered.
Describing the sentim ents in the adults' classroom , w here the equipm ent
w as kept, A nita the adult education teacher, said,
A t first it felt a little uncomfortable. It w as like "we are talking
to that m achine and the camera is looking at us." They alw ays
w ondered if the camera was on and I said that "No only w hen
som eone calls during the session is the cam era on," so they felt
a little uncom fortable about the camera. A nd they also said,
"are they using us in some kind of study? Will they m ention
our nam es?" I said, "N o the top priority is to help you cope
w ith som e fam ily issues." So once they understood that, rather
th an thinking of them selves as some kind of subjects, w hen
they got the idea that "hey these people w ould really like to
help us and they are helping us cope w ith som ething," they felt
m ore com fortable w ith it.

Anita also said that though there w ere tim es w hen the parents
w ould rather be doing som ething else, m ost of the tim e they were read y for
the classes because either they were anxious to pick u p on some discussion
they were having the session before or they ju st needed some time to talk.
Usually after the sessions were over, they w ere a little bit h ap p ier and
it b rought them closer together. They w ould have little jokes am ong
them selves and they w ould m ention som e things, not a w hole lot,
because I told them th at this was their private time.
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The parents all expressed their am azem ent and surprise at the w ay
the technology w orked and how dearly an d easily they could com m unicate
w ith a remote site. A bout half the students said th at they had never felt
uncomfortable talking over the computer, others felt that at first they w ere a
little uncomfortable, b u t soon got used to it. One student, Tracy, said, "A t
first I was pretty m uch shy then I started opening up." Another student,
Tanya, recounted, "A t first I was uncom fortable w ith it because you w asn't
there with me, b u t I got used to it over the sessions w e had. I got used to it I
got comfortable w ith it, after a while." O n being asked what m ade h er
initially feel uncom fortable, she added, "It w as like talking to a TV. I
thought I w as crazy or something. "
At the end of the eight weeks, no stu d e n t reported feeling
uncom fortable using the com puter to com m unicate.

I can talk .better
After the end of the dasses, students felt that this mode of interaction
w as at least as good as face-to-face interaction. Bessie explains, "You can see
w ho you were talking with. A lot of tim es w h en you are talking on the
phone, you got to try and visualize it if you do not know w hat they look
like. Here you know first hand who you talk to. You can see their reaction.
H elps build com m unication." The students w ere very tolerant of the
technical disruptions that they had had to deal w ith saying that problem s
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w ere not th a t frequent and "It can't be perfect." They all agreed that
"com m unication w as not really a problem ."
A n interesting issue that em erged w as that some students said that
they preferred this m ode of interaction to m eeting the instructor face-to-face.
Tanya said th at it m ade a big difference th at the instructor w as not present
face-to-face w ith them , because it helped h er to be m ore honest and to open
up m uch m ore. "I disagreed w ith him a lot. I thought he m ay have h it me
or something! Yes it w as better. I think it w as m uch better." Tracy expressed
sim ilar sentim ents: "I agree with her because I feel very shy talking to
people I do n o t know. And it felt like at a distance —I can talk to them better
than sitting face-to-face with them ."
Independently, the two teachers expressed a similar sentim ent. Both
felt that, given the nature of the class, th e com puter videoconferencing
facilitated rath er th an ham pered interactions. A nita, the adult education
teacher observed,
C onsidering that he was a stranger —because they had this, this
m onitor, betw een them —they w ere able to keep some kind of
barrier, n o t m uch of one, betw een them . If he w as here, I d o n 't
know if they w ould have said as m u ch as they did, because they
probably w ould have been a little nervous because of his
presence. But considering that he w as com ing in over die
m onitor, it kept that distance th at m ade them comfortable
enough to share. It did not come too close. Close enough, bu t
not too close.
Ms. Frederick, too felt that the m edium had allowed students to be
m ore honest, saying,
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I personally feel th at w ith it being o n the m onitor rather than
face-to-face, they w ere m ore open. They w ere allowed to just
express them selves as they w anted too, rather than - w hen you
are person to person you have a certain repertoire [sic], you
conduct yourself a certain w ay, your expressions are not as true,
w here here in a m ore relaxed environm ent, you tend to be
m ore relaxed. Here they were in their environm ent and he
came in to their environm ent th ro u g h the m onitor. I think
they h ad the concept of "If w e d o n 't w ant to listen to him, w e
can alw ays tu rn him off.
C ontent of the Course
T hough the parents were w illing to participate in the classes, they
adm it that at first they w ere a little chary and reserved. During the final
class Bessie told the instructor,
Believe it or not, I liked you over the com puter, because in the
beginning, I really did not think — A nother race of people, to
tell us how to raise our children, how to help our children —
[laughs] you know w hat I mean!
.... You know w e come from different backgrounds, and you can 't
expect som eone to understand our background if they have n o t been
there, b u t a lot of w hat you said has m ade a lot of sense and I am
willing to try it.
All the parents agreed that though initially they were a little shy and
reserved, soon a feeling of m utual trust and sharing developed betw een the
instructor and them and they found the course to be very enjoyable and
helpful. Tracy and Tanya's w ords sum up the feelings voiced by all in the
class:
Tracy: I felt shy basically talking to a stranger, opening up to
som ebody you don’t really know. I got to know him, it w as easier to
talk to him , he w as a very nice and friendly person. H e shares things
w ith us and w e share things w ith him . . . sometimes w e’d get to
laughing . . . the first time w as m ore serious than when you just sit
dow n to talk.
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Tanya: In the first session we had, I w as sort of holding back m y inner
self, and basically tow ards the end I started letting out, every thing
that w as inside.

By the end of the eight weeks the students expressed the desire th at
they wished that the instructor could have been "right here w ith us."
However, a majority of them believed that, initially, the distance due to
videoconferencing had m ade them feel m ore comfortable w ith the course
and some of the issues discussed, and had contributed to the building of
tru st with the instructor.
In conclusion, it can be said that at the St. Lincoln family literacy
center,

both the videoconferencing equipm ent and the course w ere w ell

received by the parents. In the beginning som e parents expressed a degree of
shyness but this was soon overcome as they becam e more familiar w ith the
instructor and the equipm ent. Additionally, they felt that the safety
provided by the distance w as crucial in building communication betw een
the instructor and themselves.
Cross-Site C om parison
The affective responses of the parents tow ard the videoconferencing
and the equipm ent were varied across the tw o sites. Table 4.4 provides a
sum m ary of contrasts. A t Nazaire, the parents w ere never w illing
participants in the classes, w hereas at St. Lincoln they started off w illing to
give the class and instructor at least a fair chance. A t both sites, initially
som e students professed being uncom fortable w ith the fact that they h a d to
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talk over the com puter instead of the m ore conventional face-to-face
com m unication. A t Nazaire, for some stu d en ts, this feeling of discom fort
persisted to the very end of the classes; a t St. Lincoln, by the end of the
classes the students w ere either indifferent betw een face-to-face
com m unication and com puter videoconferencing, or expressed an explicit
preference for the technology. At both sites, all concerned felt th at the
sessions h ad been w orthw hile and had p ro v id ed parents with useful
in fo rm atio n .

Table 4.4
Cross-Site C om parison of Affective Response of Parents
Do
m a in

Site

N azaire

St.
Lincoln

D im ensions of Contrast

Response to tech.

Start

End

Uncomfort
able-Some

Uncomfort
able-Some

Comfortable
-Some

Comfort
able-Some

Uncomfort
able-Some
Excited -All

Comfortable
All

Involvement
in class

Effect of tech.
an
interpersonal
relationships

Guarded
partici
pation

Unresponsive

Distancing

Open
willing

Responsive

Providing
safety

Response to class

Start

End

Guarded,
Unwilling
to
partici
pate
Guarded,
excited
Willing to
partici
pate
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In the M idst o f It All:
Session Evaluation Q uestionnaire
The d ata from the 10-item evaluation questionnaire th at w as given to
the parents after each videoconferencing session w as used to graph their
responses over the sessions. Five of these item s w ere technology questions
and five related to the class content.
N azaire
Table 4.5 show s the num ber of parents present at each session at
Nazaire.
Table 4.5
Nazaire: N um ber Present
at Each Session
Session

n

1

6

2

10

3

8

4

6

5

4

6

6

7

6

The m ean response of the parents to each of the technology related
questions, (m easured on a five point Likert scale) is presented in Figure 4.6 .
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Strongly
Disagree 5

Technology Evaluation

Disagree

' I am comfortable
■Good quality

Not sure 3

• VC appropriate
• Participate in
future

Strongly
agree

1

3

4

5

■Prefere face to
face

Session Number

Figure 4.6. N azaire technology evaluation.

Figure 4.6 shows that the parents started off w ith a higher m ean
response (indicating m ore negative feelings) to the questions relating to
their feeling comfortable, the quality of transm ission being good,
videoconferencing being appropriate, and w hether they wanted to
participate in future. The degree of positiveness increased over the sessions.
The last session responses are all positive ranging betw een Strongly agree
and Agree. A sim ilar trend is visible for the question asking w hether they
w ould prefer face-to-face classes. Students began the classes feeling that they
w ould did not prefer face-to-face classes, but m oved tow ards stating a
preference for them .
Students' response to the course content, as m easured by the
questionnaire is show n in Figure 4.7.
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Strongly
disagree
5

t

Class Content Evaluation
” Purpose clear

Disagree ^

Interest to me
Not sure g
Instructor Clear
Agree 2 4-

'■ ' 1 Useful informatior
Informative

Strongly!
agree

Session number

Figure 4.7. N azaire class content evaluation.

Both the graphs for evaluation of technology and evaluation for the
class content show very similar trends indicating that students overall
affective response to both these issues is linked, and teasing one aw ay from
the other is difficult. Overall, at Nazaire a clear trend of an increasingly
positive response is seen. These results are consistent w ith the findings
from the qualitative analysis, which clearly show ed th at initially the parents
were reluctant participants in the program , b u t grew to like it as it
proceeded. The fact th at session three was particularly successful, so obvious
from the analysis of interactions, is also reflected in these graphs.
St. Lincoln
At St. Lincoln very few students were present at each session. Data
from the fifth and sixth session were also unavailable. The table 4.8 below
presents the num ber of students present at each session.
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Table 4.8
St. Lincoln:Session Attendance
Session

n

~

r
2

3

3

2

4

2

5

2

6

3

7,8

_a

a Missing data

The g rap h of m ean responses to each of the technology related
questions over the sessions is presented in the Figure 4.9 below.

Strongly 5 -r
^

8 ^ .5

--

Technology Evaluation

lam
Comfortable

4 1
Disagree Lr

Good Quality

Not sure
2 .5

Appropriate

vc
Participate in
future

Agree
1 .5

Prefer face to
face

Strong^
agree
Session Number

Figure 4.9. St. Lincoln: Technology evaluation
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This graph indicates that the parents started off by being feeling
com fortable w ith the technology, thinking th at the audio-visual quality w as
good, an d thinking it was appropriate for the parenting class. Their
response to the first two questions d id not change much over time. In all
classes except the fifth, parents also disagreed that they would prefer face-toface classes.
The response to the class content is presented in Figures 4.10 and 4.11.
(Due to a high degree of overlap, a com posite figure is not dear.)

These tw o figures show th at the p aren ts' responses to the content of
the course did not vary much over the classes. Parents were positive about
the classes from the beginning and rem ained so. These results are also
consistent w ith the findings from the qualitative analysis.

Strongly = _
disagree
4 .5 -

Class C ontent E valuation

Disagree 4 ■Purpose dear
Notsure 3 ■Instructor dear
Agree 2 ■-

Strongly
Agree

1

3

4

Session Number

Figure 4.10. St. Lincoln class content evaluation 1.
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Strongly
disagree

Useful

5 y
4.5”
Disagree 4 . .

Class C ontent Evaluation

Information
Informative

3.5”
Notsure 3 ■■

2.5”
Agree 2

Interesting

1 .5
Strongly
Agree

1

2

3
4
Session Number

5

6

Figure 4.11. St. Lincoln class content evaluation 2.

Cross-Site Com parison
Exam ination of the m ean response to the questions "I felt
comfortable talking over the com puter," "Video conferencing is appropriate
to use for a discussion like this," "I w ould like to participate in m ore
videoconferencing sessions in the future," and all the questions regarding
the content of the class show that in the first few sessions, parents at Nazaire
felt negatively about the class content and w ere uncomfortable w ith the
technology. A t St. Lincoln, by contrast, they started of w ith a m ore positive
response. A dditionally, at N azaire, throughout the sessions the parents w ere
m ore negative in their response to the above questions.
C om paring the parents at N azaire and St. Lincoln on the response to
the question "I w ould rather have had this discussion face-to-face w ith the
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presenter" show ed th at parents at N azaire indicated a preference for face-toface comm unication.
The graphs also indicate that over the classes, there w as a change
toward a m ore positive response, am ong the parents at Nazaire. A t St.
Lincoln, by contrast, the m ean responses generally showed less change.
At both sites parents felt that the sessions had been w orthw hile and
provided parents w ith useful inform ation

In Retrospect:
Q ualitative Analysis of Effectiveness of Sessions

This section presents parents' and teachers reflections' on the
parenting course, after the end of the classes. Data were gathered through
focus group interview s w ith the parents and teachers.
N azaire
A lthough interaction by the parents d uring the videoconferencing
classes was less than optim al, at the end of the eight weeks of the course,
parents and teachers both felt that the program had been successful an d had
shown some visible results.
Teachers
The teachers felt a little disappointm ent at the way in w hich the
parents had received the classes, bu t they felt that it had been beneficial,
specially for building better parent child relationships. Cynthia, the ad u lt
education teacher, felt that the course content had been such that she saw
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little effect in her adult education class but she had noticed th a t "as they
w ent along they were m ore cooperative about going."
The other three teachers, w ho w orked more w ith the fam ily related
com ponent of the program , felt they had seen results of the p rogram in their
interactions with the parents. O n being asked w hat she thought th at the
parents learned, Miss May the paren t advisor said,
W ell if you ask them if they got anything out of it they w ill tell
you, "Yes we learned a lot from it and we enjoyed it," b u t if you
asked them w hat they learned specifically, they can't tell you.
But I know that they g o t som ething out of it, because they talk
about it, and they talk ab o u t some of the things that w ere talked
about with Dr. Bird . . . about the different ways of discipline...
That there is a different w ay other than, hitting, yelling or
som ething like that.
Talking about the effect in the children's classroom and d u rin g PACT
tim e C athy said,
I saw a lot of m others com e in w ith a more positive attitude.
We have one m other in particular, that sometimes she w as
grouchy to the children and I saw a change in her. She has tw o
children in the room, a n d I saw a change in her w hen she came
in to do PACT time th at she was a little bit more positive w ith
the children.

A sim ilar example was provided by Joyce the teacher's aide:
There is one [parent] w ho alw ays —when the children w o u ld
sort of whine for her, she w ould always w ant to take them to
the back room, to spank them and lately when she has com e in
w ith them , she has n o t been doing that. One day, she took her
daughter to time out, a n d the child did not w ant to stay there.
So she kind of sat beside her, and talked to her, while she sat in
tim e out, instead of taking her into the bath room to sp an k her,
w hich is what she had originally been doing to her. I have
seen that change. A nd I have seen the difference in ju st the
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w ay she is handling her, she is talking to her more now than
she is actually striking out.

By and large the teachers reported that w hen the parents came in for
PACT tim e w ith their children (w hich is m andatory) they talked m ore w ith
th e children, played with them , and w ere m ore willing to "get on to the
floor an d crawl around" w ith them .
P aren ts
Rather contrary to my expectations, the parents reported that they
enjoyed the videoconferencing sessions and found the content to be useful
an d m eaningful. Justine said th at she enjoyed the course and that it ta u g h t
h er a lot. Of the instructor she added, "I think he did pretty good. He gave
his opinion and gave us a chance to give ours. He did not just say it and not
give u s a chance to say how w e feel."
Similarly another student felt th at "I think we had good
com m unication w ith him because he explained a lot of things and he d id
n o t ju st give you a solution, b u t explained w hy he thought you should do
things th at way."

Ivy added, " ... he even used himself and his children for

exam ples for certain issues." Some parents' replies to w hat they thought
they h ad learned, are presented below to help show w hat they got out of the
course.
Rachel: Really about children's feelings that I knew nothing
about.
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L'Tonya: I learned how to understand a child better, from
babies to grow ing up.
Cynthia: I learned discipline w ithout spanking.
Ivy: I learned that there were different alternatives in discussions
w here w e talked about things such as discipline, p unishm ent and the
difference betw een discipline and punishm ent.
Justine: I learned how to deal w ith jealousy and sibling rivalry.
Stella: I have n o t been in this very m uch as I have been o u t b u t I
learned how to discipline m y children a lot better th rough it.

St. Lincoln
A t St. Lincoln both parents and teachers felt that, on the w hole, the
videoconferencing classes had been beneficial.
Teachers
Teachers at the site felt that the classes had an im pact n o t only on the
parent-child relationships, but also resulted in the parents a t the site feeling
closer as a group. Anita, the adult education teacher, evaluated the effect of
the classes by saying,
Personally, I think it has had a positive effect on the p aren ts ...
T hey have enjoyed their session w ith Dr. Bird. It w as like their
o w n personal councillor and I was not involved at all. It w as
easier for them to talk to a stranger, they w ere m ore o p en to
th a t person than they were to me, because I was from their
background, and a lot of things they talk about, m aybe they
w ere asham ed. It was easier for them to talk to a stranger than
it w as to me. It also brought them closer as a group because
th ey learned m ore about each other than they knew in the
beginning, because in the parent discussion time, everyone w as
n o t apt to say anything because they m ay have been
em barrassed b u t Dr. B., with his expertise was able to bring
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som e things out and w hen the others saw each other share, they
w eren't so afraid to share... They became more affectionate tow ard
each other, and tow ard their children too. W ith the hugging, and the
I love you too and the kisses an d everything, they becam e m ore
affectionate.

Ms. Frederick too felt that she had seen a visible effect of the classes:
I saw a change in the children, as far is it came to discipline.
W hen they first came to school several of the children
displayed a fear, like they w ere afraid that someone w as going
to strike them, they raised their arm - like protection. A s the
sem ester w ent on, I noticed th a t the parents spent a lot m ore
tim e to talking to their children rather than spanking them
a n d chastising them. The kids learned w hat time out w as all
a b o u t . . . I also noticed that the bond between the p arent and
the child grew a whole lot. They w ere looking forw ard to
seeing their parent during lunch tim e, breakfast time and
PACT time ...
Lets say for instance, Tanya a n d Loretta. Loretta is a stu d en t in
m y room. W hen she first cam e to the class first, she w as very
babyish and she w ould cry every day. Only w hen Tanya w ould
threaten to spank her, w ould she stop. But I noticed w hen tim e
w ent on, she w ould still try the crying bit to get her m other's
attention b u t instead of threatening to spank her, she w ould
talk to her, and they w ould come to some sort of com prom ise,
th a t look if you w ould behave today, w e will go to M cDonald's
o r som ething to that effect. O r this is not the way you should
behave, this is school and you are here to learn. She w ould talk
w ith her instead of taking her to the rest room to spank her....
There w as a closer bond. N ot ju st the parent and child b u t also
other parents and the other children. They became protective
of each one. All these children — it w as like all of these children
are our children, this is our fam ily, so if one is straying another
p aren t m ay pull her aside and correct him or show her the
right way. It became one big family.
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Parents
The parents agreed that th e classes had helped them understand and
com m unicate w ith their children better and had taught them about effective
discipline. They also felt that it h a d helped them comm unicate w ith other
adults a lot better and m ade them realize th at they had each other as a
"su p p o rt group."

Tracy's com m ents sum up the overall feeling in the

group: "Some of the things that I liked w as that he helped us get closer w ith
our children ... and how we can com m unicate w ith one another."
Tanya added,
H e helped me get along w ith m y child m uch better than I ever
w as. Like he said we sh o u ld n ’t spank our children. I laid of
th at a little bit. I w ont say I com pletely stopped bu t I understand
m y son a little better. It also show ed m e how to express m y
feelings w ith other people . . . It has changed a lot, and I get
along w ith people m uch better . . . You all did teach m e how to
com m unicate better w ith people.

Cross-Site Com parisons
Both at N azaire and St. Lincoln, teachers and parents agreed th at the
classes had helped them better u n d erstan d and relate to their children. The
consensus suggests that providing alternatives to spanking as a form of
discipline w as the main contribution of the course. W hereas at N azaire,
neither the parents nor teachers m entioned any effect of the classes on the
parent group, at St. Lincoln both th e teachers and the parents believed that
the videoconferencing classes h ad led to a stronger bond being form ed
w ithin the p aren t group as well.
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In Retrospect:
Results of Parenting Stress Index Questionnaire

The 89 item PSI questionnaire (Abidin, 1983), is divided into 11
subscales, six in the child dom ain and five in the parent dom ain. The sam e
questionnaire w as given to parents before the start of the parenting classes,
and at the en d of the eight videoconferencing classes with the intent of
doing statistical analysis com paring pre and post scores. How ever, since the
sam ple size at the tw o sites was small, and due to student attrition and
sporadic attendance became even sm aller, only descriptive statistics are
provided for this data.
N azaire
Table 4.12 depicts the m ean scores of the parents on each of the six
child characteristic and five parenting characteristic subscales of the PSI
adm inistered at the start of the program . These scores indicate that though
all the m ean scores, except for distractibility, fall w ithin the norm al range,
the m axim um scores in each category are usually at the crisis level (as
specified b y Abidin, 1983). The m ean score for distractibility is higher th an
the norm al levels. The standard deviations for the subscales range betw een
3.09 and 6.13. The dom ain standard deviations are 22.73 and 19.12, and the
standard deviation in total score is 39.4, indicating great variation w ithin the
sam ple. The m axim um and m inim um scores w ithin each subscale and
dom ain also illustrate the am ount of variance w ithin the sam ple.
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Table 4.12
N azaire Pretest Descriptive Statistics
V ariable

Mean

Std. D ev. SampleRange Normal Range3

D istractibility

28.17

4.15

23-38

19-28

Reinforces parent

950

3.09

6-17

6-11

Mood

10.00

3.49

5-16

6-11

A cceptability

12.58

4.44

7-23

8-15

A d aptab ility

26.92

5.73

16-34

19-28

Demandingness

18.42

5.13

9-26

13-21

Competence

19.75

6.09

11-31

22-34

Attachment

11.83

3.79

7-17

9-14

Restrictiveness

17.83

5.97

7-27

13-23

Depression

17.92

6.13

9-27

15-24

Isolation

11.58

3.63

6-16

9-16

Parent Domain

78.92

22.73

44-117

_b

Child Domain

105.58

19.12

69-141

78-114

Total Score

184.50

39.40

116-258

_b

Note. N=12
a Scores betw een 15-80 Percentile fall in the norm al range (Abidin,
1983).
b Scores not applicable as entire instrum ent not used.

Table 4 .1 3 gives the same scores for the post test which was
adm inistered approxim ately 12 weeks after the pretest.
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Table 4.13
N azaire P o st test descriptive statistics
V ariable

Mean

Std Dev.

Sample Range

D istractibility

25.33

3.12

22-31

Reinforces parent

10.56

2.56

6-14

Mood

10.11

2.32

7-14

Acceptability

14.00,

2.92

9-17

A d aptab ility

27.67

658

16-37

Demandingness

19.11

1.97

16-22

Competence

22.00

6.33

12-32

Attachment

14.22

3.08

11-20

Restrictiveness

15.44

4.19

7-22

Depression

16.11

5.19

9-22

Isolation

11.22

3.83

6-15

Parent Domain

79.00

16.46

45-98

Child Domain

106.78

12.84

80-125

Total Score

185.78

27.54

125-214

Note N=9
Table 4.14 can be used to com pare the means and standard deviations
on each of these scores in the pre an d post tests. Though due to the small
sam ple size, statistical tests of inference to see w hether significant treatm ent
effects exist are not m eaningful, the m eans and standard deviations in the
above table indicate:
1.

There is not m uch change in the m ean stress scores for either

subscales or dom ains or the total score. W ithin the subscales, the score for
distractibility, restrictiveness, depression and isolation fell m arginally. The
scores for the rem aining subscales as well as the dom ain scores and the total
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scores show ed a slight increase. These increases are small and could be a
result of random variation.
2.

Decrease in the standard deviation w ithin each subscale and

dom ain as w ell as in the total score. The variance in the sam ple becam e
smaller. The sam ple size also decreased, possibley explaining this decrease.

Table 4.14
Nazaire Pre and Post PSI Scores
Variable

Mean (Pre) Mean(Post)
N=9
N=12

Std. Dev.
Pre

Std. Dev
Post

Norm al
Range3

D istractibility

28.17

25.33

4.15

3.12

19-28

Reinforces parent

9.50

10.56

3.09

2.56

6-11

Mood

10.00

10.11

3.49

2.32

6-11

Acceptability

12.58

14.00

4.44

2.92

8-15

A daptab ility

26.92

27.67

5.73

6.58

19-28

Demandingness

18.42

19.11

5.13

1.97

13-21

Competence

19.75

22.00

6.09

6.33

22-34

Attachment

11.83

14.22c

3.79

3.08

9-14

Restrictiveness

17.83

15.44

5.97

4.19

13-23

Depression

17.92

16.11

6.13

5.19

15-24

Isolation

11.58

11.22

3.63

3.83

9-16

Parent Domain

78.92

79.00

22.73

16.46

_b

Child Domain

105.58

106.78

19.12

12.84

78-114

Total Score

184.50

185.78

39.40

27.54

_b

Note, a Scores betw een 15-80 percentile on the norm ative sam ple fall in
norm al range (Abidin, 1983).
b Scores not applicable as entire instrum ent not used,
c Above norm al range.
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St Lincoln
The pre-test m eans, standard deviations and sam ple range for
subscale, dom ain and total scores are presented in Table 4.15.

Table 4.15
St. Lincoln Pretest Descriptive Statistics
V ariable

Mean

Std
Dev

Sample
Range

D istractibility

25.00

4.09

19-33

19-28

9.67

2.55

6-13

6-11

Mood

11.11c

3.98

6-19

6-11

Acceptability

12.44

3.94

8-18

8-15

A d aptab ility

31.22c

6.65

20-41

19-28

Demandingness

20.00

1.94

17-24

13-21

Competence

26.33

5.10

19-35

22-34

Attachment

15.22c

6.89

8-27

9-14

Restrictiveness

19.11

5.44

13-30

13-23

Depression

21.89

3.20

19-29

15-24

Isolation

14.22

1.92

11-17

9-16

Parent Domain

96.78

10.34

85-118

b

Child Domain

109.44

16.02

85-136

78-114

Total Score

206.22

25.19

Reinforces parent

171-254

Normal
Range3

b

Note. N=9
a Scores betw een 15-80 percentile on the norm ative sam ple fall in
norm al range (Abidin, 1983)
b Scores not applicable as entire instrum ent not used,
c A bove norm al range

These scores indicate that the m eans of the child adaptability and
paren t attachm ent subscales are outside the norm al range. The m axim um
scores in each category are well above the crisis level (as specified by Abidin,
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1983). The standard deviation w ithin each subscale ranges betw een 1.92 and
6.8, the dom ains standard deviations are 10.34 and 16.02, and the standard
deviation in the total score is 25.19. The m axim um and m inim um scores
w ithin each subscale and dom ain are provided to illustrate the am ount of
variance w ithin th e sam ple. Table 4.16 gives the scores for the post test
which w as adm inistered approxim ately 12 w eeks after the pretest.
Table 4.16
St. Lincoln Post Test Descriptive Statistics
Variable

Mean

Std.
Dev

SampleRange

Normal Range a

D istractibility

22.75

2.36

21-26

19-28

Reinforces parent

9.25

2.36

6-11

6-11

Mood

14.00c

4.97

7-18

6-11

Acceptability

12.00

3.56

7-15

8-15

A d aptab ility

24.50

4.51

19-30

19-28

Demandingness

20.25

3.69

16-25

13-21

Competence

21.50

6.25

15-30

22-34

Attachment

14.75

5.44

7-19

9-14

Restrictiveness

15.75

150

14-17

13-23

Depression

16.75

4.27

12-22

15-24

Isolation

12.25

2.99

9-16

9-16

Parent Domain

81.00

18.17

58-97

Jb

Child Domain

102.75

17.23

80-120

78-114

Total Score

183.75

35.25

138-217

-b

Note, ,N=4
a Scores betw een 15-80 percentile on the norm ative sam ple fall in
norm al range (Abidin, 1983)
b Scores not applicable as entire instrum ent n o t used.
cAbove norm al range
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Table 4.17 com pares the m eans and standard deviations on each of these
scores in the pre and post tests.

Table 4.17
St. Lincoln: Pre and Post PSI Comparisons
Variable

Mean
Pre.
N=9

Mean
Post
N=4

Std Dev
Pre

Std Dev
Post

Normal
Range3

Distractibility

25.00

22.75

4.09

2.36

19-28

9.67

9.25

2.55

2.36

6-11

Reinforces parent
Mood

11.11

14.00c

3.98

4.97

6-11

Acceptability

12.44

12.00

3.94

3.56

8-15

Adaptability

31.22

24.50

6.65

4.51

19-28

Demandingness

20.00

20.25

1.94

3.69

13-21

Competence

26.33

21.50

5.10

6.25

22-34

Attachment

15.22

14.75

6.89

5.44

9-14

Restrictiveness

19.11

15.75

5.44

1.50

13-23

Depression

21.89

16.75

320

4.27

15-24

Isolation

14.22

12.25

1.92

9.00

9-16

Parent Domain

96.78

81.00

10.34

18.17

-b

Child Domain

109.44

102.75

16.02

17.23

78-114

Total Score

206.22

183.75

25.19

3525

-b

_a Scores betw een 15-80 percentile on the norm ative sam ple fall in norm al
range (Abidin, 1983)
b Scores not applicable as entire instrum ent not used.
cAbove norm al range.

The table indicates that except for the subscale Mood the m ean scores
for all the subscales, both dom ains, and the total score has decreased,
indicating a decrease in stress levels.
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Cross-Site Comparison
Cross-site com parisons show that at St. Lincoln, parents had a higher
pretest total stress score as well as higher stress scores in the parent and child
dom ains than those at N azaire. A t Nazaire com parisons of these scores on
p re and post m easures indicate that there is very little change over the
period of the treatm ent. The sm all change that occurs shows that some
subscales, the dom ain scores, and the total score show a very slight increase
in stress scores. At St. Lincoln there is a decrease in the total stress scores as
w ell as the parent and child dom ain scores over the pre-post period.

In Retrospect:
Suggestions for Future Use

A fter the videoconferencing course, the teachers had m ore concrete
ideas about how they w ould like to see videoconferencing used in the
future, then they had the initiation of the study, som e suggestions p u t forth
by the teachers' at the two sites are presented below.

Nadirs
Relating Courses Offered to the Parents’ Lives "at the M om ent"
Teachers felt that classes w ould be of m ore interest to the parents and
therefore, would evoke better participation if they w ere closely related to
personal and im m ediate needs of the parents. Joyce explains,
I think a lot of times it has to do w ith w hat is going on in their lives
at that time. If they are having a problem w ith the child, w ith the
boyfriend or whatever. A lot of times if at a m eeting you can get
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them to start talking about w hat is going on in their lives, at that
time, it is m ore m eaningful to them to talk . . . Like today it m ight
be, Chris is n o t eating right. That m ight be a good tim e to talk about
nutrition. But if it is a day w hen Chris is acting up and doing
som ething else, then that would be a good thing to talk about.
In practice this im plies having an area expert negotiate the course
content through consultation with the parents an d teachers. It also m eans
w eaving in the learners background and experiences into the discussions.
In fact, Dr. Bird did this in his eight weeks of teaching w ith remarkable
expertise, using the sharing of personal experiences and background, both
his and the students, to build a feeling of tru st and m aintain interest and
attention.
Linking V ideoconferencing Courses W ith O ngoing On-Site Instruction
The teachers felt that it would be beneficial to use videoconferencing
classes as an extension to some on-site sem inar and w orkshops that are
offered to the parents. Cynthia provided an example:
We have a psychologist who is w orking w ith the state extension
services. She is coming and doing 20 different parent meetings. If
w e see a lot of interest in a particular topic, it w ould be good if w e let
them [the program administrators] know , an d they can double up
on it, because it doesn't hurt to repeat things at a l l . . . bring the
same type of thing back to them so that they can learn even more.
Similar to the first suggestion this too illustrates the need for
adm inistrators of courses offered through distance learning, to m aintain an
acute awareness of the background, social and psychological characteristics of
the learners as w ell as keep abreast of their needs and requirements.
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Accessing Local Resources
M eeting and learning from people from the surrounding com m unities
o r people from sim ilar disadvantaged backgrounds was som ething th a t the
teachers thought w ould be personally m eaningful and m otivating for the
parents. A successful single parent for example. " If they are hearing it from
som ebody w ho has been through it them selves, they listen better, because
they think, she has done it, she know s" said one teacher. Teachers'
suggested m eeting an author, specially a children's author, m ay get parents
to read to their children more.
C om m unicating w ith Educators
Teachers felt that it w ould be of great help to them if conferences w ith
another Even Start or family literacy program could be set up and they could
"talk about some things that are going on w ith us and they can share som e
of the things that they are going through."
Teaching A dult Learning Skills
C ynthia felt that it would be useful to offer the parents classes on
learning skills over the videoconferencing. "If this had been used
educationally other than parenting s k ills ,... if they were doing, say school
w ork on it, I think it would be great. I w ould like to get som ething like that
in the classroom ."
O n the whole, at the end of the videoconferencing classes, the teachers
expressed their satisfaction w ith videoconferencing and felt that m ost of

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

160
their expectations had been m et, b u t felt th at the technology had n o t been
used to its fullest potential. Briefly, th e teachers m ain sentim ents are related:
Cathy: Yes I think it has been very su ccessfu l. . . we just think that
w e n eed to do it a lot more often.

Joyce: I think it w as a GOOD experience for all of them. A nd the first
tim e y o u do anything, you are skeptical about it, but the next tim e it is a
lot easier, and you are m uch m ore comfortable.

May: I w a sn 't disappointed in the w ay th at videoconferencing went.
But I w as just disappointed in the w ay th at some of the parents acted
... Some of them were kind of ugly. They said ugly things and they
d id not answ er him the w ay th at they should have. They acted like
teenagers, like kids would acted.

Cynthia: I am kind of rem oved from the w hole thing. My classroom
is the a d u lt education one and so I did n o t have any major
expectations from it. I think it could be p u t to more use.

The parents felt that they w ould benefit m ost from classes th at w ould
help them d o better in their GED, specially since they did not have a "chalk
board teacher" and needed to "leam by ourselves."2 They felt th at their
m ain concern at the present w as to "w o rk w ith ourselves, not th e children."
They said th a t they w ould really like to have classes about things like study
habits and techniques to rem ember better.

2 A them e th a t emerges over and over again.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

161
St. Lincoln
Self-Help o r Life-Skill Classes Related to Parents Needs
Suggestions included workshops o n topics such as substance abuse,
teenage pregnancy and single parenthood. Both teachers strongly felt that
parents in their program needed access to such resources, and that they
them selves w ere not adequately qualified to provide the needed
inform ation.
Teacher E ducation and Developm ent Program s
Both the teachers felt that providing college and other professional
courses over the equipm ent w ould be very beneficial to teachers like
them selves. Since St. Lincoln is academ ically isolated, taking higher
education courses involves a lot of expense and comm uting, and is therefor
very inconvenient, specially alongside a full days job.
C om m unicating w ith Educators
The teachers also felt that videoconferencing w as a potentially
pow erful tool in helping them establish com m unication w ith other
practitioners outside the immediate com m unity. Ms. Frederick explained:
It w ould help m e w ith com m unicating w ith different people and in
getting different ideas from people. I w ould like to speak w ith other
prim ary educators to find out w hat m ethods they used w ith their
classes. You know even though you think that you are doing the
best there is always room for im provem ent.

Similarly A nita felt that it would be very beneficial for her to be able to talk
to other a d u lt educators around the country.
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Overall, though both teachers expressed satisfaction w ith the
videoconferencing classes and felt that their earlier expectations had largely
been m et, there w as a degree of disappointm ent in the am ount of use the
equipm ent h ad been p u t to. They w ished th a t m ore use had been m ade of
the equipm ent and m ore classes had been offered over it. The adult
education teacher sum m ed up her feelings:
I w as am azed. I still am about the technology. I had never seen this
before. I certainly w as not let dow n. I w as m ore impressed than
anything about the new technology of being able to talk to someone
over the m onitor. I do think it could have been used a little bit
more. R ather than just having the sessions w ith Dr. Bird they [the
parents] could get to meet other people. They could possibly observe
or sit in on a class, on an actual class th at is going on in the
university.

Com m enting o n w hether the videoconferencing had m et her expectations
Ms. Frederick said
Yes and N o. I thought I w ould have got m ore chances to m eet other
Pre-K teachers and to view other classrooms. O n the other hand I
w as am azed and I still am. In one sense it is like a segment of star
wars, w here you can click a button and you are talking to someone
60 miles aw ay and actually can see them . I w ould have liked to see it
being used m ore as far as bringing m ore m aterial to the adults. Dr
Bird did well, b u t other expertise could have come through . . . I
just felt th a t there should be a little m ore to it. But for the first year
it did well.

Cross-Site C om parisons
A t both sites the teachers' felt that the videoconferencing classes had
been successful, b u t there was a feeling that the equipm ent was not being
used to its fullest potential. Teachers felt th at they w ould like to see m ore
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courses offered for the parents, both on life-skills as well as on m ore direct
adult literacy skills. They also felt that it w o u ld be beneficial for them to be
in contact w ith other educators in sim ilar program s.

Additionally, the

teachers at St. Lincoln felt that videoconferencing could provide them , as
teachers, w ith m uch needed resources and could help alleviate som e of the
problem s of isolation.
This chapter presented the results of the stu d y in detail. Description
of the two sites, as well as answers to each of the research questions posed to
guide data collection and analysis were presented in depth. More detailed
discussion of som e of the issues presented here as well as an analysis of the
factors that influence the effectiveness of instructional videoconferencing
are presented in the next chapter.
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CHAPTER 5:
CONCLUSIONS AND DISCUSSION

The pu rp o se of this study w as to provide a detailed picture of the
experience of u sin g videoconferencing at tw o fam ily literacy sites and to
gather reflections from those using the technology.

Focussing on two sites,

which w ere strikingly dissim ilar in some respects, helped in comparing,
contrasting, and d raw in g conclusions about the com plex interplay of users,
content and technology. In this chapter som e of the results of the study are
discussed further an d conclusions are presented. Some implications of the
research for current theory and practice are also addressed. Finally
recom m endations for further research are discussed.
C onclusions
Findings of this stu d y indicated fundam ental differences in the
existing family literacy program between the tw o sites. A t the Nazaire
Family Literacy C enter there was noticeable ap ath y in the adult education
classroom. The parents w ere unwilling participants in the GED preparation
course and w ere m andated by governm ent policy to attend the program .
They w ere discontent w ith the existing program an d voiced their
dissatisfaction w ith teaching in the program . A dditionally, at this site, the
family com ponent of the program was run by the teachers in the Even Start
room and appeared disconnected from the literacy preparation component.

164
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A t St. Lincoln, the parents were voluntary participants in the
p ro g ram and for a variety of reasons w anted to finish their degree. They
view ed the program as a fortunate opportunity to further their education.
T here w as also a discernible connection betw een the school, com m unity and
the program at this site. The family literacy program was regarded as an
asset to the school and com m unity. The new technology w as regarded w ith
palpable excitement by the parents and the school com m unity.
Results also indicated that there were cross-site differences in the
affective responses of parents and in their interactions during the
technology m ediated classes. Analysis of the video-recordings of the classes
indicated that the parents at St. Lincoln w ere more interactive and
participative than their counterparts at Nazaire. A m ount of interaction,
participation, student initiation, and attention intensity w ere all higher at
this site. Parents at St. Lincoln also showed a m ore positive affective
response to the technology and the course content, specially in the early
sessions. Further discussion of these findings are presented in the sections
below .
Setting the Stage: Receptivity to Technological Im plem entation
One of the conclusions of this study is that the initial receptivity to a
n e w technological im plem entation affects the w ay it is used. Receptivity is
the capacity of people to receive, take in, hold and accept (Mellencamp,
1994). There was a difference in the receptivity to the videoconferencing
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classes betw een the two sites. This difference in receptivity can be tied to
som e salient differences observed betw een the existing family literacy
p ro g ram s at Nazaire and St. Lincoln at the start of the videoconferencing
sessions.
The parents' receptivity to the new classes w as dependent on both
personal and organizational or structural factors. Personal factors such as
control over participation, m otivation to acquire literacy and life skills,
perceived usefulness of the classes, and willingness to participate w ere seen
as key in establishing the receptivity to the classes. O rganizational factors
such as extended support and enthusiasm of community, satisfaction w ith
cu rren t program , placem ent of the equipm ent and teacher attitu d e were
also instrum ental in influencing receptivity.
T hough little research o n adult students' receptivity to technological
innovations specifically exists, research on teacher receptivity to change (e.
g., W au g h & Punch, 1987 ; M ellencam p, 1992) has similarly found that
acceptance or rejection of a new im plem entation by teachers depends on tw o
types of factors, organizational (or structural) and personal. The findings of
this stu d y extend these results to the receptivity of adult learners to new
technology-based instruction.
Figure 5.1 shows the factors that led to a positive receptivity at St.
Lincoln.
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W illingness
to
participate

Placement of equipment
in adult’s room

Enthusiasm and
excitement of school
and community

Parents' vouluntary
involvem ent
control over
participation

Parents positive
reception of
technological
innovation

Parents'
m otivation

Figure 5.1. Factors contributing to positive receptivity to technological
in n o v a tio n .

Similarly, the factors that were responsible for a less enthusiastic reception
of the parenting classes at Nazaire are show n in Figure 5.2 below.
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Mandatory
attendance

I

I
B_
Lack of ownership
of learning

Placement of equipment
outside room

Lack of parents' 1 ^
m otivation

I

IV

Parents' negative
reception of
technological
innovation

Lack of connection
between adult
classroom, local
community and
family literacy

Figure 5.2. Factors contributing to negative receptivity to technological
in n o v atio n .

Cross-Site Difference in Interactions
Some of the difference in interactions betw een the two sites d u ring
the videoconferencing classes can be explained by the differences in the
receptivity to technology, as discussed above. Additionally, the overall
higher interaction at St. Lincoln was also influenced by the fact that at this
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site the nu m b er of parents was small. T here w ere eight students in this
program , b u t usually not more than three or four parents were present for
class. This sm all num ber of students allow ed for closer seating around the
m onitor w hich in tu rn allowed for better eye contact and sound
transm ission. M ore individual attention from the instructor and
personalization of comm unication w as also possible. A t Nazaire the larger
num ber of stu d en ts present and the seating arrangem ent resulted in som e
students being far from the microphone. This m ade transmission of so u n d
a problem and eye contact was impossible to m aintain. This possibly
discouraged participation even further. A dditionally, the group size at
N azaire m ade it m ore difficult to for the instructor to give individual
attention to each student.
Magnifying Differences
The results also indicate that having to interact through a
technological m ed iu m magnified differences betw een instructor and
students and created a psychological distance betw een the two, w hich
influenced interactions. Moore calls this distance transactional distance and
writes, "W ith separation there is a psychological and communications space
to be crossed, a space of potential m isunderstanding" (dted in Abbot Dallat
& Robinson, 1995). Sociological differences like differences of gender, race,
social standing and class between the instructor and the students w ere
m agnified, m aking interpersonal com m unication m ore difficult. Sim ilarly

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

170
variations in stu d en t characteristics like openness, gregariousness, and
extroversion w ere amplified m aking it m ore difficult for reticent and
introverted stu d en ts to establish com m unication.
Linking Qualitative and Q uantitative Results
To triangulate findings, results of the affective responses of parents
tow ard the videoconferencing classes w ere derived from qualitative analysis
of interview d ata and quantitative analysis of data gathered through session
evaluation questionnaires. The effectiveness of the parenting classes w as
also evaluated through qualitative analysis of interview data and
quantitative analysis of the pre and post scores on the PSI. In this section
the validity of findings are established th ro u g h com parisons of the results
obtained th rough both analyses.
Affective Responses of Parents
Affective responses of the students w ere evaluated by analysis of
session evaluation questionnaires and the interview data. The results from
both analyses support each other. Three exam ples illustrate this. First,
qualitative analysis found that initially, parents at N azaire felt negatively
about the class content and were uncom fortable w ith the technology. By
contrast, at St. Lincoln they started w ith a m ore positive response. This is
supported by exam ination of the m ean responses to the questions "I felt
comfortable talking over the com puter," "Video conferencing is appropriate
to use for a discussion like this," "I w ould like to participate in more
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videoconferencing sessions in the fu tu re/'as well as, all the questions
regarding the content of the class.
Second, a t N azaire, throughout the sessions, the parents were m ore
negative in their response to the above questions th an the parents at St,
Lincoln. In the qualitative analysis, too, it w as seen that the parents at
Nazaire w ere never very comfortable, interactive an d participative in the
sessions. A dditionally, comparison betw een the parents at Nazaire and St.
Lincoln on the response to the question "I w ould rather have had this
discussion face-to-face w ith the presenter" show ed th at parents at St. Lincoln
indicated a preference for videoconferencing. This is consistent w ith the
qualitative finding that students at this site felt that having the classes
through this m edium helped them feel m ore com fortable an d let them
"talk better."
The graphs of the students' responses to the evaluation questionnaire
show that over the classes, there was a change tow ard m ore positive
responses from the parents at Nazaire. A t St. Lincoln, by contrast, the m ean
responses generally show ed less change; they started out and rem ained
positive. Again, these results are supported by the findings from the
interview data. The finding that at both sites parents felt that the sessions
had been w orthw hile and provided parents w ith useful inform ation is also
supported by both m ethods of analyses.
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Effectiveness of Program .
Both qualitative an d quantitative d ata also w ere collected to judge the
effectiveness of the videoconferencing classes. Interview s show ed th at at the
end of eight w eeks of classes, parents and teachers both felt that the program
had been successful. Both at Nazaire and St. Lincoln, teachers and parents
believed that the classes had helped parents better understand and relate to
their children and m ade them aware of alternative m ethods of discipline.
Findings also show ed th at at St. Lincoln th e videoconferencing classes led
to a stronger bond being formed w ithin the p aren t group.
The PSI questionnaire (Abidin, 1983) w as given to parents before the
start of the parenting classes and at the end of the eight videoconferencing
classes w ith the intent of doing statistical analysis com paring pre and p o st
scores. H ow ever, since the sample size at the tw o sites was small, and d u e to
stu d en t attrition and sporadic attendance becam e even smaller, only
descriptive analyses w ere done for this data. A t N azaire comparisons of
these scores on p re and post m easures indicate that there is little change
over the period of the treatm ent. The small change that occurs shows slight
increase in toteil stress scores (184.50 to 185.78) an d in some subscale scores.
A t St. Lincoln there is a decrease in the total stress score over the pre-post
period (206.22 to 183.75).

These results do not indicate the effectiveness of

the parenting classes. As these changes are n o t large and the sam ple size is
small, the results from this questionnaire need to be interpreted judiciously.
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The au th o r also feels that a factor th a t m ay have been responsible for
small changes in the PSI scores w as the parents' attitude at the start.
Though the PSI is an established instrum ent, the situational particulars of
this study, such as the parent sample and the nature of the program setting,
probably affected responses. The pretest w as adm inistered at the very start of
the study. As the case study shows, initially the parents (at Nazaire) w ere not
receptive to the program and were a little guarded and unforthcom ing. The
PSI questionnaire deals w ith sensitive personal an d social issues and it can
be expected th a t som e reluctant parents w ere less than totally honest in their
responses to the items. (Pre-test stress m ean score for St. Lincoln were
higher that N azaire 206.22 vs. 184.50). O ver the period of the classes the
parents had eight weeks to establish a rap p o rt w ith the researcher as w ell as
the instructor a n d to see w hat this new program w as all about, giving them
a greater sense of tru st and security. These feelings probably laid the ground
for m ore honest responses in the post test. It is possible that this greater
honesty resulted in higher stress scores in the post-treatm ent questionnaire,
negating decreases in stress caused by the parenting classes. Little can be
conclusively said on the basis of the PSI questionnaire and certainly no
assertions about the effectiveness of the classes can be m ade on the basis of
this data.
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Implications for Theory
This research contributes tow ard building a theory of student
receptivity to technology. Though considerable research exists on teacher
receptivity to change and on teachers' perspective of technology innovation
(Schrum, 1993; M ellencam p, 1992; W augh & Punch, 1987) less is know n
about the effect of instructional change on learners, specially in adult basic
education. The findings from this study contribute tow ard building such a
theory.
A Fram ework for Interaction Analysis
This research also contributes tow ard theory of interaction analysis by
developing a fram ew ork for interaction analysis (FLA). This fram ework w as
developed as a result of the inductive qualitative analysis of the data from
the videoconferencing sessions. The FIA builds on earlier models of
interaction analysis and helps tow ard the developm ent and refinem ent of a
structure for interaction analysis.
Researchers have developed various com m unication m odels to help
interpret the influence of technology on instructional com m unication
(Wagner, 1994). W agner (1994) developed The Interactive Information
Transport Model to conceptualize the m echanics of interactive
telecom m unications. W agner's m odel distinguishes betw een interactions
that are a p roperty of learning events and delivery-system interactions or
interactivity. Interactivity is a property of the technological m edium and is
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the level of interaction perm itted by technology. Based on this research,
W agner's m odel is adapted in Figure 5.3 to help depict the effect of
technology on instructional communication.

People &
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Text Graphics
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System
Interactivity
^

Interpersonal
Interaction ^ ^

4k

_ Direct effect
(Technology Centered
interactions)
Indirect effect
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Interactions
Pedagodcal Impact

4k

System Interactivity

Figure 5.3. Interactive Communications Model (adapted from W agner's
(1994) Interactive inform ation transport model.
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This m odel has been adapted in two ways:
First, unlike W agner's m odel which depicts interaction as
unidirectional, interaction is depicted as reciprocal or bidirectional in the
adapted model. Interaction is defined as the reciprocal action, effect, or
influence of tw o (or m ore) objects (persons, m aterials, technology etc.) on
each other.
Second, the author believes that the effect of technology on
interactions can further be differentiated into interactions that are a direct
result of having to deal w ith the m ediating technology and the indirect
effect of technology on interactions that are p art of a learning event. The
Interactive Com m unications M odel in Figure 5.3 helps conceptualize
interactions that take place in a technology m ediated learning environm ent
and illustrates the difference betw een direct and indirect effect of technology
on interactions. The FIA, sum m arized in Figure 5.4, provides a means of
examining these direct and indirect effects of technology on interactions
further. In other w ords, the Interactive Com m unications M odel is a m odel
for viewing interactions th at occur in a technology m ediated environment:
The FIA is a fram ework for analyzing these interactions.
The sections below describes the fram ework of interaction analysis in
detail. A discussion of the developm ent and significance of this framework
is also provided. The FIA is sum m arized in figure 5.4
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D irect and Indirect Effects of Technology
The author feels th a t it is appropriate to differentiate betw een direct
an d indirect effects of technology. Direct effects of technology deal with the
learners' response to characteristics of the given technology. The direct
effects of technology on interaction are similar to w h at H illm an, Willis &
G u naw ardena (1994) call leam er-interface interaction, w hich they define as
"th e interaction that occurs w hen a learner m ust use these intervening
technologies to com m unicate w ith the content, negotiate m eaning, and
validate knowledge w ith the instructor and other learners " (pg. 31).
W hen technology m ediates comm unication betw een either (or all)
student-instructor, student-content and student-student, its effect is felt on
all these aspects of interaction.! In addition technology's effect is seen on
instruction. Here the effect of technology is being felt indirectly. In this case
the interactions under consideration are interactions w ith a third
com ponent via technology. The direct and indirect effects of technology are
fu rth er discussed below.
Direct Effects of Technology:
Direct effects of technology can be analyzed by exam ining effect on
g ro u p dynam ics, effect on nonverbal comm unication and interface related
interactions.

i M oore (1989) identifies three components of interaction: Learnercontent interaction, leam er-instructor interaction and leam er-leam er
interaction.
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Effect op group, dynamics.
One exam ple o f this, obtained from this study, is the propensity for
one student to take on the role of the group leader. Findings showed
examples of three types of group leadership behavior. These were echoing
in which one stu d en t echoed the others reply, replying for the group in
which one student took it upon herself to assum e th e role of the
spokesperson, and interpreting, in which the stu d en t leader translated
others' responses for the benefit of the instructor.
Effect on nonverbal com m unication.
A feature of videoconferencing is that it allow s users to communicate
through nonverbal m eans, in this case through body language. Findings of
the study show ed thatdemeanor or physical posture a n d kinesics:, the use of
specific gestures, expressions etc. w ere used to com m unicate.

Interface function?These are technology related functions that a u se r m ust perform in
order to use the intervening instructional technology. A n example, from
the findings of this study, w as that bad sound often resulted in constantly
having to repeat a statem ent. O ther examples include seating readjustments
and re-dialling because of technical interruptions.
Indirect Effects of Technology
Indirect effects of videoconferencing on student-centered interactions
and pedagogy are discussed below.
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Student centered interactions.
In this dom ain, technology's effect on six features of student
interaction are exam ined. These features, am ount, participation,type,
responsivity, attention intensity, and affective engagem ent.
Am ount is the qualitative analysis of the frequency of interaction.
Results indicated that sub-categories include low, moderate, high or
instructor elicited (through techniques such as com pulsory tu rn taking, or
calling on students). P articipation determ ines w hether none, one, few ,
majority or all students interact. Type of interaction as suggested by M oore
(1989) can be betw een students, student-student, betw een student and the
instructor, student-instructor,, or betw een student and instructional
m aterial, student-material. S tudent-student interaction is further
differentiated into a) disruptive, (side conversations not pertaining to and
detracting from on-going lesson) and, b) participative (discussions
pertaining to lesson content). Student-instructor interaction can further be
defined by initiator w hich refers to who initiation a question or comm ent.
Responsivity refers to the students' degree of elaboration of
verbalization w hen asked a question, or while initiating the interaction.
R esults indicated that responses could be very elaborate, elaborate, terse, or
no response.. Attention intensity is the students' degree of involvem ent in
the class proceedings. Sub-categories of attention intensity defined on basis
of the research findings are passive-listening, distracted, interested,
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attentive, and rapt. Finally, affective involvem ent refers to the stu d en ts'
em otional engagem ent in the class proceedings. Exam ples are boredom,
excitem ent, am u sem en t, impatience, and em pathy.
Pedagogical impact.
This dom ain concerns the effect of the technology on the instruction
itself. The instructional method and the strategies em ployed are tw o
aspects of instruction that can be examined. Instructional m ethod refers to
the procedure of presentation (such as lecture or questioning) of the
instructional content. Strategies refer to teaching and com m unication
techniques em ployed by the instructor.
Whereas th e use of a particular instructional m ethod or technique is
instructor determ ined and depends on other variables such as instructors
teaching style, content of course, audience, e tc ., these choices are influenced
by the m ediating technology, and this fram ew ork provides a useful tool in
isolating these issues in order to help determ ine effectiveness.
D evelopm ent of the FIA
This fram ew ork developed from an attem pt to answ er the question
"W hat interactions take place as parents use the technology?" Video
recordings of the videoconferencing classes provided direct, concrete
evidence of exactly w hat transpired during the classes. W hat was required
w as a) a m odel conceptualizing interaction in telecom m unications
m ediated com m unications and b) a fram ework to operationalize and
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analyze interaction. This research integrated and expanded earlier research
in both these areas to provide a detailed fram ew ork for analyzing
videoconferencing instruction.
A preexisting m odel for interaction analysis w as not used in this
research. Rather as this research was designed to be inductive and iterative:
the FIA is an outcom e of this study. This research is an exam ple of m oving
from an inductive process to a deductive one. In Phase I of analysis of the
video conferencing sessions, the FLA w as inductively developed. In Phase II
of the analysis, this fram ew ork was applied.
Aspects of interaction identified by M oore (1989) (learner-content
interaction, leam er-instructor interaction an d leam er-leam er interaction)
and Hillman, Willis & G unaw ardena (1994) (leam er-interface interaction)
and the model proposed by Main & Riise provided a useful starting point
for building this fram ework. The first step in developing this fram ew ork
w as to develop a set of d ata codes based on reviews of earlier research on
interaction analysis. In Phase I of the analysis, portions of video-recorded
classes were then view ed, w ith the purpose of testing the appropriateness of
these codes as well as noting emerging codes and categories. A revised
fram ework for analysis w as developed on the basis of this phase of analysis.
Finally, in Phase II, further segments of the video-recording w ere scored on
the basis of this new fram ew ork, in order to analyze interactions during the
videoconferencing classes.
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C ontributions to Interaction Analysis Theory
This fram ework expands upon com ponents of interaction delim ited
by other researchers. O ne shortcoming of existing research is that no
integrated fram ework for the analysis of videoconferencing exists.
M oreover, the am ount of interaction is usually m easured quantitatively in
term s of frequency or length of dialog; the a u th o r believed that this was not
appropriate for a qualitative study. Additionally, no specific criteria for
determ ining quality of interactions has been established.
This research provides an integrated structure for interaction analysis.
As detailed above, W agner's m odel for conceptualization of interactive
telecom m unications is expanded to include the reciprocal or bidirectional
n atu re of interaction and to differentiate betw een indirect and direct effects
of technology on interaction. The FIA provides a w ay to qualitatively
analyze interactions that occur in a technology m ediated environm ent.
This fram ew ork encom passes analysis of the direct and indirect im pact of
technology. This research also docum ents the process of building an
inductive fram ework for interaction analysis.
Im plications For Practice
Results of this research show that videoconferencing was a successful
m eans of reaching adults a t the tw o family literacy sites. Findings indicate
th at at both sites parents and teachers believed th a t the parenting classes had
p ro v id ed useful inform ation. Additionally, p aren ts w ho initially had
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negative responses to the classes, in a relatively short sp a n of eight classes,
indicated a change tow ard m ore positive responses. This finding is
im portant given the large num ber of undereducated adults in this country.
Results indicate that videoconferencing is an effective w ay for adult basic
education program s to reach these adults.
The research also dem onstrated that some instructional m ethods and
teaching techniques w o rk well in the videoconferencing environm ent and
help students feel at ease w ith the technology as well as elicit better
interaction. These findings indicate that one w ay of tackling the problem of
lack of resources in adult literacy and other program s w ould be to have a
few experts skilled in videoconferencing instruction share their expertise
w ith a w idely dispersed audience, through videoconferencing.
Though this research has focused on the learning a n d instructional
effectiveness of desktop videoconferencing, this technology is also a cost
effective w ay of reaching these parents. A detailed cost-benefit analysis is
n o t w ithin the scope of this study, b u t findings from this stu d y indicate that
this technology is financially viable. Desk-top videoconferencing systems of
the type used in this stu d y consist of adding a peripheral card, a video
cam era, a microphone, a speaker and software to a personal com puter.
These systems are inexpensive com pared to the room -based video systems
(w hich involve $20,000-plus costs) and usually range from $3000 to $5000 per
set up .

Other than the equipm ent costs, the prim ary expense involved are
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the u se of the com m unication lines and costs of the instructor's time.

W ith

the rap id developm ent of com m unication netw orks, transm ission media
such as ISDN are becoming m ore and m ore affordable, especially for
educational use. Legislation like The Telecommunications Act of 1996, by
w hich telecommunications service providers are required to provide
telecom m unication and inform ation services to public or nonprofit schools
at discounted rates m ake these technologies even m ore accessible to
educators. This equipm ent also requires no specialized technical staff to
operate. A t present ISDN system s are limited by the fact that they require
expert installation and ISDN lines have still not been laid in m any parts of
the country. O ther costs of the program was the instructors rem uneration.
A gainst these costs, the benefits of this program w ere m any.
Videoconferencing allowed a university-based expert on parenting to share
his expertise w ith parents at sites w hich due to their rural setting did not
have ready access to such resources. Research in adult basic education has
dem onstrated the link betw een teen-pregnancy and undereducation and the
need th at adult learners have for parenting skills. The teachers at the two
fam ily literacy sites expressed the need for this class. Alternatives to using
videoconferencing for providing this class would be to arrange face-to-face
instruction at the sites, to have parents travel to facilities that could provide
sim ilar instruction, or to use som e other form of technology such as
videotapes or internet to reach these parents.
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If these resources w ere to be provided in person, it w ould have
involved travel time and travel expenses (milage, hotel, meals etc.) as well
as costs in terms of fatigue. The round-trip time betw een the university site
a n d St. Lincoln is three h ours (excluding instruction time) and a trip to
N azaire w ould have involved an overnight stay by the instructor.
Videoconferencing allowed the instructor to teach the class at tw o locations
w ith o u t having to leave the university site. Additionally,
videoconferencing allowed this instruction to be delivered directly to the
p aren ts in the existing fam ily literacy program s, circum venting problem s
associated w ith them having to go elsewhere to receive this instruction.
Logistical problem s of travel expenses, tim e organization, as well as
arranging for day care for the children while parents took time to attend
class w ere avoided. Videoconferencing also allowed real-time interaction.
G iven the low levels of m otivation and receptivity of the students, this
interaction w ith the instructor allow ed course-content to be tailored to the
p aren ts interests and needs and helped m aintain interaction and elicit
g reater participation. A dditionally, unlike technologies like e-mail,
videoconferencing is very u ser friendly and easy to operate and does not
need users to be com puter literate.
The ethnographic case studies presented provided a detailed
description and analysis of the use of videoconferencing in order to explore
the u se of a new telecom munications technology at tw o sites. It is hoped
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th at this description and analysis, along w ith the reflections of teachers and
students involved, provide a guide for effective use of this m edia and future
attem pts at such telecom m unication use. In particular, im plem entors of
distance learning program s need to consider the technological and
organizational factors that influence the effectiveness of videoconferencing
instruction during the planning an d im plem entation of such program s.
These are discussed in the section below and sum m arized in Table 5.5.
Factors Influencing Effectiveness of Videoconferencing Instruction
Focussing on two sites, w hich w ere strikingly dissim ilar in some
respects, helped in com paring, contrasting, and draw ing conclusions
regarding factors that affect videoconferencing instruction. These factors can
be divided into technological factors, contextual factors and organizational
factors. Differences of gender, race, age, social standing and education levels
betw een the students and the instructor also influence establishing an
interpersonal relationship at a distance and hence the effectiveness of
videoconferencing instruction. The interpersonal com m unication skills of
th e instructor are also im portant in non face-to-face teaching. H ow ever,
detail analysis of these factors is outside the realm of this study.
Technological Factors
Technological factors deal w ith mechanical aspects of technology.
The quality of transmission, users' proficiency, and the physical setup at the
rem ote site are technological factors that influence videoconferencing
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instruction. The transmission quality affects the clarity of sound and
p icture, w hich understandably effects on the flow of the lesson. Lighting,
w eath er conditions, and sophistication of the equipm ent are key factors
effecting the quality of the transm ission. Results show ed that during
sessions w here the ISDN transm ission w as bad, the functioning of the class
w as negatively affected. In these sessions, audio disruption, sound lag, and
h av in g to hang u p and redial not only disrupted the flow of the instruction,
b u t also at tim es led to the building of frustration am ong users.
U sers' proficiency, fam iliarity and degree of comfort w ith the
technology also affects the classes.

Results show ed that over the period of

th e study, the disruptions caused b y lack of hearing and m is-com m unication
decreased as users learned w hat com m unication techniques w orked well
a n d w h at did not. Moreover, once the initial camera-shyness and
aw kw ardness were overcome, the p aren ts were more relaxed and used m ore
form s of nonverbal communication. This is in keeping w ith A dam s &
H am m 's (1988) finding that technology affects the m odes of interaction of its
users, especially w hen it is unfam iliar to them. Burge & H ow ard (1990) also
fo u n d that students reported that increased familiarity, from continued use,
allow ed them to feel comfortable w ith technology .
The num ber of students and the seating arrangem ent at a site are
in stru m ental in determ ining the q uality of the interactions. W ith the type
of equipm ent used in this study the optim al num ber of students at a site was
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betw een tw o and six. Results indicated that a larger num ber of students
presented three m ain problem s. It resulted in uncom fortable crowding.
Students at N azaire often com plained of feeling cram ped up of "having to
crow d u p together so that you can be seen on the screen." It also m ade it
difficult to establish eye contact betw een students and instructor.
A dditionally, it resulted in bad audibility. Students sitting in the rear rows
often could n o t be heard by the instructor over the so u n d activated
m icrophone, w hich was placed next to the com puter m onitor.
C ontextual Factors
This research em phasizes that the context of technology use is
instrum ental in determ ining its effectiveness. As discussed in detail earlier,
factors such as the indigenous characteristics of the tw o sites, control over
participation, student m otivation, etc., affected student receptivity. Student
receptivity in tu rn affected the w ay the technology w as u sed at each of the
tw o sites.
O rganizational Factors
These factors concern the w ay videoconferencing instruction is
designed an d implemented. Results indicate that frequency of exposure,
course content, availability of a pre class face-to-face m eeting affect
videoconferencing instruction.
The fact that videoconferencing w as a new experience for all the
parents h ad an affect on the overall effectiveness of the classes. This is
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supported by the fact that a t N azaire parents became m ore receptive to the
classes over a period of tim e. Results of the session evaluation
questionnaires from N azaire indicate that parents them selves reported that
they view ed both the technology and the class content m ore favorably over
time.

The parent advisor a t N azaire also rem arked
I think that if w e have m eetings w ith them over the com puter, we
should do it on a regular basis. M eet with them at least once a week
for 10 to 15 m inutes, to keep them in touch w ith it. Because if they go
tw o or three weeks or m onths w ithout talking to anybody ...they... are
not that comfortable w ith it... [And] shy away from it.

This study also revealed th at content of the course is an im portant
variable influencing parents affective response to the classes. The personal
an d sensitive nature of this course, led the parents to begin the course on a
note of guardedness and apprehension. The teachers, instructor an d som e of
th e parents voiced this sentim ent.
Conclusions about the im portance of a pre-class face-to-face m eeting
are am biguous. Whereas the instructor and teachers at one site a n d felt that
it w ould have been beneficial to have a face-to-face m eeting betw een the
paren ts and the instructor, p rio r to the start of the videoconferencing classes,
at the other site, this was not expressed. A teacher at N azaire believed that
such a m eeting was im portant because
then they feel that they know the person, because, if they ju st m eet
them over the com puter, then that is just like seeing them on TV...
you are not real to them . N ot only is it not real, it is like this person
has taken the time to physically come here, introduce them selves,
and w e know that he c an 't do it every week but at least, he m ade that

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

191
one first effort. And now th a t he has m ade the effort, it is o u r turn to
m ake ours.

A t the second site parents an d teachers both felt th at the distance
provided by videoconferencing contributed to the success of the class, given
the nature of the course. Other researchers like Hillman, Willis &
G unaw ardena (1994) and Abbot D allat & Robinson (1995) advocate the use of
an introductory, informal session, the purpose of w hich is largely for users
to fam iliarize themselves w ith b o th the technology and the instructor in a
non-threatening environm ent. A sum m ary of the factors th a t w ere found
to influence videoconferencing instruction is presented in Table 5.5.

Table 5.5
Factors that Influence Videoconferencing Effectiveness
Technological

Quality of transmission

Lighting
W eather
Equipment quality

Users proficiency
Physical setup

Number of students
Seating arrangement
Location of equipment

Contextual

Receptivity

Student control over
participation
Student satisfaction with
existing context
Characteristics of context

Organizational

Frequency of exposure
Course Content
Preclass face-to-face meeting
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This research also dem onstrated th at som e instructional m ethods and
teaching techniques work well in th e videoconferencing environm ent and
help stu d en ts feel at ease w ith the technology as well as elicit better
interaction. Some techniques th at w o rk well in retaining the attention of
the stu d en ts and draw ing the reluctant participant into ongoing interactions
are (a) repeating & summarizing im p o rtan t issues in order to em phasize
them , (b)tum passing in which the instructor asks a student to choose who
sh o u ld speak next, (c) use of humor, (d) personalization or linking the
lesson content w ith students' background experience and asking for
in d iv id u al's personal experience or opinion, and (e) naming or directing a
rem ark o r question to an individual by use of name.
Som e m ethods that do not seem to w ork well in m ediated
com m unication. Results show ed th at w hen questions w ere directed at the
stu d en ts in general, either no one took it up o n themselves to answ er or the
sam e stu d en ts took on this responsibility, effectively m onopolizing the
interactions. Assigned group w ork w as also not successful. W ith no
facilitator at the remote site it w as difficult to keep students on task.
M aintaining discussion was also difficult. Unless questioning or other
techniques w ere used to elicit student response, discussions are difficult to
start and m aintain. Comeaux (1995) in her research on interactive
videoconferencing came to sim ilar conclusions.
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Suggestions for F uture Research
Since this stu d y w as exploratory in nature, a num ber of them es that
emerged from it suggest questions that need to be examined further.
Further research is suggested in three b ro ad areas: the use of instructional
videoconferencing in general: use of videoconferencing for adult basic
education: and research in interaction analysis.
Further research is required to verify the findings on factors th a t afreet
students' receptivity to technological innovations. Additionally, researchers
need to determ ine how instruction should be designed to be sensitive to
students' receptivity. Research exam ining factors that influence
videoconferencing is also suggested. Research under more controlled
experimental settings is necessary to further understand the effect o f
technological an d organizational factors on videoconferencing instruction.
Findings from this study also suggest that psychological, sociological
and dem ographic characteristics of students and instructors, and the
compatibility betw een these, m ay influence interpersonal relationship at a
distance. More research is required to verify this. Questions that need
answers include, "H ow do ethnic and gender differences betw een stu d e n t
and instructor affect interpersonal relationship at a distance? Are these
factors that need to be considered while designing videoconferencing
instruction?"
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Studies to determ ine effective environm ent for using video
conferencing w ith undereducated adults are suggested. Alternative
environm ents include com m unity centers, churches and schools. W e need
to determ ine w h a t resources these adults need and how videoconferencing
can best provide these. Other questions that need answering include, "H ow
can interaction be encouraged?" and "H ow do different instructional
m ethods and techniques facilitate interaction?" Future research using the
Fram ew ork for Analysis developed in diverse settings are also suggested.
S u m m ary
This study provided a detailed description and analysis of the process
of using desk-top videoconferencing at two family literacy sites. It explored
and described how telecommunications w as used at the sites, gathered
reflections from those involved, and described the interactions that took
place d u rin g videoconferencing, in order to guide future attempts at such
use. In this stu d y a framework for interaction analysis was developed to
help better understand the interactions th at occur in a technology m ediated
environm ents.
An attem pt was m ade to describe each case in detail, providing
contextual, and situational particulars that w ould enable readers to m ake
further com parisons. In this study, m y aim was to m aintain focus not on
technology per se, b u t on its use with real people, in real situations, in the
m eeting of real needs, and in solving of real problems.
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APPENDIX A:
Telecom m unications in D istance Education

Interactive Distance Learning Technologies
A udiographics

Com puter M ediated
C o m m u n ic atio n

A udioconferencing
Videoconferencing
E-mai
Compressed
Digital
C om puter
C onferencing

Satellite

Room Based

Figure A .l: Interactive technologies available today for distance education.

Glossary for Figure A .l
Analog: C ontinuous w ave-form representation o f d ata that varies by time
and intensity (such as light and sound).
A udio-conferencing: Simple phone lines connect three or more people at
two or m ore sites.
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A udiographic: Com bines voice transmission w ith transm ission of pictorial
or electronic data through telephone lines.
Bulletin boards: Electronic sites where text, graphics, public dom ain software
etc. can be posted for general access.
Com puter conferencing: Allows the sharing of text and graphic messages
between com puters using phone lines, m odem s an d telecom m unication
software program s. U sually refers to com m unication betw een specified
groups.
C om puter m ediated com m unication: A generic term th at covers all
communication via an electronic screen.
Digital: Representation of data in binary form. Inform ation is coded in
discrete steps of one o r zero.
E-mail: Electronic transm ission, distribution and delivery of text and
graphics via-com puters over local and global netw orks.
Integrated Services D igital N etw ork (ISDN)): Digital phone line, circuit
switched.A standard ISDN connection can provide 128 kilobytes per sec of
bandw idth.
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APPENDIX B
Focus Group Q uestions
Parent Focus G roup Q uestions
The focus of the questions is to help determ ine the affective response of
p arents tow ards a) the classes and b) the m ediating technology.

Q uestion 1. For the last 9 weeks you have been using this equipm ent to
have class. N ow th at you have used it for a w hile, can you tell m e w hat
y our feelings about using it are?
{ Expand to ask specific likes and dislikes}
Q uestion 2. W hat w ere some of the things th at you thought m ade it hard to
have class in this m anner? A nd w hat is particularly nice about it?
Q uestion 3. How did you feel when you w ere talking to the instructor over
the com puter? Do you think you got a chance to talk over the com puter as
m uch as you w ould have liked to?
Q uestion 4. Did you find that these classes w ere interesting and that you
learned som e things useful to you? If I ask you to tell m e one thing that you
learned about that w as m ost useful for you, w hat w ould that be?
Q uestion 5. Overall, how did you like the w ay the instructor presented the
classes? H ow do you think that the instructor could have m ade the classes
better?
Q uestion 6. Do you think that it is a good idea to offer more classes through
the com puter? H ow do you feel about taking p a rt in another class over the
com puter in the future?
Q uestion 7. H ow do you think that this is different from m eeting a person
face-to-face?
Q uestion 8. N ow that w e can get somebody to sit here, so m any miles away
and talk to you, or teach a class, is their any particular class you w ould like to
take?
Q uestion 9: Any other questions, suggestions or comm ents?
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Post Q uestionnaire For Teachers
1. How do you think that the presence and use of th e video equipm ent has
h a d an impact on the program ? O r do you think th at it has had any impact
on the program ?
Do you think th at there has been any im pact on the children and the
parents?

2. In your view, w hat has been the students reaction to using this
technology?

3. W hat w as their reaction to the classes? Did they talk about it at all.

4. N ow that you have a better idea w hat this technology can do, w hat in
yo u r opinion is the future role of such technology in a classroom such as
yours?
5. W hat are some of the ways you expect video-conferencing to help you as
teachers?
6 . 1 will ask you to look back to the beginning, w hen the technology was first
introduced. W hat w ere some of the expectations at the beginning, and now.
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APPENDIX C
Video Scoring sheet
Session No

Tape no:

N o of Students present

Code

Subcode/Comment

Having to
repeat:
Leader

Replies for

Code

Sub code/Comment

Amount

Low
Moderate
H igh

Participation

None
Few
Majority
A ll
Instructor forced

Type

L-L Participative
Disruptive
L-I

Student
Initiation

Yes
No

Responsivity

Very elaborate
elaborate
terse
Noresp

Attention
intensity

Distracted
Passive Listening
Interested
Rapt

Interprets
Gestures
Expressions

Mechanics

G

Time segm ent

Echoes

Nonverbal
Com.

Coder

Emotional
response

Instruction
Instructional
Format

Lecture
Discussion
Questioning
Group work

Techniques
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APPENDIX D
C onsent form
January 21. 1996
Dear Parent,
As you may already be aware the XXXXX Family Literacy Center will soon be making
use of computer video-conferencing in order to provide new and exciting opportunities to
you and the teachers in your program. In order to see the effectiveness of this new
method, we would like your help in a study being conducted on the benifits of video
conferencing. We would like you to complete two questionnaires over the next few
months and to allow the researcher Geetanjali Soni from Louisiana State University, who
will be working under the direction of Dr. James Garvin, access to your files.
There are no risks associated with participating in the study. The information provided by
you will be seen only by the researcher, and complete confidentiality will be maintained
by not using any names in the final report. If you for some reason do not want to
participate, please indicate so below and we will honor your request. We are looking
forward to working closely with you in the days ahead.

Respectfully,

Geetanjali Soni

James Garvin

I ___________________ AGREE to participate in the above mentioned research.
Your name
Signature__________________

D ate__________________

I ___________________ DO NOT AGREE to participate in the above mentioned research.
Your name
Signature__________________

D ate__________________
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APPENDIX E
Interaction Sum m ary M atrices

Nazsire .yideoconferencing. ClassesJn teraction Analysis
Nazaire; Technology-Centered Interactions Sum m ary Matrix
Code

Session 1

Session 2

Session 3

Session 4

Session 5

Session 6

Mechanics

Time arranging for
camera
Repeating

Time arranging for
camera

None

None

None

None

Repeat

Repeat

Repeat

Repeat as those at
back cannot hear

None

None

Replies for (R)
Echoes (E)

Replies for
Echoes

None

Replies for

None

Replies for

Replies for
Echoes

Replies for

Replies for
E Inst asks
Interprets

None

None

Stiff
2 Relaxed

Relaxed

Relaxed

Relaxed

None

Stiff

Relaxed

Relaxed

Relaxed

Relaxed

E:smiles, looking
aw ay

G:Nodding
arm waving

GiNodding
Esmiles, looking
aw ay

G:Nodding
arm waving

G:Nodding

G:Nodding
E: bored looks

G:

None

G:Nodding
arm waving

None

Leader

Demeanor

JjKinesics

I

Stiff

Gestures (G)
Emotions (E)
smiles

(appendix E con'd.)
nj
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Amount

Participation

Type

Student initiation

Responsivity

Attention

Emotional

Session 1

Session 2

Session3

Session 4

Session 5

Session 6

Moderate

Moderat
e,Moderate-High
one

High

Low-Moderate

Moderate High

Low

Moderate

L ow , Moderate-h
one

High

Low-Moderate

Moderate

Low -Moderate

Inst, elicited

majority

all

One Crystal

All Inst
elicited

One

Inst elicited

Few

All Inst elicited

One
Inst elicited few

L-l, L-M

L-I, L-L P

L-l, L-LP

L-L P, L-l

L-I

L-LP
L-I

L-l, L-LP

L-I

Once a
im patientfetsget
started'

3 students
Crystal, nk, caro

Yes lots

Crystal

-

Crystal

yes

None

Terse

Elab-some
terse-some
no rasp-some

Very elab

Crystal elab

Oneelab
Terse rest

terse

elab

terse

One rapt
distracted

Interested most

Interested/rapt

Passive listening
Crystal interested

Passive listening

Passive listening
distracted

interested

Passive listening

Impatient

Id,
boredom-a few

Empathy
identification

Id, amusement

identification

boredom

AmusemmUd

None

Inst elicited
L-I, L-LP

L-I
L-LD

Crystal

None

None
Elab some

No resp/terse

Elab Crystal
terse
interested

Passive listening
Interested/ passive |
listening
I

Id, empathy,
amusement

Id, empathy,
amusement Crystal
None

(appendix E con'd.)
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Nazaire: Instructional Im pact Sum m ary M atrix
Code

Session 1

Session 2

Session 3

Session 4

Session 5

Session 6

Format

Questioning
Round Robin

Lecture, questioning,
grp work -disaster

Discussion
questioning

Lecture, questioning

Lecture, questioning

Lecture

Questioning

lecture

Lecture, discussion,
qn,Round Robin

Lecture, questioning

Lecture, qn

Repeating,
Humor,Icebreaker

Summary,
humomaming,
personalization

humornaming,
personalization

Hi*nor,sumn\
personalization

Naming

Repeating,
humor^aming,
personalization

Personalization
(inst's experiences)

Turn pass, humor,
naming, ice breaker

Naming,
personalization

Technique

Turn pass, humor,
naming,
personalization

Turn pass,
personalization

(appendix E con'd.)
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St, Lincoln Videoconferencing Classes Interaction Analysis

St. Lincoln; Technology-Centered in eiactions-Summary Sheet
Mechanical
functions

Leader
Demeanor
Kinesics

Session 1

Session 2

Session 3

Session 4

Session 5

Session 6

Session 7

Session 8

Repeats
Baa Lighting

Repeats
"Can You SHU
See Me?'

None

None

None

None

None

None

Repeats
Bad Lighting
Time lost-Sound
Confusion about
who Is who

None

Repeats Sound
Cutting Off

None

None

None

None

None

No

No

No

No

No

No

No

No

No

No

No

No

No

No

No

No

Stiff

Relaxed

Relaxed

Relaxed

Relaxed

Relaxed

Relaxed

Relaxed

SHff

Relaxed

Relaxed

Relaxed

Relaxed

Relaxed

Relaxed

Relaxed

Lost Bad
Light,Smiles

Nodding

Fidgety,
Nervousness,
Nodding

Expressions

Expressions,
Nodding

Gestures,
Expressions

None

Expres
sions
Nodding

Lost Bad
Light,Smiles

Expressions,
Laugh, Smile
Nodding

Gestures,
Hand-Raising

Expressions

Nodding

Gestures,
Expressions

(appendix E con'd.)
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Code

Session 1

Session 2

Session3

Session 4

Session 5

Session 6

Session 7

Session 8

Amount

High

High

Moderate

High

Moderate
High One

High

Moderate

High

Mod.

High

High

Mod.-High

High

Mod.-Low
Listening)

Majority

All- Inst, elicited

All

All

Both

Majority

All

All Inst,
elicited

All- Inst,
elicited

All -Inst elicited

All, Inst,
elicited

All Inst,
elicited

Both

All

L-I

L-I
L-LP

L-I L-M
L-LP

L-I

L-I

L-I

L-I

L-I

L-I

L-I

L-I

L-I
Yes

Participa
tion

Type

L-I
Student
Initiation

Responsiv
ity

Attention

Emotional

L-1,L-M

No

Yes

Yes Chooses
Discussion
Topic

Yes

Yes

Yes

No

No

No

Yes

No

No

Yes

Yes

No

1 Very
Elab.
Elaborate

Elaborate

Elaborate

Elaborate

Elaborate

Elaborate

Elaborate
Listening

Elaborate

Elaborate

Elaborate

Elaborate

Elaborate

Elaborate

Elaborate

Interested

Rapt/Interested

1 Distracted
Rest Interested

Interested

Rapt

Interested

Listening

Interested

Interested

Interested

Interested

Interested

Rapt

Interested

Interested

Interested

Humor
Happiness

Identification(ID)
Amusement,
Happiness

Identification

Amusement
Happiness

Identifica
tion Engross

Identifica
tion
Excitement

•

"

Interest

Amusement
identification
Embarrass

Amusement
Identification
Happiness

Humor,
Embarrass

Identifica
tion Anxiety,
Amusement

Elaborate

1

'

(appendix E con'd.)
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St, Unco nilnsiractional Impact Summary_Matr IX
Format

Tech
nique

1

Discussion,
Qn

Discussion,
Qn,

Lecture, Qn

Lecture,
Discussion,
Qn,
Groupwork

Lecture, Qn

Qn

Lecture,
Discussion,
Qn,Round
Robin

Lecture,
Discussion,
Qn,

Lecture, Qn

Lecture, Qn

Lecture, Qn

Naming,
Praise
Uses Self As
Eg

Summarizing
Uses Self As
Eg

Naming,
Personaliza
tion

Humor,
Icebreaker,

Naming,
Uses Self As
Eg

Naming

Repeating
Naming

Turn pass,
Naming
Personaliza
tion

Naming,
Personaliza
tion
Humor

Naming,
Personal
ization

Naming,
Summary
Uses Self As
Eg

N am ing,
Personal
ization,
Turn Pass

Lecture,
Discussion,

Lecture, Qn

Lecture, Qn

Icebreaker

Naming,
Persona
lization,Tum
Pass, Summary

Qn

Naming,
Personal
ization

I
|
|

N am ing,
Personalization,
Turn Pass

N>

h-1
cn
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