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CHAPTER 1
DESIGN OF THE STUDY

~ Early forms of distance edu'c;itio_n were c_lassiﬁed as correspondence study and

introduced over 150 years ago (Holmberg, 1974, 1986). In Lund, Sbweden, a university
city, an adverttsément printed’in aWeekly newspaper,'Lunds Weckoblad, No. 30, 1833
offered “Ladies and Gentlerhetl, an oppdrtunityr to study Composition through the medium -
of the Post” (Holmberg, 1986, p.7). In Britain in 1840, Isaac Pitman offered a free
* course in shorthand via post. Students were to select Bible verses; trartscribe them into
shorthand,« anvd} send the slt_orthand on postcards to Pitman for_evalti}ation_. Eventually,
Pitman established a distance education school, called the Sir Isaac Pitman
Correspondence College (Holmberg, 1974, 1986). A few years later in Americé (1873),
_ the daughter of a Harvard professor, Anna Eliot Ticknor, established ths Society to |
Encourage Study at Home. Her students, primarily women, received monthly
conespsndence at thcit hpmés for instruction in the classicél currichlum Y(HolmBerg,
1986). | | |

Correspondence study eventually inclutled study by priritetl texts, mail, audio and
: video recordings, and telephone and computer intetactions (Holmberg; 1974, 1986). As
early as 1972, the term, distanse education, was used in place of correspondence

education. Most educators believed the term, correspondence, reflected only the written



component, whereas the term distance included all media forms (Holmberg, 1986).
Keegan (1986, 1996) described distance education as having ﬁi/e components:
Sep‘araﬁon of teacher and student, institutional preparation of teaching materials,
technology as the liaison between teacher and learner, two-way communication, and a
focus on individual (rather than group) learning. Holmberg (‘19-95,)vdeﬁned distance
" education as:
Covering various forms of study, ét ail levels which aren't under thé continuous,
immediate subpervisioh of tutors pres'ént with the students in lecture rooms or the
same prerhiseé, but benefit ﬁo‘ﬁ the planning, guidance and teaching of the
supportive vg)rganizatiofl. (p. 25 |
Highér edudétidn institutions have been increasingly involved in offering courses
via distance education for two primary reasons. The first is ease of.‘studeﬁts' access or
expa’nsipn of education. The seéond is reduced administrative costs or economies of scale
(Pefraton, 1981; Schlosser & Anderson, 1994).
Students benefit from distance education courses in several ways. Distancg
- education builds seif confidence becausé students must rely on their own fac;ul‘tie‘s, and
typiéaliy vétt'empt assiénments before askihg for help_' Distance eduéation a‘ééorﬁmodates
students with fainilies, soéial obligations and full tim¢ occupations beé_ause students may
be educated in their spare time, at times that are convenient to them. In addition, distance
education allows stﬁdents to énfbll in »classe;s to im‘prove theif professionél knowledge, and
ultimately, their‘ standards of living and communities (Holmberg, 1986).
Distance education can Be studiéd‘from three perspectives: The student, the

teacher and the curriculum planner’s perspectives (Keegan, 1993). By narrowing the



focus to one of these areas, the researcher can investigate more fully the complexity of the
pe;spective. Whatever perspective, Minnis (1985) summarized distance education
’ reséarch as “being context-specific, with limited generalizability or comparative
perspeétives” (p. 190).
In a review .of disfance education literature, Schlossér and Anderson (1994) cited a
need for a comprehensive study of case studies, rather than additional, singular case
» studies, wllich often lack generalizeibilify to the ﬁeld of distance edubation. Others have
suggested the heed for distance educétion studies which collate and compare evaluations
for the purpose of extracting conimonaliti‘es and synthesizing information (Kember, Lai;
Murphy, Shaw & Yuen, 1992). |
The term pedégogy is defined as the “function or work of a teacher” (Urdang,
1973, p..978) and “the art or profession of teaching” (Befube, 1982, p. 914). Distanée_
education pedagogy, then, include_s instructor attitudes and actions towﬁrd teaching in a
distance education setting.
| Statement of the Problem
| Hundreds of singular case studies have been completed on distance education.
The abundance of case Stﬁdies may Be éttﬁbuted to rapid chénges 1n t‘eéhncjlogy Whjch’
have chanﬁéled researchers' time into developing and recording practical curricula for their
own universities. However, these individual success stories may not be generélizable to
other institutions with similar implementation needs because of a préponderance of
quaiitative data, singular in nature. “...Research has progressed to the point where
scholars must take the time to analyze the existing research in an attempt to find the

cement that glues...” (DeWitt-Brinks & Rhodes, 1992, p. 5).



The need for comprehensive studies, which subsume individual studies, and the
remarkable absence of generalizable studies of distance education pedag‘og; co-exist
because of tlle contextually specific rrature of distance education. Each unique institution
creates its own unique solutiorr to its own unique distance educaticn pedagogy needs. The

result is a plethora of one-shot, one site case studies, of little assistance in meeting the

theoretical needs of distance education pedagogy.

Purpose
The purpolses of thic study were:

1. To develop a me’rhcdological prOcedure fcr a qua_litative meta-analysis, using
grcunded theory data coding "tech.niques developed'by Strauss and- Corbin (l990);.

2. Using these procedures, identify and explain categon'es and themes that |
emerged from multiple distance education case studies, and develop testable hypotheses
which rrlight be'lrseﬁrl in the development of a theory of distance education pedagcgy; and.

3. To evaluate the usefulness of these procedures for collectively anelyzing case
studies in distance education pedagogy. |

| Qrienting Conceptual F ramework |

Glasé, McGaw and Smith (1981) introduced a meta-analysis as a way to revieW,
summérize and compare existing empirical research.' 'Meta—analysis ie an “analysis of |
analyses” or a s’ratisrical _sumnrary of the findings o't; several quantirative studies (Glass,
’1976, 1981). “A meta-anelycis involves transfcrnring the findings of individual studies
into a common metric, coding the various charécteristics of these s‘rudies, and 'rhen using
standard statistical procedures to determine the overall effects, subsample effects, and the -

relations between the characteristics and the findings™ (Short, 1985, p. 13).
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Rvesea.rchersvhave ‘argued that meta-analysis could be adapted to qualitative studies
(Rolgers, 1981; Light & Pillemer, 1982; Short, 1985; Hossler & Scalese-Love, 1989; Miles
- & Huberman, 199 1 DeWitt-Bﬁnks & Rhodes, 1992). The application of meta-analysis to
qualitative research usingb Strauss and Corbin (1990) grounded thedry methodology and
the Hossler and Scalese-Love (1989) qualitative meta-anaiysis technique was devised for
this research. Grounded theory is a method of scientific research that allows the
researcher to inductively derive a theory by systematically analyzin:gi and interpreting data
(Strauss & Corbin, 1990). According to Stranés and Corbin (1990), grounded 'rheory
resea.rchérs‘aim for a cumnlative development of theoretical research in their discipline.

Drawing npon'GIass' (1976, 1977, 198 1) quantitative meta-analysis and Strauss
and Corbin's (1990)’ grounded theory techniques, résearchers Hossler and Scalese-Love
(1989) introduced a grounded meta-analysis cornbining the two research methods. This
grounded meta-analysis allowed for rhe synthesis of qualifying qualitativé research and the
developmont of theory, grounde‘d in data. The characteﬁstic§ of gro‘unded theory were
' incorporated into this qualitative meta-analysis. Induction, cumulative dovelopment,
systematic analyzing and interpreting data were components of groundod theory, the
~ process initially used'to analyze individual case studies. Hypotheses were induotively
developed after the datn were conceptually categorized (Strauss & Corbin, 1990).
-Hypotheses were not_"develooed for individual case studies, but were developed based on
data from mult'iple. case Studies‘ |

The ground.ed theory process in this qualitative meta;analysis focuSed on building
categorical relationships in a cumulative fashion. Similar phenomena were group'ed in

categories and re-analyzed to identify relationships. These categories became components



in the conceptual framework; déta were simultaneously analyzed and interpreted, and
relatiqnships broposed between categories. B

Each case study was similarly analyzed, and categories were developed. Cross-
case compan'sods of the bategodes weré performed, eliciting commonalities among the
case studies. These relationship findings could ultimately b‘e used to develop a theory of
distance education based on qualitativ"e research.

Unlike grounded theory, which aims at theory building, this meta-analysis research

aimed toward finding emergent themes and patterns useful in theory building.

- Procedures

The data needed, sources arid methods for collection and analysis follow.

Data Needs and Soufces
The data needed for the qualitative meta-analysis vstudy were recent dissertation

case studies réporting faculty activities and attitudes about distan’ce education nU.S.
higher education institutions. Dissertations were selected because each met the following
criteria: Written in the English language; available through interlibrary loan; ahd contained
observational or interview data from instructors abouf teaching stratégies or attitudes,
used or expressed by thé instfuctor, to facilitate -leafning iﬁ é distance education class. A
distance education‘sevtting was defined as a p.hysi”cal separatidn or ladk of face-to-face
contadt between teacher and learner (Keegan, 1996).

| All of the dissertations were identified by Dissertation Abstracts Online with the |

key terms “distance education,” “case study,” “higher education” and “teaching”. After

procuring a list of 18 potential dissertations, abstracts were evaluated to determine if the



study contained pedagogical issues in distance education. Eight of the 18 potential

dissenatiohs contained pedagogical issues which could be useﬁli in the grounded ineta-_
analysis. |
‘Data Collection
Initially, two dissertations were ordered through interlibfary loan, to test and refine

the Case Study Céding Form (See Appendix A). The Case Study Coding Form contained
quality-assessing criteria detefmiﬁed by Hoséle’r and Scalese-Love (1989) to be useful m
evaluating studies for inclusion in a grounded meta-analysis. Additipnally, criteria from
| Burlingame (1994) and Yin énd'Heald (197 5) were included in the Case Study Coding
Form. The evaluation criteria included a thick; rich description of the research
"methodology and ﬁndings, as well as validity and re;liability‘ Components of the Case -
Study Coding Form includéd overall quality, problem statemet.lt,_‘reliability, validity,
reséarch questions, purpose, major concepts,' data sources and triéngulation,’site, subjects,
method, descriptive édequacy, findings, conclusion, recommendations and limitations.
Ea@h of these components were assigned a level of confidence based on clarity of
- descript_ions. The level of confidence contained the terms: Sure, not sure and no
- information. One of thgse levels was assigned for each component. After comﬁleting the
Case Study Coding Form, the- overall quality could be rated.

| Slight alterations wefc made to the Case Study Coding Form (See Appendix B),
- after which the six remaining dissertations Were ordered through interlibrary loan. One
| dissertation was unavailable through the library. Five were eventually received; four were
analyzed in thivs study. It was necessary to entirely code each dissertation’s data

independently of the other dissertations because they were received at varying times



through interlibrary loan. The processes of open, axiallan_d selective coding were
performed separateiy for each dissertation. A cross-case analysis occurred aﬂer’the
individual dissertation coding processes.

Data Analysis

Theoretical concepts were linkéd and categorized baééd on the Strauss and Corbin
(1990) procedure. for coding data. 'The three methods of codiﬁg for analysis were open,
axial and selective. Code notes; or fnerﬁos; were kept on each dissertation and were
presented in Appendices C; D, E and F. Coding the data produced general categories for
eacﬁ disserta‘tioﬁ, which représented the activit_ies and attitudes of teachers believed to be
in‘iportént for the facilitation of Student léarrﬁng in a distance edugation setting. The
coding process entailed breéking down the case study data into phenomena, then
recombining the data into similar fqnnafs, significantly simplifying the grounded meta-
analysis procedure, and allowing fdr familiarity with the indiyidual case studies.

The data Were interpreted by evaluating the conditions; events, actions and
consequences that occurred temporally or as part of the implementation process in the
case studies (Str‘auss & Corbin, 1990), Each story'was conceptualized into a fonnal
stat‘e'ment‘,. showing the rélationships among thé categories. “A (conditions) leads to B
. (phenomenon), which leads to C (context), which leads to D (action/interactional
strategies), which then leads to EH(_conséquences).” (Strauss & Corbin, 1990, p. 124-125).

Data interpretations were expressed as hypothetical relationships between
categoﬁes across case studies. Cross-case comparisons were performed, using the
hypothetical ‘statemen”ts. The meta-analysis focused on identifying the commonalities

among the case studies' findings.



Significance

To date, distance education research has emphasized the uniqueness of distance
education programs, and has offered minimai centributions to generalizable research. This
research was designed to bridge the singularity of practical case studies’ with the

“generalizability of a rneta-analysis‘

This study was signiﬁcant forv research in distance education. Rather than adding
another case study to the growing list of dissertations, a unique and prescriptive technique
for a qualitative meta-analysis which synthesized existing case studies, not previeusly
generalizable, Was developed. Ultimately, the data analysis pr_ovided an opportunity to re-

 define the traditional meta-analysis using .‘qvuali’tative standards, rather than quantitative. |
This ‘much-needed COtnparison of qualitative research findings provides researchers a
starting point for synthesi‘zing qualitative research in education and developing theories
based on qualitative meta-analysis research.

This study showed relatiQnships among themes which may be considered by
university practitioners .charged with implementing distance education. Educators often
attempt to teach at a distance using the same techniques as face-to-face instruction.
Infpnnation on the unique aspects of distance education can- be useﬁil tov practitioners as
they facilitate student learning.

This study was signiﬁcant for qualitative theory -development. The newness of the
distance education ﬁeld has prevented the generation of signiticant numbers of theories.\
The findings from this study may be a basis on which a grounded theory is developed.
Since much of the current research on distance education is in a case study format, the

coding techniques for meta-analyses may be needed in other areas of distance education.



Meta-analysis ﬁndings can serve as a ground for theory development.
Reporting

Chapter 2, Review of Literature, contains references to research in distance
education and related pedagogical issues, and presents an explanation of meta-analysis. A
variation of meta—analysis, grounded meta-analysis, using qual_itative data, was discussed..

Chapter 3, Methodology, provides information on the selection of dissertations for‘
data sources. Detailed descriptions of how the data were simultaneously collected and
coded include explanations of open, axial and selective coding process. A discussion of
the limitations of the study conclude the chapter. :

Chapter 4, Data Analysis, provides evidence to ansyver the research questions.
Each dissertation yvas summarized in terms of open, axial and selective coding. Based on
a synthesis of the dissertations, hypotheses were developed and presented in this chapter.

Chapter 5, Summary, Discussion, Conchisions, Recommendations and
Implications, provided a general overview of the research process. Speciﬁc data from the
dissertations were presented in support of the generated hypotheses. Hypotheses
discussi0ns focused on general commonalities and anomalies. The hypotheses were
‘ compared to an exis.tingxtheory of distance edUcation teaching presented by Holmberg
- (1995). Recommendation for future research, and implications for research, practice and

theory were discussed. The chapter concluded witha connnentary on the entire research
process.
Summary
Vast numbers of case studies exist in educational research. The increasing

contributions of qualitative researchers to the field have been both a blessing and a curse
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to practitiohers. Qualitative caée studies provided numerous concepts which pfactitioners
could adapt to their own educational settings, but the sheer number of ca;e studies
requires excessive time to sort énd exanﬁne. The focus of this research was to develop a
useful procedure for synthesizing case study research and extracting commonalities. The
topic of distance educatioh pedagogy was chosen because of the relative newness‘of the
field, the lack of a theoretical base énd fthé plethora of case studies in educatioﬁal research.
Methods developed by Hossler and Scalese-Love (1989) and Strauss and Corbin
(1990) were combined to sinﬁlariy analyze multiple case studies’ data and extract common

themes. These were presented as testable hypotheses, which may be useful in developing

a much-needed theory of distance education pedagogy.
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CHAPTER 2
" REVIEW OF THE LITERATURE

With a preponderance of singular case studies in distance_education pedagogy, but
limited theory, there existed a need to _de\ieiop.an,.assinﬁletion procedure for these ﬁndings
useful for édVancing theory. This chapter focused en a general ovefview of the literature
pertaining to distance educ'atien'pedagogy and related theories, the use of case studies in
distance educatieﬁ pedagogy; a Fiisc_ussidn of rheté-analysis, and tﬁe development of
_grouﬁded nieta—analﬁis, using case study data. |

| Distance Education Pedagogy

Distance education has been‘/p'roposed by Keegan (1996) as the generic term which
_ineludes several categories: Computer-based instruction, correspondence courses,
disfance learning, distance teaching, external studies, home study, independent sfudy, and
open universities. These types of distance education all have a common factor - the
physical Separation bet%veen the teaeher and the learner. There afe numerous definitions of
-distance edUcation (Moore, 1973, 1990; Holmberg, 1977; Garrison & Shale, 1987 ; Peters,
1988; Bafkef, Frisbie & Patﬁck, 199.3;‘ Penﬁay & Lane, 1994; Keegan, 1996) and all
refer to physical separation or lack ef face—te—face contact between teacher and learner.
Theoﬁeg of Distance Education Pedagogy |

Researchers have studied distance education and developed a small number of

formal theorieS to explain and predict distance education pedagogy (Schlosser &

12



Anderson, 1994). Sever_al researchers have sug‘gosted the need for theory consfruction in
' distanceieduication (Baath, 1982; Keegan, 1996; Minnis, 1985; Morgan, l1984; Perraton,
1981, Sclﬂoséer & Anderson, 1994). Ke_egan (1996) recommended developing a
theoretical base in distance education; which encornpassed practical research. Keegan
- (1993) compared sik theoretical frameworks proposed by fese,archers in distance
education and determined that “four of six theories focused on the learner in adult
education, and_ﬁVe of six theories had a communication theme” (p. 70). The theorists
were Otto Petérs, Michael Moore? Boije‘Holmbverg, Desmond Keegan, DR Garrison
(and Myra Baynton and Doug Shale) and John Verduin and Thomao vClark.

One of the earliest deyelopers of a thoory of distance education was Holmberg

(1977, 1995). Holmberg ( 1995) published a theory of distance education with 13 testable

| hypotheses about disto;nco teaching. These hypotheses showed the relationship belween
distance education teaching phenornena and the facilitation of leai‘ning. The relative
newness of the theory and the field have prevented adequate lesting of his hypotheses.

Holmberg’s (1995) theory of distance education teaching contained the following
13 hypotheses which might be clustered into the following categories: Pedagogy, student
activities and cornmunication. These llypotheses are:
Pedagogy hy potheses |

1. A course structure carefully based on required earlier learning, which

| makes subsiimpiions in AuSubel's sense poésible. |
2. Astyle of presentation that is easily accessible; a high degree of
readability of printed course materials.

3. Graphical and typographical presentations facilitating access to printed

13



cburses and Selections of relevant subject matter.
4. Sequencing, a choice of media and other principles for course
presentation adapted to stﬁdent needs and to the requirements of subject -
areas studied, e.g. those of operatiéns on knowledge and operations with
knowledge (Ch'&nge, et al., 1983, 14-16).
5. Quick handling of assignments so that studeﬂts need not wait for more than a
week to:have their work feturned with éofrections and comments.
6. Friendly, helpful, and extensive tutor coﬁments on assignments submitted, with
suggestions exprc.ssed in a way to promoté p'ersonal' rapport between student and
tutor. |
Students' ActiViLiés hypgtheses
7. Frequent submission of assignments requiring students to solve
7 problems, evaluate texts or récordings; re'search‘ﬁndings vindic’:ated that this
is valid if combined with hypothesis number six.
8. A presentation of course gbals or objectives which engages the student in the
evaluation of their relevance and, if at all possible, in their selection.
o 9. Self-bhécking exercises in pre-produced courses, throﬁgh which students W
are encouraged to pf_actice skills; not orﬂy model answers should be |
provided but also exteﬁsive cémments Basgd on coﬁrse writers' experience
of probabie errors and miSund&standings (Holmberg,’ 1995, 176-178).
Communication hypotheses
10. Teaching and counseling can be effectively carried out by non-contiguous

means; real mediated communication and simulated communication, incorporated

14



ih distance education courses by conversational style and other personal
appfoaches, make dialogue possible.

11. Personal (not necessarily or primarily contiguous) contacts with tutors
and other representatives of the supporting organi;ation promote
emotional involvement.

12. Pre-produced courses characterized by a conversational style with
invitations to an exchénge of views and with attempts to in\}olve the
_-student emotionally. |

- 13. Communicati‘on facilities (in writing, by'convlputer, on the telephone, |
and/or by audio tape) constantly open‘to students for questions and
exchanges of opinions with tutors and counselors (Holmberg, .1995, pp.
176-178).

Many universities are implementing distance education programs in spite of the

lack of tésting of the theoretical frameworks. Doctoral students frequently employ case

study methods to idehtify and describe instructors' attitudes and actions in these distance

education setting. These research projects are not usually theory-based; rather they are

exploratory and phenomenologically descriptive. Most of these case studies are too

limited in scope to ascertain theoretical concepts of distance education pedagogy. It was a

goal of this research to assimilate the iridividual_ case study findings into a tentative

theoretical framework.

Case Studies in Distance Education

Case studies may be termed “illuminative evaluations” (Morgan, 1991, p. 6) and

consist of examining particular incidences or events and the complex meanings associated
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with those events. “The aim of case-study work is to chart the multiple realities of
different i;terest groups invblved in the issue, phenomena or organization under
investigation, in a way which incorporates negotiation of the intefpretations with the
participarits” (Morgan, 1991, p. 10). Howei/er, case studies have been criticized because
of their lack of methddological rigor, event specificity and absence of comparative analysis
(Morgan, 1991; Ogawa & Malen, 1991).

Morgan (1984) praised the use of distanée education reseérch using qualitative
methodologies.i He explained, “résearch and evéluation studies which have adopted
qualitative methodologies 'g’enerate rich descriptioris of learning in specific contexts”
(p.265). He further stated:

This type of research has a generalizability, obviously nbt 1n a statistical sense, but

in a phenomenological sense. The readers and users of the findings can reéognise

a relevance to themselves and to tileir own éoritexts. This type of research aims to

raise people's awarenéss of activities and events in .partic':ular settings so that links

and parallels can be drawn to inform practice in other settings and new contexts.

(l\/Iorgan, 1984, p. 265) | |

The field of distance educaﬁon ‘was relatively new when Morgan's'paper was
published in 1984. Since fhaf time, 'hundreds of qualitative dissertations on distance
éducation topics have been completed and many employ a case study methodology. A
compliter' search of Dissertatiori \/Abstracts Online pioduced 169 seafch results with the
key terms distance education and case study.

A brief summary of the four used dissertations used as data sets are reviewed.
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Foster Dissertation.

The main story dealt with how the teacher and students int‘eravcted in a distance
education setting. Various teaching styles were observed in the dissertation case study,
inciudiﬁg monologues, reading from t.he,text, class disCu'ssions and small group activities.
The instructor integratéd humor with his teaching. As the‘semester progressed, the
instructor adjustéa his teaching stylé and used less monologﬁe and reéding from text,
‘spending more ciéss time on open discﬁssions. As the semester progressed, the most
frequent type 'of teaching style became class ‘discbussions in which the'instructof asked
bpen—ended ciuéstions and the students,fesponded and debated (Foster, 1993).

Gilchrist Dissertation. - | |

The main story was a comparison of instructors' attitudes énd feelings toward
teaching at a distance. There were two variables used to describe instructors: Level of
adoption and degree of use. Although somé disagfeement existed among users and non-
users, and high adopters ;1nd low adopters, two common beliefs emerged5 regardless of the
- experience of the faculty member. The faculty believed the primary advantage of distance
education was its ability to provide education to students in remote locations. The
primary disadvantag‘e"of distance education was bélieved to be a lack of face-to-face
| communication (Gilchrist, 1997). |
Blun‘delyl Dissertaﬁbn, :

The mainv story was about requiring instructors to teach a course via distance
eduéation, even though they may have misgivings about distance education. Instructors'
_ concerns included: Less control over activities that affected student learning, loss of

control over technology, loss of class time due to technology failures, inability to
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physically monitor events at multiple locations, and inadequate performance of students
and technica.iisupport.staﬁi The instructor felt s/he had limited power, as compared to the
control s'he traditionally experienced in a face-to-face classroom. Instructors depended
on others (technicians and students) to self-monitor. Students who appeared frustrated in
a distance education class were monitored for verbal and non-verbal cues, which signaled
problems that needed to be addressed by the instructor. Distance education teachers
applied conflict resolution procedures, adjusted their teaching techniques and took
measures to ensure satisfaction among all groups involved. Ultimately, the teacher
relinquished some classroom authority, empowered sorne, or all students, and accepted
that loss of control occurred in a distance education class (Blundell, 1997).
Liu Dissertation. |

The main story was about the instructor's feelings and attitudes regarding the
planning and implementation of an on-line chemistry class. The instructor evaluated his
interactions with students and administrators. The instructor's frustration with others'
performance was a theme throughout the story. However, the instructor strongly believed
in the need for an interactive, on-line chemistry class, and was willing to face obstacles and
tailor the class to meet the needs of remotely-located students (Liu, 1996).
Case Study Contributions to Theory Building in Distance Education Pedagogy

Morgan (1991) and McIsaac (1989) suggested.av need for cumulative knowledge
for theory develonment in distance education. Researchers ﬂ\/Iorgan, 1991; Atkinson &
Delamont, 1993) argued that individual case studies in distance education were not
comparative or cumulative. “It is hoped that criticism will encourage comparative studies |

relating to, and extending earlier work in order to build up a stronger theoretical
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understanding of distance education” (Morgan, 1991, p. 31). Atkinson and Delamont
(1993) also criticized‘ithe singularity of case studies and the need for comparative analyses.
“If studies are not explicitly developed into more general _frameworks, then they will be

» doomed to remain isolated one-oﬁ‘ affairs, With no rsense of cumulative knowledge or
developing theoretical insight” (p. 215). Researchers can contribute to a theoretical body |
of knowledge by evaluating case studies within a broader picttireof “formai eoncepts” or
“generic problems” (Atkinson & betamont, 1993, p. 2‘16);

Minnis (1985) believed mueh of the researeh in distance edueation was orﬂy
peripherally concerned with theory developrrlent, ‘usuallyv at the beginning or completion of
aresearch proj‘ect; He advocated distance educat_ion research that focused on theory |
eonstruetion rather than context specific descriptions. Minnis (19.8 5) suggested cross-case
research designs and grouhded theory were important methodologies for enhancing the
development of distance education as a discipline. In a book ealleo Classroom
Ethnography, Hammersley‘(1990) explained: “Unless researchers work collectively on -

particular theories, investigating cases which are critical for those theories, there will be no

cumulative bdevelopment of knowledge” (p. 11).

Meta-Analysis
The techniques of analyzing multiple research studies. have been defined and
- discussed by rnanyresear'chers. Numerous term's‘.are ueed in the literature to describe the ‘
process. These include: Grounded meta-analysis, meta-analysis, meta-assessment, meta-
ethnography, meta-e\raloation, meta-research, exploratory case study, case-survey, cross-
case research, cross-site synthesis, research synthesis, research integration, ‘integrative

review, and propositional inventory. Although the terminology varies, a common
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assumption is that scientific research findings need integration in order to reveal trends and
theories. In 1970,> Glass used a mining metaphor to describe the vast quantities of
unrelated research. The mines of science have mountains of accumulated, unrefined ore.
Many of the raw ﬁndings get buried under new accumulations, even though science would
be better served if the findings were refined and 'hammered vinto usable metal.

The large number of dissertationv_case studies in distanceeducationvillustrates this
metaphor. Progress could be made toward an ove‘rall theory of distance education
pedagogy if commonalities among the case 'studies' were unearthed. Like Glass (1970),
Berger (‘1 982) advocated the‘importance of “integrating collective meanings among case
studies on a certain topic” (p. 2). While Glass (1970) and Berger'-(1982) stressed the
importance of relating similar research topics, the purposes of the relationships varied.
Purposes included theory testing, ’theory building and synthesizing research from different
disciplines (Short, 1985; Berger, 1982). |
Quantitative Meta-Analysis

Meta-analysis, was the term used to describe the methodology for this study.
Originally, a meta-analysis referred to the application of summary statistics to results from
multiple-quantitative studies (Glass, 1976; Kulik, Kulik & Cohen, 1}979; Cook‘& Leviton,
1980; Guskin, 1984). Glass, McGaw and Smith (1981) explained three fundamental
components ofa quantitative meta-analysis: 1) quantitatively synthesizing similar studies
in a common problem area;' 2) looking at all of the research in the common problem area,
and 3) generalizing the findings. Kulik, Kulik and Cohen (1979) aptly summarized the
need for meta-analyses: “Broad, integrative syntheses of research are obviously needed to |

| help harr‘ied 20th-century researchers” (p. 307).
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The quantitative meta-analysis technique ‘was proposed by Glass in 1976, during
his AERA presidential address ii(Short, 1985). Glass (1976) described the technique as an
“analysis of analyses-,”the “statistical analysis of the summary findings of many empirical
studies” (Glass, et al., 1981, p. 21).

- Qualitative Meta-Analysis

Following the introduction"(.)f the quantitative meta-analysis, some researchers
began to apply meta-analyses to qualitatii/e data, ’although many different terms and
slightly different methodelogies were used to describe the qualitative meta-ana_inis. 'b
Generaliy,’ resea_rchers were attempting to gain obj ectivity and generalizability m their
researeh synthesesi(Li'ght & Piliemer, 1982; ’Short, 198 5;H(.)_ss1er_ & Scalese-Love, ‘1989;
Miles & Huberman, 1991) while preserving the subtle nuances of real-life contexts
(Ogawa & Malen, 1991). Short (1985) also argued that subjectivity should be
acknoWiedged because a meta-analysis is a secial construct, influenced by and reflective of
the beliefs of those involved. She believed qualitative meta-analyses should strive for
“consistent subjectivity” (p. 29). Generalizability could be gained because “having
multiple sites increases the scope of the study and, thereby, the degrees of freedom”
(Miles & Huberman, 1991, p.i 151). The comparison oi‘ cases all'ows the researcher to
determine the generality iange ofa 'ﬁnding anti the eonditions under which that finding
occurs. In other words, the multiple case analysis has greater potential for generalizability,
and greater explanatory power (Miles & Huberman; 1991).

A qualitative meta analysis differs from a singular qualitative research study
becauseof this generalizability. Usually, singular qualitative research isv viewed as having

limited generalizability; limited to the extent that the readers “can recognise a relevance to
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themselves and to their own contexts” (Morgan, 1984, p. 265). Yin and Heald (1975)
stated:

The main shortcoming of case studies was that the insights from the studies could -
not be aggregated in ansl sénse. The case survey method fhus carries the classic case study
method one majof sfep forward; it .enables aggregate reviews of individual case studies to
be undertaken with scientific rigor (p. 372). |
Uses and Limitations of Meta-Analyses |

Four purposes existed for qualitative and quantitative meta;anélyses: 1) To assess
progress in a ﬁeld; 2) to -\.zall'ida.ti'e previous theories of genéfate new theories; 3) to
synthesize knowledge fforh dissimilar research types; and 4) ‘tol generalize from a set of
studies (Jackson, 1980; Short, 1985; Hossler & Scalese-Love, 1989).

Although Short (1985) ‘énd“”Hossler and Scalese—Love (1989) believed in the
usefulness of meta-analyses. Short stated, “It is not an objective means of uncovering the
truth ... or a way to get at truth or facts. It provides a good state—offthe-art of current
beliefs in a particular area” (1985, p. 29). A meta-analysis is subjective and is only one
way of knowing (Lighf & Pillemer, 1982; Short, 1985; Hossler & Scalese-Love, 1989).
Meta-analyses provide an undefstanding of and reflect current beliefs, however, fhis
methodology does not encourage the evaluation of these current beliefs. The s‘ynthesizing’
nature of a meta;analysis inhibits the generafioﬁ of new ideas (Short, 1985).

Individual biases are inherent in quantitative and qualitative studies. Reviewer bias
also exists.  The way in which the reviewer selects multiple studies for the meta-analysis
may be biased (Ogawa & Malen, 1991). Ogawa and Malen (1991) recommended

confronting issues such as excluding and including studies, and reducing ambiguity in data
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collection and analysis. Researchers should attempt to discover and challenge biases, so
their impact is reduced during cod;ng and interpretation (Hossler & Scalese-Love, 1989).
Case studies and narrative reviews have been criticized for lack of reliability and
generalizability (Cooper, 1982; Light & Pillemer, 1982; Guskin, 1984; HoSsler & Scalese-
Love, 1989). This grounded meta—anaiysis was designed to challenge this criticism, by

providing a procedure to generate hypothetical statements across case studies which could

ultimately be organized into a theory of distance education pedagogy.

Grounded Meté—Analysis

An important qualitative variation ofa meta-analysis is the grbunded meta-
analysis, proposed by Hoséler and Scalese-Love (1‘98_9). Drawing .upo'n the grounded
theory approach developgd by Glaser and Strauss (1967), the researchers combined
quantitative and qualitative meta-analyses with the grounded the’ofy’ framework. Hossler
and Scalesg-Love (1989) believed the grounded meta-analysis could be used to advance
theory. “In gfbunded meta-analysis, felationships are discovered through the systematic
analysis of related studies. Investigators search for convergent findings that suggest
relationships among events and outcomes” (Hossler & ScalgsefLove, 1989, p. 8). They
‘developed this variation for several reasons: 1) To capture comparable categories of
quantitative and qualitative studieis, 2) to search for and "make sense of emerging patterns
and relationships, 3)‘t"o .uniformly analyze related st;ldiés, and 4) tb inductively derive
hypotheses and theories.

Glaser and Straﬁss’ (1967) did not intend for researchers to use grounded theory
development for synthesizing research data from published literature (Hossler and Scalese-

Love, 1989). However, Hossler and Scalese-Love (1989) stated their grounded meta-
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analysis was designed to “systematically examine two competing sets of knowledge
claims” (p. 9). By systematically examining the knowledge claims, these researchers
hoped to discover patterns, effects of context, and relationships arhong concepts.

The grounded meta-analysis developed by Hossler and Scalese-Love (1989)
combined components of narrative research review, case sﬁrvey method aﬁd quantitative
meta-analysis. Tﬁeirvresearch questions asked for evidence of relationships between two
variables, rationai planning and orgahi_zatiOnal effectiveness. Thefr review of the literature
revealed research in quantitative and qualitative formats which they aggregated for the
meta-analysis. The grounded meta-aﬁalyéis‘procedure was designed to investigate diverse
researchers' viewpoints; to “cépmre compafablé categories. of information in both
quantitative and qualitétive studies, .;.searcl.l for emérging bé.ttéms; look for relationships,
and attempt to make sense of what was discovered” (p. 8). They developed an‘instrument
to record detailed information about each study, similar to the case survey. A constant
comparative method was used, in which data were simultaneously coded and analyzed.
Coding sheets contained open-ended questions useful for eventual summarization.
Patterns and categories were identified among the findings, and emergent categories were
synthesized into a cohergnt whole. Findings from previously disparate research
methodologies were integrated into meaningful statements of relationships, useful for
advancing theorj

The grounded'meta-ahalysis pfocedure developed by Hossler and Scalese-Love
(1989) contained the following five elements:

1. Developing an open-ended survey or coding instrument that was revised as

synthesis proceeded.
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2. Coding both quantitative and qualitative informationin a similar fashion that
permitted cdmparison‘s of iindings across studies.

3. An‘overlapping process of gathering the sample (the studies reviewed), coding
information, and analyzing the data.

4. Evaluating each study in terms of quality, exclu'ciing low-quality studies.

5. Using a research team and peer debriefers to assure consistency of analysis and

objectiVity of results (Hossler and Scalese—Love,v 1989, p. 9).

: Egplicit‘ Acceptance Criteria |

| Ogawa and Malen (l991) génerated alist of bioad criteria on which to judge
potential data sources. They recommended 'ea'cih document be evaluated- on purpose,
coverage and quality. More'speciﬁcally,‘ the documents should spécify the cértainty and
position of the source, have a detailed_ and consistent conteni,s and ibe logical iri relation tb
other documents.

Yiiiand Heald_ (1975) recommended answering a complete set of closed-ended
questions for each case study, enabling the researcher to aggrégate the answers for the
case sufvey and improve reliability. They recommended as_aigning a cqnﬁdence level
(suie,_ not-sure, or no ihforination) for each quéStion; indiéati_ng the meta—analyst‘s
perception of a weak or strorig respbnse. Characteristiés of a case study described in
great detail were considered strong responses and given high cahﬁdence levels; poorly
described charactcriétics, requiring reader infeiénc’:es, were considered weak-responses and |
given low confidence levels. Also, the standards of conﬁdencé should be high enough to
distinguish poorly documented characteristics from we'll-documentéd‘characteristics.

Ultimately,‘,Yin and Heald (1975) suggested categorizing the individual case studies into
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lower, fneciium and high quality.
Explicit Rejection Criteria.

After carefully examining and evaluating case studies in a topic area, a researcher
may choose to omit certain case studi_es from the meta-analysis. The studies méy be
rejected based on criter‘ié such as marginal relevanqe to th¢ topic or poor quality (Yin &
Heald, 1975). Guskin (1984) explained qualitative researchers classified studies as
unusable if ‘inapp‘ropdakte operational defmitiéns were used. Simﬂérly, Ogawa and Malen
(1991) recommended excluding data that did not conform to the concéptual déﬁnition or
lacked a clearly defined topicﬁ determined by the,reséarcher. These parameters were more
- important for guiding vdat‘a selec,tion‘than methOdologiéal adequacy. “Conformity té the
conceptual definition is the primary cﬁterién for seeking and Seleéting information--not
methodological adequacy” (Ogawa & Malen, 1991, p. 276-277).

Hossler and Scalese-Love (1989) Qeveloped a case study coding form for
measuring éach study'vs quality. The codiI;g forrﬁ pfovided open-ended quesﬁons about
important components of the case study. Overall, the studies were rated as low, medium
or high based on these predetermihed criteria. Case studies receiving low ratings were
excluded ‘from the meta-analysis. Low ratings were based on: 1) Inadequate richness or
'thickhéss of descriptionbanid 6utcomes; 2) excessive researcher or participant biases; and
3) case study researchers reporting non—“signifi-cant -ﬁndiﬁgs to justify their biases (Hossler
& Scalese-Love, 1989).

Yin and Heald (1975) suggested the rejection criterion was as important to thé
‘meta-analysis as the inclusion criterion, and should be exf)licitly stated. They also

mentioned the possibility of a future research topic comparing the included and excluded
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~groups of case studies.
Reliability and Validity
Reliability is the likelihood that a different researcher would arrive at similar
analyse‘s and conclusions when reviéwing the same data (Yin & Heald, 1975; Morgan,
1991). When expanded to meta-analyses, this concept suggests the establishment of
reliability during thé initial decision to include or exclude a case stndy from the meta
researdh. They recommended more than one researcher evaluate eéch case study's fit with
the predetermined selection criteria. “The amount of interanalysf agreement is then the
measure of reliability” (p. 373).. Reliability, or the establishment of replicability, during the -
coding prdcess can be posed as a question (Yin & Heald, vl 975; Nicotera, 1993). Would
another researcher develop and link similar cafégoﬁes and concepts across case studies?
Reliability is enhanced when the researcher caréfully leaves an audit trail, delineating
 precise stéps for conducting the study (Yin & Heald, 1975).
| Validity has been likened to “recognizable reality.” Do the subjects involved in the
case study feel the researcher's account has a “ﬁng of truth?” (Morgan, 1991, p; 12).
Reviewing multiple qunlitative studies poses a risk to validity because “the rules ‘of
inference ¢mponed are u‘snally unstated” (Guskin, 1984, p. 76). Dnn'ng data analysis, the
researcher may misinterpret ﬁnding’s_ from individual qualita’dve researdh. The process of
summarizing ﬁndings becomes diﬂi’cultb for thev r'neta-vanaly:st.' However, Guskin was
concerned abouf this threat to Qalidity in both qualitative and qnantitative meta-analyses.
- He cautioned researchers a,gainst assuming that coding data is the key to ensuring validity.
Burlingame (1994) and Y1n and Heald (1975) explained external validity as

generalizability to other situations. In the Yin and Heald (1975) case vsurvey of public
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service areas involved in urban decentralization, they were unable tc establish external
validity. They believed “there is no satisfactory way of kncwing how to generalize from
community to community or from one time period to another” (Yin & Heald, 1975, p.
377). However, in this research,‘ ei(temal validit;i was accomplished by using multiple
sites (case studies) which contained t_hick, rich descriptioné.

Construct Validity is the “estab.lishme'nt of clear deﬁniticns, accurate measures, and

- sound indicators of the plieno_menon under stud&” (Ogawa & Male‘n',, 1991, p. 277).

Construct validity is an important check on biases and crrors'when multiple and varied
sources are use‘(i in a study. *Clcar conceptlial deﬁniticns allow the researcher to determine

which documents to include or exclude as data (Ogawa & Malen, 1 991).

Data Coding

Hossler and Scalese-Love (1989) recommended using thc'Strauss and Corbin
(1990) grounded theory technique to perform a grounded ineta-analysis. Strauss and
Corbin (1990) delineated three major methods for coding data in grounded theory. The
three methods of coding were open coding, axial coding and selective cOdirig. These
methods, documented as code notes, were the proceSécs by which theoretical concepts
were linked and categori_zed.v |

Open Coding. Thc initial coding procedure,i opcn ccding, is defined as “the
process of breaicing dovsin, examining, compa.ring, conceptualizing, and categorizing data” -
(Strauss & Corbin, 1990, p. 615. Data were fractured, and similar concepts were grouped
into identifiable categories, with properties and dimensions. “Properties are the
characteristics or attribufes of a category. Dimensions represent locations of a property

along a continuum” (Strauss & Corbin, 1990, p. 69).

28



Axial Coding. “Axial Coding is a set of procedures whereby data are put back
together in new ways” (Strauss & Corbi;, 1990, p. 96). Connections were made between
categories, with‘a re'sult_of more complex subcategories. Through axial coding, Strauss
- and Corbin. (1990) developed the Paradigm Model in which “subcategode_s are linked to
categories in a set of relationshipé denoting cagsal conditions, phenomenon, coﬁte;ct,

~ intervening conditions, action/interactional strategies and consequences” (p. 99). The

Strauss and Corbin Paradigm model (1990, p. 99) is shown as:

(F) Consequences |

“Causal Cdnditions refer to the events or incidents that lead to the pheﬁomenon”
(Strauss & Corbin, 1990, p. 100). Usually, more than one causal condition is responsible
for the development of a phenomenon, énd may éétermine the degree to which the
phenomenon occurs. Spéciﬁc words in the data, such as “due to” or “because of” may be
indicators of causal conditions.

. “The phenomenon is the central idea, event, happéning, about which a set of
actiéns/intefactions i§ direCted at managing or handling, or to which‘ thé set is related”
(Strauss & Corbin, 1990, p. 100).

| Context is defined as “the specific set of pr,_opertive:s that pertain to a phenomenon;
and the conditioné within which the action/interactiohavl' strategies are taken to manage,
carry out, and respond to a speciﬁc'b phenomenon (Strauss & Corbin, 1990, p. 101). These
specific conditions, which represent context, may be identified in the data with words such

as “when,” “how,” “type of,” and “duration”. The context influences intervening
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conditions, the broad and general conditions bearing upon action/interactional strategies;
and include:  Time, economic statllls,i and technological status” (Strauss & Corbin, 1990,
p. 103). Intervening Conditions may speed or slow the action/interection.
Action/Interactional Strefegies are evolutionary and are usually sequenced in a
purposeful manner, leadmg to a goal. :Bvothv su_ccessﬁJl and unsuccessﬁll strategies or
tacties are important when building a grounded theory. Strauss and Corbin ( 1990)‘ _
explained that sﬁccessﬁll sfretegies oceur When the actien or interaction purﬁoseﬁ;lly
~ (occasionally, reflexively) oceﬁrs. U.nsucc‘essﬁJl‘ stretegies or tactics occur when an
expeeted action or interaetioh-, which would ordinarily occur, does not occur.
Consequences.‘are the eﬁtcomes of the “acfioh and interaction taken in response
to, or to manage a phen_omenon” (Strauss & Corbin, 1990, p. 106). If acﬁons and
interactions. do not occur in response toa phepomenon, these failed actions/interactions
are also consequences. ‘Consequences ﬁlay actually or potentia11$1 oecur,> and may happen
immediately or eventually.
The consequences of one set of actions may become part of the conditions
aﬂ‘eeting ‘the next set of action/interactions occurring in a sequence--or even part |
of condiﬁons that fellow in still another sequence.. 'Censequehces of an
action/interaction at one point in time rﬁey become part of the conditions of
 another. (Strauss & Corbin, 1990, p. 106)
In Axial Coding, theb coding paradigrﬁ or Paradigm Model was used »for linking and
developing multidimensional categories. |
Selective Coding. Selective Coding involved integrating concepts to produce a

theory (Strauss & Corbin, 1990). It was “the process of selecting the core category,
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systematically relating it to other categories, validating those relationships, and filling in
categories that need further feﬁnement and develo;ment” (p. 116). Selective coding
involved explicating and conbeptualizing the story line. Each story line included an

- integration of the major ca_tegoﬁes, and fhé relatibnships among those categories. The
development of hYpétheses, relating categories was a final cq'mponent of selective coding.
The prescribed format for "a hypothesis was: “Under these conditions (listing them) this
happens; whereas under these conditions, thisis what occurs” (Stfauss & Corbin, 1990, p.
127). The conditions, events, actions and co_nseq’uences that occurred temporally 6r as

part of the implementation process in the case studies were evaluated during selective

coding.

Summéry

Researchers tended to agree that comp‘arative analyses were important for both
quantitative and qualitative studies. vThe quantitative meta—analysis, proposed by Glass
(1977), was widely accepted as a rigorous scientific process for synthesizing empirical
data. Less universal acceptance was given to this procedure for synthesizing qualitative
studies, although many researchers agreed scientiﬁc “procedures for collecting;
aggregafing, and analyziﬁg coaed data” (Ogawa & Malen, 1991, p. 270) were needed.
Typically, the primary argumeﬂts against a qualitative mété—analysis were researcher bias
and lack of -methbdological rigor. However, Ogawa and Malen (1991) f)rovided speciﬁc
| guidelines for reducing researcher bias and increasing methodological rigof in their
exploratory case study method.

Frequent citations in the literature stated that research in distance education

needed to contribute to a theoretical base (Minnis, 1985; Mclsaac, et al., 1989;
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Hammersley, 1990; Morgan, 1991; Atkinson & Delamont, 1993). The relative newness of
the di‘sténce education field has prevented many researchers from focusing on theory |
deVelopmént. vI‘nstead,:past researchefs focused on more practicé—orientcd aspects of B

distance education, such as learning, teaching and implementation.
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'CHAPTER 3
METHODOLOGY

Hossler and Scalese-Love ( 1989) designéd a grounded mveta-analysis procedure
used to “inVestigate the effects of rational ‘planning and organizational culture upon
organizational effectiveness” (p 6). Their unique research synthesis design was baséd in
part on the Glaser and Strausé (1967) grounded theory >appr‘oach, tlnd in part on a meta-
analysis technique propdsed by Glass (1976). 'The'résulting q'ualitative meta-analysis
framework, tested by Hossler and Scalese-Love (1989), was rtl_odiﬁed and used in this
research.

Hossler and Scalese-Love (1989) used both qualitative and quantitative studies in
their grounded meta-analysis. Due to the large number of qualitatiVe case studies in
distance education, this ptoj ect was limited to qualitative case studies. The decision to
use iny qualitative data. for this research, rather than both quantitative and qualitative
research, ptovided a unique aspect in this research proctsss, and differentiated it from the

grounded meta-analysis developed by Hossler and Scalese-Love (1989).

Data Sources
A perusal via Dissertation Abstracts Online produced 169 records of dissertations
with the key terms “ distance education” and “case study”. To further delimit the number

of potential dissertations, additional key terms, “higher education” and “teaching,” were

33



added to the search. This modification produced a more manageable list of 18 potential
dissertations. Data were comprised of the most recent dissertation case studies reporting
faculfy activities and attitudes about teaching distance education in higher education
institutions.

Data Selection

Abstracts obtained from Dissértation A‘bstracts Online vWer,e reviewed and
evaluatéd for thé 18 potential dissertations. Usable abstracts contained data about
distance education pedagogiéal attitudes and actiéns. Non English dissertations were
eliminated. An exact number of case studies ‘to be used in the study was not initially
speciﬁed because each dissertatiéﬂ had té be evaluated on particular criteria specified in
the Case Study Coding Form (Appendices A & B). Eight dissértations were selected,
séven were procured and fouf were ultimately used for this study. -

Ten dissertations identified iﬁ the séarch Wefe not selected due to one of these
factérs: Non-English language, unrelated to pedagogy, unrelated to highef education, 6r
involved only students' opinions. Eight dissertations were determined to be potential data
sources and were ordered through interlibrary loan. ‘One was inaccessible by the
interlibrﬁry loan department. - | |

The seven available ﬁnd relevant case studies wére evaluated based on the criteria
in Appendices A and B, the pilot and modified Case Study Coding Forms, adapted from
one developed by ‘Hés-sler and Scélese—Love (1989), with contributions from Yin and
Heald (1975) and Burlingame (1994). " The Case Study Coding Form (See Appendix A)
was Initially tested on two dissertations to determine its usability and to establish a logical

~ sequence of evaluative questions.
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The Case Study Coding Form contained specific acceptance or réjection criteria
‘which was used to determine the applicability of the se\:en available dissertations.
Researchers (Yin & Heald, 1975; Hossler & Scalese-Love, 1989; Bﬁrlingame, 1994)
stressed the necc;ssity of specifying the procedures used to collect the case studies. The
process of reviewing heterogeneous case studies, of uneven qliality, was similar to survey
research in which individual case s‘plidy ﬁndingslwere treated as data sets, or responses to
survey items (Ogawa‘& Malen, 1991). | |
Yinv and Heald (1975) récommended the inclusion of a confidence level for each
question, ndicating the metaaanélyst's perééptién of a weak or strong response. The
“terms, sure, not sufe and no information, were recbmmended by Yiﬁ and Heald (1975) to
classify each component of an individual case study. The standards of confidence were
high enough to distinglvlishb poorly documented characteristics':from well-documented
characteristics.(Yin & Heald, 1975). These fecorﬁmended,conﬁdence levels were included

in many sections of the Case Study Coding Form.

Pilot Coding

T«he»‘ first draft"c‘).vf the Case Study Coding Form was design»at_edu the pi‘lot instrument.
- The pilbt Case Study Coding F orm (See Appendix A) contained objective and sﬁbjective
information abopt th‘e‘study. This indﬁde& refefgnces to the following objgctive
components: Problem s.t‘atement,' research queétions, I;ﬁrpoée, éoncepts, data sources,
site, subjects, thethod, findings, conclusion and recommendations. The subjective
information in the coding form included: Quality, reliability,' f/alidity, and conﬁdence
levels in the information presented in the study.

According to Hossler and Scalese-Love (1989), the open-ended coding instrument
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Was to be revised as the synthesis proceeded. After initially completing the pilot coding
form for two dissertations, two minor changes were made to the pilot coding form (See
Appendix B). The alterations were: Changing the term “Study Information” to
“Bibliography” because bibliographicai information was critical for the research; and
moving the term “Site’} closer to “Research Subjects Description and Size” because they
were typically discussed in the same section in dissertations.

The resulting case study. coding form was uniformly completed for each of the
seven potential dissertations and prO\iided a general standard, Which enhanced the
methodological rigor. According to Ogawa and Malen (1991), f‘rigor involves adherence
to principles and procedures, metliods, and techniques that minim‘ize bias and error in the
collection, analysis, interpretation, and reporting of data” (p. 267). .The' completion of the
modiﬁed coding form for each dissertation became a rigorous strategy designed to
standardize the methodological procedure .(See Appendix B). |

A second .researcher served to audit the completed Case Study Coding Forms.
The independent perusal of each coding form was further evidence of internal validity.

Data Collection and Coding

The dissertations were selected using a modified Hossler and écaiese—LoVe (1989)
coding form (See Appendix B). This Case Study Coding Form was useful for creating a
research abstract on each dissertation, in a standardi;ed format. From this form, the |
dissertations were determined to be usable or unusable, denending on. the richness and
quality of the study information and evidence of teachers” attitudes and actions.

After completing the Case Study Coding Form, data from each case study were

recorded, coded and analyzed, using the grounded theory approach developed by Strauss
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and CQrbin (i990). (Appendices C, D, E & F contained coding for the four dissertations
used as data). .Because each dissertation contained vast datzii and numerous phenomena,

: tlioroughly coding eaeh dissertation through all three stages, open, axial and selective
coding, became a necessity. Only after the selective coding process were multiple case
study data c_ombined. Summaiies of the eoded data were located in Chapter. IV‘ ,

For each cese study, theoretical concepts were linked and categorized, using
open, axial and selective coding processes (Strauss_ & Corbin, 1990). Open coding
involved identifying phenomena and giouping sirnilar’ p'henomena into dimensional
categories. Axial coding involved reassembling the data from open coding in new ways.

Selective coding involved the bnilding of hypotheses from identified relationships among
categories (Strauss & Coibin, 1990).

The entire coding process'was cornpleted for each disserta‘iion before cross-case
analyzing. It was necessary to nresent each. case study in a similar format before
attempting to compare multiple case studies. The constant comparative technique, an

integral part of grounded theory data analysis, was ultimately based on thorough code

notes recorded before the dissertations were returned to the lending ‘libr‘an'es. .

Open Coding

“Open coding fractuies the data and allo_wsv,one to identify some categories, their
properties, and dimensionel locatiens” (Stialiss & Coibin, 1990, p 97). Before
conducting open coding, the dissertation ﬁndingsvwere perused. After reading, the
relevant data from commentary and trénscriptions of the case were recorded line by line |
(See Part 1 of Appendices C, D, E and F for concepts and phenoinena). Concepts

referred to instructors’ beliefs or ideas and phenomena referred to instructors” actions.
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Each mentioned instructor concept or phenomena was listed, such as “asks questions,”
“uses humor,” or “monologue.” Duplicate ideas or actions were listed only once, but
frequency of occurance was noted after the idea or action. Table 1 depicts an éxcerpt of
concepts and phenomena'derived from data in the Foster (1993) dissertation. (For
complete data recofds, see Part 1, Ap’pendices C, D, E and F).

Table 1 , |

S>ample Concepts and Phenomcﬁa Data Derived During Open Coding

| >initiat'_es student -intrOductions -
personal '-anecdote .shan'ng Iﬁs nervousness |
~engages in humorous banter With student (noted five times)
mainfains good eye coﬁ_tact with students
briefly loses eye contact with mésf of class
asks question (noted tén times)

monologue (noted five times)

- After all transcribed instructor ideas and actions were reCorded as conceﬁts and
phenomena, similar concepts‘or phenomena w’ere_ gro‘up_ed_ apcording vto categories. These
: -categories were broad enough to encompass the rela,fe.d concepts or>phenomena. Strauss
and Corbin (1990) deﬁned categoriés as labeis placed on oﬁcc‘um'nvg phenomena or
concepts.

Table 2 represents the open coding stage of developing the category labels to
group similar éoncepts and phenomena within each dissertation. None of the categories

were used in all four dissertations. Although a category may have been used in more than
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one dissertation, the dimensions within the category may be different across categories. In
other words, the meaning of the category label was dissimilar, although the same term

might have been used. (For complete data records, see Part 2, Appendices C, D, E and F).

Table 2

Categories Encompassing Concepts and Phenomena Derived During Open Coding

Foster Dissertation Categories
. Tension Reducer

. Barometer
Information Disseminator
Non-verbal Actor
Learner
Politician -
Blundell Dissertation Categories
Pragmatist '
Service Marketer
Team Player
Developing Professional
Non-verbal Communicator
Information Disseminator
Gilchrist Dissertation Categories
Politician '
Non-verbal Interpreter
Learner
Powerless Commander-in-Chief
Creative Teacher '
Barometer
Liu Dissertation Categories

- Service Marketer

- Pioneer

Team Player

Politician

‘Devoted Teacher
Barometer ,
Non-Visual Communicator
Information Disseminator
Powerless Commander-in-Chief
Frustrated Middleman .
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'Th‘e final component of opén coding entailed dimensionalizing each property
according to frequency, duration,b degree or other conditions which could later be
“developed into hypotheseé (See Part 3 of Appendices C, D, E and ‘F).

Table 3 is the Dimensional Proﬁle of Proi)erties within Categories Derived vDun'ng
Open Coding. It depicts an excerpt of this dimensionalizing process for the Foster (1993)
dissertati‘on daté. (For cémplete :data recbrds, see Part 3, Appendices C, D, E aﬁd F).

Table 3

Dimensional Profile of Prop'efties within Cat‘egoﬁes:Derived During»Op‘en Coding

Category: Instructor as Tension Reciucer
Pfoperty: telling humorous ane‘cdotes/jékeé
Dimensions: |
1. Jokes seem to be a tWo-way street. I,nstruétor presents and receives jokesvfronrl
étudents. |
2. Jokes are often used to lighten a serious tone in the class.
3. Personal anecdotes are often used to begin the first and seéond half of a class
period.
4; J okes ‘are oﬁen ﬁsed when teéhhiéal difficulties ocdur.
5. Instructor'lises an‘ecdoteé/jbkes to reduce }ﬁé'OWn tensions, as well as the |

students.

After opeh coding each dissertation, the analysis was checked against the
dissertation author's analysis of the case study findings. Any properties recorded by the

meta-analyst, which contradicted the dissertation author's analysis were reviewed and
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revised. These few discrepancies were due to unclear presentations of data in the
1

‘dissertations. The dissertation author, having first-hand knowledge of the phenomena,

was determined a more accurate source.

Axial Coding

Once the data were fractured by the open coding pr_ovcessb, axial coding was used to
reassemble and relate data in new ways “by ﬁlaking connections B;etween a catégory and |
its‘ 'subcategories” (Strauss & Corbin, 1990, p. _97)‘ Following the Strauss and Corbin
(1990) Paradigm Model, subéategories were linked t‘d a category (See Part 4 of
Appéndicgs C,D,EandF, ‘Aﬁal Cédiﬂg). The subgatéegories were specific features of a
category. The Paradigm Model designated six speciﬁc features: Céusal cénditions,
phenofnerion, context, intervening conditions, action/interactibhal strategies, and
‘ccjmsequences (Strauss & Corbin, 1990).

Causal conditions referred fo the héppenings which lead to the occurrence of the
pheﬁonienon and were causal or intervening. Causal conditions were identified by terms
such as: “Due to” or “on account ‘of.” Additionally, causal conditions were determined

‘ wh_enj:he _rvesearchervident‘iﬁed what ,eventvs preceded the phenomenon. The phenomenon
was identified by asking the qﬁestion, “To wha;[‘are these data referring?” Context
referred to a specific set of conditions under which the phenomenon occurred. It was

identified by asking the question, “Under What conditions did this occur?” Intervening.
conditions referred to outside influences affecting the actions/interactions. They were
identified by asking the question, “Which conditions facilitated or constrained the

- actions/interactions?” Action/interactional strategies referred to how the phenomenon

was managed and the reflexive or purposeful actions in response to phenomena. They
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were idenﬁﬁed by asking the question, “What was done or said in response to the
phénomena?” Consequences referred to what happened as a result of the action and
interaction, as well as responses 6r outcomes resulting from the actions/interactions. They
were identified by ésking the question, “What happened as a resultbf the

| action/interaction?” (Stfauss & Corbin, 1990).

The aboi)e questions were asked to hypéthetically denote relationships between a
suBcategory and the category. Relationship statements took this form: Under these |
conditions (listing them) what strategies afe used for (list the category). Once denoted, the
relationships were verified agai_ﬁst the data. That is, given the data, did the proposed
relationships make sense? The ven'ﬁéation procedure helped clarify the relationships
" (Strauss & Corbin, 1990).

Another purpose of asking questions during axial coding 'Was to scrutinize the
data, looking for other properties of the categon'evs‘, as well as the dimensional locations of
the properties. Dimensional locations were revealed in the data, located on a continuum,
and included descriptions of frequency, extent,v intensity or duraﬁon. The data was
cc;ntinuou_sly searched fo_r clues which may vnot have been uncovered during open coding
(Stféuss & Corbiﬁ, 1 990) | |

Table 4 depicts an exéefpt of the axial coding bpr'o'cess for the Foster (1993)
~ dissertation data.b Part 4 of Appendices C, D, E and F contains complete ’datav records for
the actual 'c‘onne.étions between the categories and the subcategories for each of the four

dissertations.
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Table 4

Sample of Axial Coding

Category: Instructor as Tension Reducer

CAUSAL CONDITION .. __ , v PHENOMENON
Technical difficulties- _ : : --> Reducing tension
Context of technical difficulties o l
interrupts dialogue o

usually quickly corrected ,
length of down time “Action/interactional strategies
for reduced tension \
self effacement "
laughing at others' jokes
teasing students ’
group activities using student leaders

Consequences ‘
Tension is lowered for instructor and
students '

During axial coding, a search for patterns in the data of each dissertation occurred.
According to Strauss and Corbin (1990, p. 110), researchers “note patterns in data in
~ terms of dimensional locations of events, incidents pertaining to the property of a

phenomenon.”. These patterns set the foundation for the third stage, selective coding.

Selective Coding

| Selective coding was the integration of concepts intov theories. It required a
‘high,er lbevel of thinkiﬁg, an abstract level of analysis. The ﬁch and comprehensive
categories developed during dpeﬁ and axial coding became a picture of reality. This
reality was conceptual, comprehensible and grounded in the data (Strauss & Corbin,

©1990).
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The steps in selectively coding the four dissértations were: Explicating the story
line (des*cﬁbihg and congeptualizing); relating other categories to the core category;
B developing sté.tements to validate category relationships; refining the abstfaét story line;
| and develéping hypotheses for each dissertation. The 51 percent rule was applied, |
meaning those hypothéSes appe‘aring_in at least three of fhé fdiir dissertations were
broadened and exfré.cted. Those ‘_composite‘hypothese‘é might be used for the formulation
of a theory. ‘Because of the exploré.tory nature of this research, énly broad hypothetical
statements of éategon'cal felafionshjps Wére de'\v/elop‘ed. Theses hypbtheses were
compared against Holrﬁbergfs (1995) 13 hypotheses of distance educétion teaching. The
intent of this research §vas to use theiv grdunded meta-analysis process, but not to develop a
grounded theory. Part 5 of Appendices C, D, E and F represented the steps in selective
coding.

The first step, éxplicating thé story line, began with a brief descﬁption, identifying
the essence of the story in a few sentences. After the descﬁption, the story line was
conceptualized by selecting the most encompassing of categories to be the core category.
For example, in the Fosfer dissertation selective coding (Part S, Appehdix C) the selected
core cé.tegory, Téacher as Barometer, was broad enough to encoﬁpass all of the other

vcatég‘oﬁes and ﬁt the sforyrépresent_ed.

The sechd' step of selective coding involved relating subsidiary categories (6ther
categories) to the cbre category by means vof the paradigm. The paradigm ¢ncompassed

the conditions, phenomenon, context, action/interactional strategies and consequences:
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(A) Causal conditions-----> (B) Phcnomenon ----- > (O) Context----->

(D) Intervcning Conditions-----> (E) Action/Inferactional Sfrategies;---->
| (F) Consequences.
The catcgories were listcd and _ass.ignedvto. the components of the paradigm model.

The third step vin'sbelect‘ive coding was developing a hypothetical statement to
validate fhe relationships among the categories. The subsidiary cat.eg‘ories were arranged
acccrding to thcif paradigmatic relationships as outli.nec‘i‘in the story line. The story was

- expanded to include these scqﬁentially-ordcred subsidiarycategories. According to.
Strauss and Corbin, “Using such a story asa guideline, the ahalyst cén bcgin to arrange
and reatrange the catego'riec 1n ’texms of the paradigm until they scem to fit the story, and
to provide an analytic version of the story” (1990, p. 127). |

Table 5 depicts an excerpt cf the selective coding process for the Foster (1993) .
dissertation data. This process involvec r’cl‘ating. the subcategories ’co the core category by
developing a hypcthctical statement showing the relctionships among all of the categories.
Part 5 of Appendices C, D, E and F contains complete data recofdé of the process for

relating subcategories to the core category for the four dissertations.
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Table 5

~ Relating Subcategories to the Core Category

Categories:
. fensidn reducing'v‘ (c’onditions)
. monitor'and adjust (phenomenon)
. information dissemination (contéxt)
. non-verbal actions (actions/interactional strategies)
. politici'zing (actions/interantional | strntegies)
. ~ learning fro'm’stndents (consequences)

Hypothetical Statement to Validate the Relationship

Under tense conditions (“conditions™) of distance education, complicated by lack

 of face-to-face interaction, thé instructor monitofs student progress and adjusts his actions

(“phenomenon”) and attitudes dun'ng information dissemination (“context”) in the
classroom. The instructor uses many verbal and non-verbal techniques
(“action/interactional strafegies”) to manage tension, including humor, asking questions,
intense liSféning, allowing student-made decisions, and maintaining eye contact. ' These
actions lead to instructor awva_rvene‘sls, of student needs, which leads to learning from
students (“consequences”). This infonnation is then used to adjust his teaching style, and

the cycle begins again. -

* The fourth step in selective coding was refining the abstract story line. This step
entailed rewriting the story in a less technical form, presenting relationship statements

within the narrative.
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The fifth step in selective coding was the development of muitiple hypotheses,
relating the categories at the dimensional level. The hypotheses were wﬁltten as
statements using the format: “Under these conditions, this happens; whereas under these
conditions, this is what Qccurs” (Strauss &. Corbin, 1990, p.131). Hypotheses were
developed for each c_liss;artation separately. These ﬁndingss were compared and similarities
were recorded if the similarities appeafed in at least 51% or three of the four dissertations.
These similarities, written as hypotheses were compared to Holmberg’s (1995) hypotheses
of distancé education teachihg. | |

Because this res,eafch was a qualitative reseafch design, unusual or anomalic
hypotheses were also c;)nsidered and discussed. Anomalic_hypotheses were those that
were generated by iny one dissertation data and were unusual or different from-
traditional instructor attitudes and activities.

Limitations

Qualitative research has been repeatedly cﬁticized for its lack of rigorous scientiﬁg
methods. During the review of the literature, numerqué statements were encountered
criticizing case studies in particular. The criticisms typically dealt with the individualistic
nature of case studies, whic‘:h-vwere' neither comparafive nor cumulative (Morgan_, 1991,
Atkinson & Delamont, 1993). They expressed' a hope that researchers would develop
comparative studies for the purpose of developing theories. Thisvresearch was designed as
both cumulative and comﬁarativé, for the purpbse bf coﬁtﬁbufing toa >theoretica1 body of
knowledge.

In spite of this qualitative progress, several limitations existed in this study. The

first limitation was suggested by Elmore (1991) as a limitation of case study literature
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reviews. It was also‘ considered a liﬁlitatibn of this grounded meta-analysis. .The data were
of a secondary nature, from dissertations, produced and constructed by other researchers.
The grounded meté—analysis process required summarizing of other researchers data,
making sense of the data, and linking concepts across the data sources. Hossler and
Scalese-Love (1989) and Ogawa and Malen (1991) ad\}dcated the importance of
discovering and challenging case study resear’c'hers"bias“esbin order to reducé or undérstand
their effects on tﬁe. grounded meta-analysis. Yin and Heé.ld (1975) explained a case survey
method mightbrequire‘the analysis of disparate caSé studies, possibly follIOWing dissimilar
research paradigms. Th¢ l‘og.ic‘ appﬁéd to indiﬁdual case stud_iesnﬁéht result in different
conclusions. |

| Researchers have recommended potential studies to be read and rated by multiple
investigators to reduce reviewer bias (Yin & Heald, 1975; Lincoln & Guba, 1985; Hossler
& Scalese-Love, 1989; Ogawa & Malen, 1991).‘ This technique was claimed to irﬁprove
reliability. Ogé.wa and Malen (1991) were concerned that reviewers could subjectively
exclude studies, or at least selectively ignore information. A “research team approach
served as a forum for identifying and challenging the assumptions and biase; each
individual bfoﬁght to the study” (Hossler & Scalése-Lo_ve, 1989, p. 14). ‘A team appfoach
~ also allows researchers vto’a'nalyze_ a large number of studies. A singular researcher would
be faced with exténsi\}e reacviir'lgbo.f each data sourée and a labor-intenéive review of the
studies (Hossler &'Sc‘alese-Love; 1989). TWo reéearchers reviewed data recorded on the
Case Study Coding Forms, which determined the inclusion or exclusion of each case study
for this research. |

Some researchers have developed standardized formats for summarizing and
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evaluating qualitative studies, including case studies (Yin & Heald, | 1975; Hossler &
Scalese-Love, 1989; Burlingame,v 1994). Standardization assistsxresearchers in performing
reliable, aggregate reviews of case studies (Yin & Heald, 1975). A modification of a team
approach was used in this study. A standardized form delineating explicit acceptance
criteria, which improved reliability was developed.

Another limitation of reviewing literatures was the possible lack of methodological
adequacy in indiyidual‘ studies. Ogawa and Malen (1991) explained “although the
documents may allude to sentiment surveys, site visits, informal inter_views, in-progress
‘program evaluations, or research ﬁndings, information needed to assess the
methodological adequaoy of data collection and aneilysis procedures is not provided™ (p.
268). This limitation was reduced by designing a modified coding form to initially qualify
or exclude individual case studies, before tlie grounded meta-analysis procedure was
attempted. | |

Some researchers might suggest this qualitative meta-analysis was no more
generalizable than the dissertations it represented.‘ It was not the intent oi‘ this research to
develop an overarching theory of distance education pedagogy, complete with testable
hypotlieses. Instead, the tentative conclusions could be used to oompare to, even compete
with, conceptual perspeotives generated by other researchers, such as I—lolmberg (1995).
Additionally, designing and testing an’gorous methodological process for qualitative meta-

analyses was equally important to this research.

Summary
The initial component of this research followed a modified Hossler and Scalese-

Love (1989) coding process, which facilitated the process for selecting case studies. Once
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the dissertations wére selected, the Strauss and Corbin (1990) grounded theory
methodology was used to develop hypotheses of distance éducation pedagogy. Although
the purpose of the Strauss and Corbin (1990) open, axial and Selecti\}e coding processes
was fo develop a grounded theory, a different goal was envisioned for this research: To
work through a step-by;step process, which combined a meta-analysis with a grounded
theory process for developing hypotheses. Therefore, where Strauss and Corbin would
expect a theory to emerge, grounded in data, thj‘s‘r,_es'earch was des_igned:t‘d develop a
scientifically rig_ordus proéedure fof ‘,analyzing multiple qualitative case study data, and
hypotheses about the topicbu,nd‘er review. These hypotheSes represented themes abqut
teachers’ aftitudes_and activities which might later contribute to a theory of distance
education pedagbgy‘ |

Before é cross-case analysis was performed, the entire coding process was
cbmpleted for each dissertation. Due to the unique presentations vof the case studies, it
was necessary to similarly format them before attempting to compare multiple cése
Studies. ‘The consfant comparative technique, an integral part of grounded theory data

analysis, was based on written records of thorough code notes.
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CHAPTER 4
DATA ANALYSIS

The dafé analysis proeedufe used fo‘r this 'research‘was beth sequential and
cumﬁlative. The aﬁalysis process began with the reéding of each case stﬁdy. After a
thorough perusal, each‘cas‘e study was evaluated by means ef a Case Study Coding Form
(Appeﬁdix B). If the case study rhet the ﬁredeterrhined criteria, the data were open, axial
and selective coded, independently of the other cases. After the individual coding, the
findings were reviewed side by side_ with a goal of extracting commonalities in concepts
and themes. These findings were presented ae seven broad hypotheses, grounded in data.
These._hypotheses can potentially contribute to a theory of distance education pedagogy.
They were compared to Holmberg’s (1995) hypetheses of distance education teaching.

Findings
- A methodological procedure was developed for _performving: a qualitative meta-
analysis of case studies. The grounded theofy ciata vcocvﬁng techniques developed by
Strauss and Corbin (1990) were used to code the individual dissertations. Using‘the
methodolqgical procedure developed for meta-enalyzing case studies, common categories
and themes were identified and e);plained. These categories and themes emerged from a
cross-case or meta-analysis of the multiple distance education case studies. Testable

hypotheses were developed and can be used in the development of a theory of distance
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education pedagogy.
| Overview of Selected Dissertations
Three of the seven loanéd dissertations were determined to be unusable. The first

of these three provided data represenfing only administrators’ opinibns of faculty attifudes"
The second dealt }xrith‘attitudés and feelings of studénts towérd their teachers, rather than

teachers’ beliefs. The third onlyrdealt With faée-to-face interactidns between teacher énd
~ students, not distance interactions. - Four of the seven dissertatibns were determihed to be
usable 1t')ecaubse -éach reborteci ﬁrsthand da;ca from interviews and obServa_ﬁons of faculty
members and met the inéquion cﬁteﬁa. Tables 6 and 7.depict th¢ excluded aﬁd included
dissertatiohs‘, as well as brief statements rega;rding the content, quality and usefulness of

data.
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Table 6

Excluded Case Study Dissertations

AUTHOR

Miller, Charles

TITLE Technology-based distance learning: Case studies of business and higher
education (1992).

CONTENT Directors of five businesses and five higher education institutions were
interviewed.

RATING Findings based on admihistrators’ opinions of teachers’ attitudes toward
distance education rather than actual teachers’ attitudes.

AUTHOR McCabe Margaret :

TITLE Onllne classrooms Case studies of computer oonferencmg in higher
education (1997).

CONTENT  Attitudes and feelings of students toward their teachers.

RATING Limited data on teachers’ beliefs, primarily about classroom management
styles when teaching any course, not necessarily at a distance.

AUTHOR  Hagevik, Sandra

TITLE Professional education at Keystone Resort: An MBA program delivered at
a distance (1992).

CONTENT Instructors and students face-to-face in a non-traditional classroom, away
from the traditional university setting.

RATING Does not fit definition of distance education.
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Table 7

Included Case Study Dissertations

AUTHOR  Foster, Beverly Brown
- TITLE The effects of i 1nteract1ve teleconferencmg as an instructional medium in the
- learning enwronment for students (1993)
CONTENT  Videotaped distance education classroom sessions; observatlons of
instructor’s interactions w1th students.
RATING ‘Good - Based on 13 levels of conﬁdence (12 sure, 1 not sure) and content
AUTHOR'  Gilchrist, Cheryl
TITLE ~ Faculty attitudes and perceptiohs toward utilizing interactive television:
‘ A case study (1997).
CONTENT Categorized faci_llty as adopters and non adepters; low, moderate and high
users. ‘ ‘ ' ' '
Interviewed faculty to identify facilitators and barrlers in the adoption
process.
RATING = Good - Based on 13 levels of confidence (13 sure) and content
AUTHOR  Blundell, Patricia
TITLE A case study: Perceptions of the induction process into college distance
‘ learning teaching (1997).
CONTENT Interviews with one distance education instructor. Focused on his
development as a distance educator, as well as his concerns.
RATING Good - Based on 13 levels of confidence (13 sure) and content
AUTHOR Liu, Daonian
" TITLE Teaching chemistry‘ on the Internet (A quélitative case study) (1996).
CONTENT - Description of chronological events primarily narrated by researcher.
Limited numbers of observable actions or direct quotes from teacher.
- RATING Fair - Based on 13 levels of confidence (10 sure, 2 not sure, 1 no

information) and content
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Categories and Themes

The sele>cted dissertations were uhiquely reported by the researcﬁing graduate
students. Formats ranged from direct_ observations of teachiﬁg, to intérviews with one.or
more instructors. A summary of each di_ssertation and the emergng categories and themes
were presented in the 'foll‘ow‘ing sectiqns.
Fo’stgr Dissertation

This case study involved é transcription-of all téaching phenomena obse’rvéd ina
class. The cla;ss_‘ alterné.ted facé-to-facé instruction with distance education, during which
the instructor was phyéically separated from the students. Only the data from the distance
education claéé periods were é.nalyzed. Most éf the phenomena reéorded in the Foster
(1993) disserta;tion wervevsimI})ly observat‘ions dealing with géneral pedagogical issues,
whether face-to-face dr at a distance. o

Open Coding Summary. Tension in the élasSroom was cauééd by technical
difficulties, instructor nervousness, materials presentation and classroom management.
The instructor’s ability to rhoﬁitor and adjust to students’ needs' increased as the semester
progressed. The instructor learned by listening and observing students. Information was
disseminated through personal stories, 'monologues, text readings -and metaphors. The
instructor sent and received communications nonverbally, but the technology inhibited the
non-verbal corﬁmunicé.tion‘ The ipétructor developed unique ways to improve
communications as the éemester pfogréssea. The instructor provided opﬁoﬁumties for
students to diﬁcuss topics from which both instructor and students could learn. The
instructor played a poiitical role in the distance education classroom by resolving

problems, and stimulating thinking and interactions (Fostef, 1993).
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The following categories were derived from the data presented in the Foster

(1993) dissertation:

° tension reducing (conditions)

° monitor and adjust (central i)iienomenon) )

e  information dissemination (conte).:t)v

° non-verbal' actions .(ac‘iions/interactional strategies)
o politicizing (actions/inteructional strategies)

o learning from students (consequences) _

Axial Coding Summary. Under tense conditions of distance education,
complicated by lack of face-to-face inteigction, the instructor monitored student progress
and adjusted his actions and attitudes duringinforr_nation dissemination in the classroom.
The instructor used many verbal and non?veibal techniques to manage tension, including
humor, asking questions, intenseilis_tening, allowing student-made decisions, and
niainiaining eye contact. These actions led to instructor awareness of student needs,
which in turn led to learning from students, This information was then used to adjust his
feaching style, and the cycle began again (Foster, 1993).

Selective Coding Summary. The main story dealt with how the teacher and
students interacted in u_ distence education setting. Various teéching styles Were observed
in the dissertation case study, including Inonologues, reading from the text, class
discussions and smail group activities.i The instructor integrated .huinor in his teaching. As

| the semester progressed, the instructor adjusted his teaching style and used less
monologue and reéding from text, spending more class time on open discussions.‘.

Progressively, the most frequent type of teaching style became class discussions in which
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the instructor asked open-ended questions and the students responded and debated
(Foster, 1993). ‘x
Gilchrist Dissertation

This case study involved inter\v/iewsvwith‘ several faculty, ranging from non-users or
low users to high use,rs.b The faculty were also divided into groups of adopters and non-
adopters. Pércéiv_ed advantages and disadvantages of distance education were the foci of
the study. No specific class was obsewed in this cése study (Gilchfist, 1997).

Open Coding Summgyb . Instructors felt fhat practical, economic matters took
precedence over the real purpose §f teaching. They believed distance education was a
way to reach the massés, but some felt this should not be a major focus or concern. A
common frustration was the lack of quality technicians present during class time, which
were needed in case of equipment failures. Distance education was seen as a form of
professional development. The instructors percéived a primary préblem to be excessive
time required for materials development. They were less concerned with the lack of
monetary compensation. The lack of face-to-face interactions aﬁd physical confinement
were limitations of distance teaching. These limitations ‘were minimized by visiting all sites
and reformatting tile information presentation. - Less infoﬁﬁétioﬁ disSeminﬁtion 6ccurred in
a distance education course. The instructors ailowed time for more interaction with the
students, which decreased the time spent presenting new materials in class (Gilchrist,
1997).

The following categories were derived from the data presented in the Gilchrist
(1997) dissertation:

®  service marketing (conditions)
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o pragmatism (central phenomenon)

° team playing (context)

o non-verbal communication (actions/interactional strategies)
° informaﬁon dissemination (actions/interaétional strategies)
° professional development (consequences)

Axial Codving Summary. Instructors were initially pragmatic in their opinions of
distance 'educatibn, and felt that u_qiverSities were possibly losing sight of the true meaning
of éducation in their scramble t'o‘ recruit a previously untapped target market. Instructors
felt compelled‘to teach at -a distance for reasons such as supporting the department faculty
team (boosting enrollmént or doing a favor for the‘ departmént chair). As instructors
disseminated informatipn at a distance, they began to “read” students non-verbal cues.
Distance education became a two-way learning process, whereby students mastered
course objectives while instructors developed professvionally (Gilchn'st, 1997).

Selective Coding Summary. The main story was a comparison of instructors’
attitudes and féelings toward teaching at a distance. There were two variables used to -
describe instructors: Level of adoption and degree of use. Althéugh some disagreement
existed afhong users and hon—ﬁsers, and high adopters and low adopters, two common
beliefs emerged, regarvdless' of the experience of the faculty member. The faculty believed
the primary advantage of distance education was its ability to provide education to
students in remote locations. The primary. disadvantage of distance education was

believed to be a lack of face-to-face communication (Gilchrist, 1997).

Blundell Dissertation

This case study involved an interview with an instructor who agreed to teach a
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distance education course in order to get hired at a university. Tlle instructor discussed
thexpositive and negative issues of simultaneously teaching two sectiens of a course:
Remote and on-site students (Blundell, 1997).

Open Coding _Surhmagy. The instructor found extensive training sessions on the
technologicaleQuipment helpful. The instructor allowed solné student decision-making, so
the students would have ownership ln the class. However, he felt the studentsl did not
alwaye make the best decisions for the class. The inSfructor’s distance from the sfudents
required him to look for‘cues otlier than eye contact. | Changes in teaching vl/ere made
based on reading _body language'of fhe students. Problems included‘ controlling behavior
of students, equipment failures and increase in'.tim'el spent preparing teaching materials.
The inélmctor plannell group activities during class to offset the isolation caused by the
distance. The instructor’s teaching style evolved as the semester progressed due to an
increase in his awareness of the equipment reqﬁirements and students’ needs (Blundell,
1997).

The folloWing categories were derived from the data presented in the Blundell

( 1997) dissertation:

e political (conditions)

®  feelings of powerles’slless (central phenolllenOn)

® non-verbal lnterpreter (context):

] creative teaching (actions/interactional strategies)
] teacher as learner (actions/interactional strategies)
] barometer (consequences)
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Amlﬂ_Mg_Sg_m_mﬂ Political conditions in a distance education setting led to
| instructor feelings of powerlessness, which led to a heightened awareness (;f non-verbal
student cues. This caused the instructor to monitor:students’ actions and adjust his
teachjng style to best ﬁ‘; their needs. Ultimately, ’1-:he teacher learned from mistakes ;and
succesSes teaching at a distance (Blundell, 1997).

Selective Coding Summary. The main story was about requiring instructors to
teach a course Via distance education, even thou‘gh‘ they may have misgivings about
distance eduCa‘;icn. Instructors’ concerns inbluded: Less control dver activities that
affec‘ted student learning, loss of control over technolégy; loss of class time due to
technology failures, inability to phyéiéally rnonitorfe"vents at multiple locations, and
inadequate_performéﬁce of students and ‘;_echnical support staff. The instructor felt s/he
had limited power, as compared to the control s/he traditionally experienced in a face-to-
face classr.(')vom. 1nstructo_rs’ depended on others (technicians and students) to self~-monitor.
Students Who appeared frustrated in a distance education class were monitored for verbal
and non-verbal cues, which signaled problems that needed to be addressed by the
instructor. Distance education teé.chers applied conflict resolution procedures, adjusted
their feachihg techniques and took rneasufes to ensure savltis‘factionv ambng all grbups
involved. Ultimately, thei,teache”r relinquished s‘om_e classroom authority, empowered some
of all students, and accepted the loss of control occurred in a distance education class

(Blundell, 1997).

- Liu Dissertation
. This case study involved the instructor’s perception of successes and failures of an

on-line chemistry course. The data included issues regarding obtaining administrative
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approval, course development, progression and completion. The instructor interacted

1

solely with students via the Internet. Students were chemistry teachers in varying
locations (Liu, 1996). |

Open Coding Summary. The inStructor b‘ellieved the course development to be a
form of pioneering research‘ He experienced difficulties getting approval from
administrators. Once approved, he solicited.help from technical experts to develop the
course. The course had to be modified because the students did not' have the same
technical capabilities that the instructor used at the university. He allowed students to
tailor some aésignments which wouid meettheir classroom needs. The instructor
experienced ﬁrostration »with»the lack of stpdent_ motivation and COmmunication via
Internet (Liu, 1996); |

The following categories were derived from the data presented in the Liu (1996)

dissertation:
o service marketing (conditions)
° pioneering (central phenomenon)
X devotion to teaching‘ (context)
o : team player;‘politician; barometer; verbal communication

, (aCtions/interactional strategies) =
L frustrated acceptance (consequences) 7
Axial Coding Suimma'ry.v Under conditions of providiné convenience to students,
complicated by administrative resistance and a lack of face-to-face i_nteraction with
;students, the instructor proposed, developed and explored techniques of instruction which

most effectively met the students’ needs. The instructor employed negotiation strategies,
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relie'd on others, adapted to students’ limitations, and continuously interacted with
students to make the class successful. In the end, the instructor conceded a frustrated
acceptance of the course outcomes (Liu, 1996). |
Selective Coding Summary. The main story was about the instructor’s feelings

“and attitudes regarding the planning and implementation of an on-line chemistry class.

The instructor evaluated his interactions with students (primarily) and administrators
: (secondarily). The instructor’s frustration with others’ performances was a theme
throughout the story‘ However, the i_nstructor'strongly believed in the need for an
interactive, on;line chemistry class, and»'was willing to face obstaclesand tailor the class to

meet the needs of remotely-located students (Liu, 1996).

Integrated Hypotheses and E'xplanations
After coding the case studies i.ndividually and developing general categories and
specific hypotheses, a cross—case comparison was made. Breaking down the case study
data first, then recombining them in similar formats, significantly simplified the complex
procedure. It also allowed for familiarity with the individual case studies“

General hypothetical statements of distance education pedagogy were developed
from emerging similarities across at least 51% of the dissertations‘ Distance education
pedagogy is a broad term, encompassing the functions of a teacher (Urdang, 1973).
Teacher attitudes and actions toward distanceeducation iwere potential components of the
hypotheses. This included attitodes toward teaching at a distance, activities of course
development, instruction, and classroom management techniques. They were developed

* based on recurring conceptual relationships emerging from three or four of the studies.
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They were presented in the following fon:nat: Under these conditions th_is happens;
whereas underithese conditions, this happens. The hypotheses were not rank-ordered, but
those hypotheses derived from all four case studies were listed first, and those hypotheses
derived from only three case studies were subsequently listed. All the hypotheses were
presented in a testable format. The hypotheses and an explanation of each follow.‘
- Hypothesis 1: Under conditions where faculty view teaching at a distance positively, they
believe the most important benefit is serving students in remote locations; whereas under
conditions whefe faculty view teaching ata distance.negati\}ely, they__ believe the main
drawback is the lac‘k of face-to-face communication with students (Foster, 1993; Liu,
1996; Blundell, 1997, Gilchrist, 1997). |

This hypothesis was also supported by Perraton (1981) wh'o hypothesized that |
distance teaching was a way to reach potential students who wouldnet be reached in a
traditional manner. Foster (1993) attelnpted to teach the distance education students as
though they were face-to-face in a traditional classroom. Liu (1996) hoped to make
advanced education ayailable to remote students and formatted the class in an attempt to
_ fillin the void left by the lack of face-to-face communications. BIundell (1997) believed a
campus without walls vtzas the future of education, but was ﬁ'ustfated by the loss of
control he felt with remote site students‘_ Gilchrist (1997) 'sulmmarized numerous faculty
opinions of the advantages and disadvantages of distance ,education. The most frequent
responses were outreach services as the primary advantage and lack of interactien as the
primary disadvantage.
ﬂypo_theu Under conditions of teaching at a distance, instructors experience more

difficulty keeping remote-site students attentive and motivated; whereas under conditions
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of teaching face-to-face, instructors experience less difficulty keeping students attentive
- and motivated ‘(Foster, 1993; Liu, 1996; Blundell, 1997, Gilchrist, 1997).
| Foster (1993) referred to the consistent interspersion of anecdotes and humor
during lecture, in Qrder to maintain student interest. Foster’s observations included
frequent instructor attempts to keep the students’ attentiori during classes. Liu (1996)
ciata indicated signiﬁcant instructor frustration with lack of student motivaticn. To
illustrate this ccncenr, only eight ot 21 students completed the course. Blundell (1997)
data showed instructor fcelings of being ignored by students and problems with‘ noisy
' sturients at the remote site .noise.‘ The instructor implemented student self-monitoring to
controi the probliems. Gilchrist (1997 ) indicated instructors believed the technology
impeded engaging stu,dents; interest.’ | |
Hypcthesisv 3. Under conditions of teaching at a distance, instructors rely heavily on
creating verbal exchanges and interactive techniques to overcomé the lack of face-to-face
interaction; whereas under teaching in a face—to-face setting, instructors rely more heavily
on visually monitoring students and reading student body langnage, and less on creating a
discussion atmosphere (Foster, 1993; Liu, 1996; Blundell, 1997, Gilchrist, 1997).
Increased interaction in a classroom has bcen linked to increased lezirning.
Researchers (Bloom, 1981; Perraton, 1981, Holmberg, 1985; Daly, Friedrich &
Vangelisti, 1990; Kruh & Murphy, 1990; Threlkeld, kB_éhm & Shiflett, 1990) reviewed
studies and conclucied a connection between classroom interaction and learning. They
- determined feedback and interaction in distance education were necessary for positive
student learning.

In the Foster (1993) dissertation, interaction took the form of classroom -

- 64



discusvsions, facilitated by the instructor. Foster (1993) data indicated the instructor
encouraged and prozzided class time for discussions. Monologues decreased in number
and length as the semester progressed, while encouraging class discussions and fielding
students’ questions increased as the semes“ter progressed. Liu (1996) data indicated the
instructor had no opportunities to visually monitor the stndenis, so he relied solely on
student feedback via the computer.-» _The instructor encouraged .t‘he students to “talk”
more. Blundell (1997) recorded comments in which the instructor explained he
encouraged verbal communications in‘the distance education classroom, whereas ‘before
he would simply interpret 'rhe students’ facial expressions‘ Gilchrist (1997) data recorded
faculty difficulty reading body language and faci_al expressions. Distance education
adopters believed interaction was essential. In contrast, ‘the group of faculty considered
non-adopters believed distance education was better taught as lecture, and interaction was
not recommended for complex issues. .
Hypothesis 4: Under conditions when the instructor traveled to the remote site to meet
the distance students, s/he had a more positive rapport With students; whereas under
conditions before ihe instructor traveled to the remote site, s’he had a less positive rapport
with students (Foster, 1993; Blundell, 1997, Gilchn'st, 1997). |

Data from the three dissertations indicated instructor feelings of improved
relationships after traveling to the remote sites and meeting the students face-to-face. This
hypothesis was also supported by.an' ethnographic study.in iivhich the researchers
snggested the instructor travel to the receiving sites so students could meet them face-to-
face (McHenry & Bozik, 1995).

Foster (1993) reported the instructor alternated weekly teaching between the
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campus site and the remote site. Blundell (1997) recorded instructor feelings of student
appreciation, when visiting the remote site for the first time. The instructor felt his trip
improved rapport with remote site students. Gilchrist (1997) reported faculty feelings of a
loss of cOnﬁéction with the remote site students, and beliefs that switching the location of
the broadcast improved connective feeiings.

Hypothesis 5: Under conditions of preparing to teach a distanée education course,
instructors devote more time to ﬁreparing instfuction_al materials; whereas under
conditions of preparing to teach a course in ab ';radi,tional classroo@ instrucfors‘ devote less
time to preparing instmctional méteﬁals (Liu, 1996; Blundell, 1997, Gilchrist, 1997).

One frustration mentioned 1n the thrée 'dissgftatioﬁs was the éxteﬁsiize time spent
developing a course format suitable for teaching a’; a distance. Compensation for the
additional time spent of distance education courses, either with relgasé time or monetarily,
was mentioned only by Gilchﬁét (1997). Howéi}ef, Gilchrist was the only study of the
- four which recorded data frofn multiple faculty members. Foster (1993), Liu (1996) aﬁd
Blundelll(1997) each recorded data from only one instmctor. |
Hypothesis 6. ‘Under conditions in which departmentallbudget cutbacks require faculty to
teach at a distance, '_féculty may be less receptive to teaéhing a distance education course;
whcreas when faculty are not required to teach at a distance, they may be more reéeptive,
even requesting, to féaching a distance éducation cou_rsé (Liu, 199.6,; Blundell, 1997,
Gilchrist, 1997).

This hypothesis pertained to attitudes of faculty toward teaching at a distance.
Faculty who agreed to teach at a distance ihdicated a variety of reasons for their

compliance. The reasons could be classified as obligatory, such as to obtain employment

66



(Blundell,‘ 1997) or to help oﬁt the departfnent chair (Gilchrist, 1997). Other faculty

5 offered reasons of persghal enrichment (Liu, 1996; Gilchrist, 1997).

Hypothesis 7: Under conditions in which faculty ‘teach at a distance, they rely more
heavily on support personnel, such as peer-céaches, cqmputer experts, technicians or
students at receiving sites,

whereas when faculty teach in a traditional, face-to-face classroom, they are more likely
to work autonorhously (Liu, 1996; Blundell, 1997; Gilchrist, 1997).

Attittides toward support personnel ranged from positive to negative. Peer
coaching, cdmpu_ter experté and‘traihing personnel received positive ratings (Liu, 1996;
Blundell, 1997). On-site technicians wére bcl:ri‘ticvize_d by the faculty (Blundell, 1997,
Gilchrist, 1997). Students were used as receiving site technicians, but were considered ’
unsatisfactory techniéians (Gilchrisf, 1997). Computer experts were mentioned, but not
evaluated (Liu, 1996).

These hypothetical statements, showing relationships among the data categories,
may be useful for developing theoretical concepts. Researchers may aléo use these
findings to compare or contrast relationships with other theories of distance education
pedagogy, such as Holrﬁberg’s (1995) hypotheses 6f distance educatién teaching;

Anomalic Hypotheses and Expl_anations

Each case study was analyzed in a similar format, and individual hypotheses were
developed befofe attempting td Vcompa‘re multiple studies. thhe individual case studies
hypotheses were evaluated for anomalies or digressions from expected instructor attitudes
and. actions (For a complete list of hypotheses, see Part 5, Appendices C, D, E, and F).

Two hypotheses departed from the expected findings. They were listed and discussed in
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the following paragraphs.

1. Under conditions where the instructor perceives group disscnsion, he tries to
bring the students to a consensus; whereas under periods of relative agreement among
students, the ihstructor asks thought-provoking questions to get students to analyze their
own beliefs (Foster, 1993). |

This anomalic hypothesis may be a characteristic of both tliStance education and
face-to-face education. It may simply be a teaching technique uced by instructors to
stimulate class:dischsSions. However? it may be that in a distance education classroom,
structors find thié a useﬁJl tovol to stimulate verbal exchanges, which becomes
increasingly impcftant when face—to-face interaction is not pcssibie.

2. Under conditions of instractor as pioneer, before actually teaching the course,
s’he experiences excitement andfeelin‘gs of “breaking new ground;” whereas under
conditions of instructor as frustratcd middlcmah, well into the serhester, s’he experiences a

: disappointmeht over lack of course and student‘s’ outcomes (Liu, 1996).

Some questions were developed from this hypothesis. Was this change in attitude
related to teaching ata dictance, or is it a.characteristic of teaching a new subject, |
rcgar(tless cf whether thc sctting is face-to-face education cr’distancc" education? Is the
level of student success lower for distance education courses than for traditional face-tc-
face courses? With les_S than 50 percent of thc students ccrhpletihg the course (8 of 21),
is this pcrcent’ reflective of distance education courses in gcneral?

Given the large number of hypotheses generated in this research, almost all,were
‘expected relationships. Howevet, in qualitative research, the anomalies can be windows

into unusual circumstances worthy of exploring in more depth. '
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Methodological Contributions

This »revsearch was characterized by a meshing of previous res;arch results. Hossler
and Scalese-Love (1989) wi:re credited with ‘demOnst.rating that qualitative data could be
meta'-analyzedk and_‘providing a general (iutiine for the process. Strauss and Corbin (1990)
provided a detailed procedure for grounded theory developmént. However, this.resea‘rch
was designed to'péve rhe'way for other researchers to méta-an'alyz‘e mimerous, unique
case studies, similar in topic, but diﬁ‘érent in methodology. This research lends support
for qualitative researchers who argue that’ a inéta-'analysis can be just as effective for
qualitative data, as it is for ihe qliantitative data fqr whj‘chiit was originally designe(i.

Useﬁllnés_s of Grounded Thgory

The four riiséertation researchers reported data in unique ways. The difficulty of
the grounded meta—ané.lysis procedure was reconfiguring each uriique case study into a
general fr)rmat, suitable for deriving corlcéritual hypcitheses.

Many specific teacher activities and attitudes were presented in each case study
and were reported as concepts and phenomena in Part 1 of Appendicés C, D, EandF.
However, a purpose of this study was to genérate general hypotheses representing
- cumulative findings 6'r “the big picture” of distance education pedagogy.

The grounded riletaQanalysis method was useful for a singular case analysis and a
cross-case analysis‘ The methodology provided specific, as wgll as general insights.

o Summary |

Much of th¢ data reflected typical teaching attitudes and actions, which were basic

tenets of teaching, whether face-to-face or at a distance. In many instances of these foﬁr

case studies, distance education pedagogy was shown to be quite similar to traditional
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class room education. Some previous researchers have questioned the need for a theory
of distance education, indicating that teaching is teaching, no matter where or how
(Schlosser & Anderson, 1994). Teaching‘at a distance may create unique challenges
which should be studied separately from traditional classroom teaching. The four case

- studies providéd a Wealth of data suppOrting the notion that teaching at a distance is quite
different from teaéhing face—to-facg. Other meta-analyses of distance education case
sfudies can furfher the progress toward developing a theory of distanée education

pedagogy, grounded in data.
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CHAPTER 5

- SUMMARY, DISCUSSION; CONCLUSIONS, RECOMMENDATIONS
| AND IMPLICATIONS e

The success of this researeh project wdé attributed to the sequentially-stepped,
cumulative prdcedure for ana.lyzmg ease study data.‘ A detailed procedure for a grounded
. meta—ane.lysis ot‘ case studies was not aVailable and it was necessary to develdp.a method
which coiild be replicated by other iesearehers. |

In disciplines, Such as education and soicial sciences, a. plethora of case studies may
be available, but bear little relation to oneanother. ' A»lack of geii’eralizability has ‘been a
limitation. This research project is offered as zt way to overcome this liinitation, _
~condensing multiple, data-burdensome case studies, and extracting conc_eptiial trends

across individual case study boundaries.

~ Summary
A grounded iiieta-ana_lysis techhiqiie designed to analyze multiple case studies was
the research process used in t}iis study. The proeesé followed the Stvr:auss aiid Corbin
(1990) gr‘ounded‘theory data codiiig technique énd_ drew ’from_the Hossler and Seélese-
Love (1989) recommendations ‘for' a grounded meta-analysis. The goals were: To develop
a methodological prdcedure for meta-anailyzing multiple case studies; to identify case

study categories and themes; and to 'develop testable hypotheses which might be useful in

71



a theory éf distance education pedagogy.

This research idea was conceived after determining the existence of abundant case
studies in distance education. These contextually—speciﬁc case studies lacked
genéralizability which might allow the findings of each to contribute to a brpad ‘theory
‘base in distance eduéation pedagogy. A need existed for a comprehensive study
technique, subsufrﬁng individual qualitative case studies, similar to the quantitative meta- |
- analysis technique develqped by Giasé (1976). The resulting technique followed the
oﬁtlin_e presenfed by Hossler and Scéiese-Love '(198-9). Their grdundéd meta-analysis
technique used a grounded theory methoclib and was presented as a w}z.iy»to code both
quantitative and qualitative studies. By contrast, this research project Was-an in—depth

procedure for meta-analyzing qualitative case studies.

N

Data Sources |
A p-eru‘sal of Dissertation Abstracts Online provided a list of 18 potential case
study abstracts with thel key terms: Distance education, higher eduéation, case study and
teaching. The criteria for inclusion were: Dissertations were Written in the English
languagc; available tthrough interlibrary loan; and contained observational or int¢fview
: dafa from instrucfofs .at;dut their attitudes and actions toward teaching ‘in a distance
education setting. Additionall?, éach potential diééeftation Was evaluated on a case study
coding form to enSufe confomﬁfy (See Apperidix VB). Four of the original 18v dissertations

met these specific criteria.

Data Collection and Analysis

Initially, each dissertation was read for content. The Strauss and Corbin (1990)
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coding procedures for deVeloping a grounded theory were adapted to this research
project. This process contained three major coinponents: Open eoding, axiai coding and
selective coding. Open coding involved breaking down ease study data into discreet
phenomena and grouping them in categories. Axial’coding involved analyzing the data in
a different way; that is, ,r'ecombining categories into alternative data groups‘ Sele_ctive
coding involved tlie discovery of relatidnship_s among data categories‘ and rewriting the
story line showing eon_ceptual relationshipé. Strauss and Corbin (1990) further developed
the selective coding precess, by developing hyPotheSes_ useful for ceritributing to a theory.

This research project diﬁ‘ered frdm tlie Strauss and Corbin (1 990) method during
the selectiye COding ptecess becau"se individu’al'case study ‘hyvpotheses were too specific
for the goal of this grounded meta;analysis.' However, two anomalic hypotheses, derived o
from individual case studies, \ivere discussed separately. These anomalies showed unusual
instructor attitudes and activitieé, arid were determined to be uniqiie pedagogical
relationehips, worthy of further investigation.

As part of the meta-analysis, broad hypotheses were derived from similarities in at
least 51 percent, or three of the four case studies. These findings were compared to
Holmberg’s (1995) hypotheses of distance education teaching. The aini of the research
was not to develep a theery, but to ‘eontribute toa conceptual base, useful for theory
development in the future. |

Instructional activities and attitudes were identified by breaking down the data in
each dissertation into discrete phenomena, grouped according to classification. An

analysis of the data revealed that each case was unique and the interactions that occurred
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witﬁin the case were complex and numerous. However, some consistencies among
‘xattitudes and activities of distance education‘ instructors were identiﬁed among the three or
four unique cases.

The diversify of the individual cése studies created numerous categories,‘with
many of the categories uéed for only one of the dissertatiob‘r‘ls. This might have been
attributed to the different angles fror‘n‘which the researchers focused their attention and
recorded their dé.-ta. For example, ’;he category,.Iﬂstructor»as TenSion Reliever, was an
essential component of the Foster (1993_) disseﬁatiOn; bgt was not a category used in the
other three dissertationsT ‘By contrast, Instructor as Bar’ome‘ter, was important in three of
the four dissertations. This categofy deaﬁ with tﬁe instructor’s ability to monitof and
adjust, an important pedagogical concept. No categofy was used in alﬁl four of the
dissertations. |

Seven general hypotheses were devéloped and based on a meta-analysis of the
usable‘dis"sertatiOns., These hypotheses stemmed from the cbding of data, using the
Strauss and Corbin (1990) gréunded theory method and the Hossler ahd Scalese;Love
(1989) grounded meta-analysis technique. Hypotheses were developed when a similar
co‘nceptuél felationship occurred in at least three of the four diSserfations; The testable
hypotheses were:
.Hypothes‘is 1. Under conditions where faculty view teaching at a distance positively, they
believe the”most implortant béneﬁt is serving students in remote lécé.tions; wheréas under
conditions where faculty vie\.av teaching at a distance negatively, they believe the main
drawback is the lack of face-to-face communication with students.

, Hypothesis 2: Under conditions of teaching at a distance, instructors experience more
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difficulty keeping remote-site students attentive and motivated; whereas under conditions
of téaching face-to-face, instructors experience less difficulty keeping students .;ttentivé
and motivated.

Hyp} othesis 3: Under conditions éf teaching at a disténce, instructors rely heavily on
creating verbal exchanges and iﬁteractiVe techniques to §§er¢ome the lack of face-to-face
interaction; whereas under teaching in a face-to-face setting, instructors rely more heavily
on visually mohitoring students and reading stﬁdent body language, and less on creating a
- discussion atmésphere. o

Hypothesis 4.: .Under. conditidns when the instructOf tfavels to the remote site to meet the
distance students, s/he had a more positivé rapport with stuvdehts; whereas und.er
conditions before the instructor travels to the remote site, s/he had a less positive :rapport
with students‘

Hypothesis 5. Under conditions of pr.epaﬁhgv to teaéh a distance éducation course,
instructors devote more time to preparing instructional materials; whereas undef |
conditiqns of preparing to teach a course in a traditional classroom, instructors devote less
time to preparing instrﬁétional materials.

Hypv othebs'is 6 Un&er coﬁdiﬁons in which faculty wére reciuired to teaéh ata disfance, |
faculty may be less recepti\}e to teaching a distance educqtion course; whergas when
faculty are not required to teach at a distance, they'may be more receptive, even
requesting, fo teachingvba distaﬁce education cburse. |

Hypothesis 7. Under conditions in which faculty teach at a distance, they rely more
heavily on support personnel, such as peér coaches, computer experts, techﬁicians or

students at receiving sites; whereas when faculty teach in a traditional, face-to-face
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classroc;m, they are more likely to work autonomously.
\1 Two hypotheses were determined to be anomalic hypotheses. Each was generated

by only one'disserta’_cion aﬁd the hypotheses represented unusual or ‘non-traditional
- relationships. They were:
Anomalic Hypothesis 1: Under conditions Where the instructor perceives group
dissension, he tries to bring the students to a consensus; Wheréas under periods of relative
agreement among students, the instructbr »asks thought-provoking qugstions to get
students to analyze their own beliefs (Foster, 1993)., v
Anomalic 'Hypofh‘esis 2: 'Un_der conditions of instructor as pioneer, before actually
teaching the course, s/he experiéncés excitement and feelings.of “breaking new ground;”
whereas under conditions of instructor as frustrated nﬁddleman; well into the semester,
s/he experiences a disappointment over lack of course and students’ outcomes (Liu,
1996). |

The gr;oundedrtheory methodology was uséful for meta-analyzing qualitative case
studies in distance education pgdagogy. The methodology was useful for a number of
reasons, but most importantly it provided a step-by-step recipe for a ﬁovice researcher. A
sysfemaﬁc and sciéntiﬁéally'ﬁgorous process wés employ'ed in the groﬁnded meta-
analysis. At veach cdding lev‘e'l,-‘the researcher could cross-case compare the dissertations.
“This constant comparativc method contributed to the internal validity of the research.

Discussion |

Irriportant to this research was the grounded meta—anaiysis designed in this

research pfojéct. It was intended to be comprehensive, S0 ﬁiture researchers could

replicate thevmethodology for use meta-analyzing other topics in education. This useful
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metholological‘ tool may serve as a foundation on which researchers can build, modify and
improve similar research. ‘i

Schlosser and‘Anderson (1994)vapt1y surgman'zed the felationship between
traditional face-to-face pedagogy and disfance education pedagogy. “It is known that
good distance educatilon.pedagogy is géod pedagogy in any classroom” (p. 14).
However, pedagogical issues which arise in a distance education claséroom'may not be a
pa.rt_ of traditiOﬁél face-to-face clasérooms. The seven testable‘hypfl)v‘thesés generated in
this résearch were specific to distance education pedagogy, rather than face-to-face
pedagogy. ‘This résearch provided evidence that pedégogical issues in distance education
‘may be different than tradiﬁonal, féce-fo-face pedégogical issues.
Comparison to .Hojllmb_erg’s Hypotheses

In 1995, Holmberg develop¢d a list of 13 testable hypotheses about distance
education teaching. After the development of hypotheses for this research project, a
comparison waé made between the 13 hypotheses generated by Holmberg (1995) and the
seven hypotheses generated_ in this research. Overall, Hoimberg’s hypotheses were more

- specific, geared toward instnictional techniques which facilitated learning.

Ho-lmbérg’s (1995) 13 hyjjotheses are: |

1. A coursveb struc'ture Careﬁilly bésed on requivre‘d éarlier leamin_g; which makes

subéumptiqns in Ausubel’s sense possible.

2. A ‘stylev df presentation that is easily accessible; a high degree of

readébility of printed course materials.

3. Gfaphica’l and typographiCal presentatibns faéilitating access to printed

courses and selections of relevant subject matter.
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4. Sequencing, a choiee of media and other principles for course

’ presentation adapted to student needs and to the requirements of ‘subject

~ areas studied, e.g. those of operations on knowledge and operations with

| knowledge (Change et al., 1983, 14;16). '
5. Quick haodling of assignments so that studente need not wait for more than a
week to have their work rettirned with corrections and comments.
6. Friendly, helpful, and extensive tutor comments on assigﬁments submitted, with
suggestions expressed in a wéy to v‘promote personal rappo_rf between stodent and
tutor. | |
7. Frequent submiesion of assignments requiring students to solve
problems, evaluate texts or recordings; research findings indicated that this
is valid if combined with hypothesis numbef six.
8. A presentation of courSe goais or objectives whieh engages the student in the

- evaluation of their relevance and, if at all possible, ih theif selection. -
9. Self-checking exercises in pre-produced courses, fhrough which etudents
are encouraged to practice skills; not only model answers should be

| provided but aisoextensiﬂze comments based on course writers’ experience

of probable eno}s and.misuoderstandingsGlolmberg, 1995, 1767178).
10. Teaching and counseling can be effectively carried out by non-contiguous o
means, real mediated communicatioo and simulated communication, incorporated

v in distance education courses by conversational style and other personal
approaches, make dialogue possible.

11. Personal (not necessarily or primarily contiguous) contacts with tutors
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and other representatives of the support_ing organization promote

emotional involvément,

12. Pré-préduced courses characterized by a conversational style with
inyitaﬁons to an_exchahgg of views and with atte,mpts“ to involve the

student emotionally.

' 13. Comrﬁtinipation facilities (in writing, by computer; on the telephone,

and/or by audié tape) bonstantly open to students for questions and

exchanges-of opinions with tutors and c;ounSelofs (Holmbefg, 1995, pp.

176- 1‘7‘8). | | |

In coﬂtras'_t to Hélmbefg (1995), the séven hypotheses generéted'by grounded
fheory in this research were broad,v éﬁen coinparing ‘div-stanbc:e eduCatiog instruction witﬁ
traditionall face-to-face instruction.

Eabh of the seven hyp(y)tl.les‘“es' generated by this research Wés contrasted and
compafed with the Holmberg (1995) hypotheses.

Hypothesis 1: Under cbnditions whére facﬁlty view teaching at a distance positively, they
believe the most importaﬁt benefit is serving students in remote locations; whereas under
conditions where féculty 'vi¢w teaching at a distance negatively, ‘they beliéve the main
drawback is the lack of face-to-face communication with students.

This hypothesis, gfounded in‘: dafcal from‘ all four case studies, was dissimilar to
Holmbergi’s 13 hyi)dtheseé.' This hypothesis rebfesented a relationship between faculty
attitudes and beliefs about distance education teaching. By contrast, Holmberg’s
hypotheses did not explore faculty attitudes, rather they discussed techniques used by

faculty to facilitate student learning.
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Hypothesis 2. Under conditions of teaching at a distance, instructors‘ experience more
difficulty keeping_ remo're-site students attentive and motivated;, whereas under conditions
of teaching faee—to—faee, instructors experience less diﬂiculvtyikeeping students attentive
~ and motivated.
Hyp orhesis 3. Under conditions of teaching at a distance, inetmctore rely heavily on
creating verbai_ e)rehanges and in'reraetive techniques to overcorne the lack of face-to-face
interaction, ivhére'as under teaehing'in a face-to_-face setting, instructors rely more heavily
on visually mq'nitoring emdents and reading student body language, and less on creating a
" discussion atmosphere. |

HypotheSes 2 and 3 eXpiained the relationship between instructor attitudes and
activi-ties ina distance education setting and the attitudee and aetivities in a face-to-face
setting. None of Holmberg’s (1995) hypotheses explained the relationships between these
two settings.
Hypotliesis 4. Under conditions when the instructor travels to the remote site to meet the -
distance stu(ients, s/he had a more positive rapport with-stubdents; whereas under
conditions before the instructor travels to the remote site, s’he had a less poSitive rapport
- with srudenfs_._ | |

This hypothesis showed the relationship befWeen an instructor’s personal‘ centact |
with students and teacher-student rapport. Helmberg’s (1995) second hypothesis was
similar, using the phrase, “emotional invol\/_ernent” (p. 1_7’6) to describe the results of face-
to-face contact.
Hyp ethesis 5: Under conditions of preparing to teach a distance education course;

instructors devote more time to preparing instructional materials, whereas under
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conditions of preparing to teach a course in a traditional cléssroom, instr_uct‘ors devote less
time to preparing instructional materials.

This hypothesis showed the relationship between instructors’ activities in a
distance education setting an& instructors’ activitiés in a face-to-face setting. Holmberg’s
(1995) Hypotheses 6 and 7 reflected specific techniques for preparing teaching rhaten'als,

- whereas the hypothesis generated for this research considered the amount of time needed
to create the matverials.

- Hypothesis 6. Undef conditions in which ‘faculty were required to téach at a distance,
faculty may be less receptive to teaching a distance education céurse; whereas when
faculty are not requirea to teachbat a distance, they may be more receptiye, even
requesting, to teaching a distancé education course.

Hypothesis 7: Under conditions in which faculty teach at a distance, they rely more |
heavily on support personnel, such as peer coaches, computer expérts, téchnicians or
sfudents at receiving sités; whereas when faculty te‘ach ih a traditional, face-to-face
classroom, they are more likely to work autonoméﬁsly.

‘None of Holmberg’s 13 hypotheses were similar to Hypotheses 6 and 7 of this
research. This-may ha:ve been attributed to Holmberg’s (1995) emphﬁa'sis-o;r‘l tlea‘ching
techniques. |

OVerall, the grounded theofy_ hyﬁotheses g‘en‘:erate;d in this research dii’fered from |
Holmberg’s ( 1995): hyp_btﬁeses about distance education teaéhing. 'Holmberg’s ( 1995)>
hypotheses could be described as “how to,” that is, how to facilitate learning in a distellnc‘e
education setting.  The grounded:theory hypotheses could be described as “what,” that is,

what differences exist between distance education settings and face-to-face settings?
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Conclusions
A plethora of casex studies exist in distance education reSearch literature.

Typically, case studies e.re research techniques commonly used when a field is relatively

new, as is distance education. Rapid technolcgical changes lrave channeled researchers’

- time developing and recording practical. curriculums for their':own universities. This
record keeping is often manifested as a case study. Since case studies relate detailed
information about a specific site, time frame and occurrence, they are rarelyconsidered
generalizable to other settings. |

Ir was this lack of generalizability, combined with a preponderance of case studies
on distance education, that lead to the develcpment of this vgrOu'nded meté—analysis. Th'rs
grounded meta-analysis was a comprehensive study, subsuming individual qualitative case

-studies. It provided a qualitative researcher a procedure .for der‘iving hypcthetical '
statements’ﬁom multiple case studies.
| Some sinﬁlaritres er(isted among the three or four case studies surveyed. - They
included both teacher attitudes and activities, and were presented as seven broad, testable-
hypotheses.

Nurnerous diﬁ“erences .existed arrrong the four case studies sursfeyed. This was
primarily attributed to the individual focus of each case. The differences were not direct
contrasts among cases, r,ather.they were various facets cf pedagogy, or “whert” Was beirrg

studied.

Recommendations and Implications
This experiment in research techniques offers qualitative researchers an

opportunity to generalize findings from case studies, previously deemed ungeneralizable.
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It fills a void in research techniques, by combining the existing qualitative methods,
grounded theory and meta-analysis. This research focused only on rneta-analyzing a
speciﬁc genre of qualitative research: Case studies.
This focus on cross-case analyses,vwas designed to refine tlie technique so other
distance education researchers might generate additional hypothesesf Combining these
~ hypotheses could lead to a theory of distance education pedagogy, grounded in case study
data. To take the research a step‘ﬁirther, it'is recommended that other' researchers explore
the question, “Can a single grounded meta—analysis of _qualitati\re 'case‘ study data produce
liypotheses and generate a théory_??’ ‘ |
The question_arose, why do these seven vh‘ypotheses differ r‘rom Holrnberg’s (1995)
13 testablei hypotheses of distance education teaching? These seven hypotheses were
broader in ‘scope, oﬁen a comnaﬁson of faculty attitudes and activities between distance
education settings and face-to-face settings. .”By contrast, Holrnberg’s 13 hypotheses
were bva‘sed‘on specific teaching techniques which facilitated student learning in a distance
educations setting. |
Research
“This study was helpful in two ways: ‘Tt contributed a creative methodology and it |
generated some useful testable hypotheses. ‘The grounded meta-analysis procedure was
| extensively detaiied,in tliis dissertation., It wouid be possible to replicate this methodology
on case studies outside of the distance education setting, sucli as issues in traditional, face- .
to-face classrooms. As long as educational researchers and graduate students continue
| generating large numbers of case studies, there will be a useful place for this methodology.

- It is worthy of consideration that researchers perform a grounded meta-analysis of existing
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case studies, rather than contributing another singular case study to the ever growing pile
of case studies in distance educ:ation pedagogy.

The putpose of presenting hypotheses of distance education pedagogy was to offer
some testable relattionshjps between concepts, which could be compared to other research
findings. After replicating this Inethodology on other distance education case studies,
researchers could compare findings, refine and add hypotheses. _‘

The seven hypotheses deVeloped’ from this grounded meta-analysis may be
components of a more comprehensive theory of dietance educativ'onpedagogy derived
from meta-analyzing qualitative ease studies. External validity was.evidenced by support
from similat findings ot‘ cher teseatehers.

It is recommended that other resear_chers compare inStruetor attitudes and
activities for face-to-face classreoms and distance education classrooms. The research
questions could be based on the hypotheses developed in this research.

Existing case studies in both distance education settings and face-to-face settings
could be seatched for data that were related to the hypotheses generated by this grounded
meta-analysis. By performing a grounded meta-analysis of specific data in these case
'studiee, these seven hypetheses could be tested.

Anotnalic hypotheses, or hypotheses that appear to be contrary to existing
instructor attitudes and activities, _canbe tested in other dista'nce education settings. The
two hypotheses detennined to be anomalies in the four case studies, were:

1. Under conditions where the instructor perceives group dissension, he tries to bring the
students to a consensus; whereas under periods of relative agreement among stud_ents, the

instructor asks thought-provoking questions to get students to analyze their own beliefs
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(Foster, 1993). ‘I |

2. .Under conditions of instructor as pioneer, before actually teaching the course,
s/he experiences excitement and feelings of “breaking new ground;” whereas under
. conditions of instructor as ﬁustiated middleman, well intc the semester, s’he experiences a
disappointment oi/er: lack of course'and students’ voutcom.es '(.Liu, 1996).

Several research qUestions were generated from these anomalies. Were these
anornalies characteristics of face-tc-face ediication as well as distance education? Were
they simply teaching techniques used by veteran instructors to stimulate class discussions?
Were changes in instructcr attitutles related to teachingv at a distance, or were they
characteristics of teaching ba new subject, regardless of whether the setting was face-to-
face education or distance education? Overall, is the level of student success lower for
distance education courses than for traditional face-to-face cdurses? These research
questions could be more ﬁiliy explcied in future research. |

Researchers and graduate students might find this detailed dissertaticnhelpﬁil
when developing their own grounded theory based on the Strauss and Corbin (1990)
method. Additionally_, those attempting a cross-case analysis cculd follow this tested
~ methodology, which exhibits reliability and validity. | ”

Practice

| This research was based on practice. Case studies haye proven to be excellent
documentations of ‘ﬁeld experiences. | Case studies provide valuable information for
practitioners to apply to their own unique situations. A grounded meta-analysis is an 4
- excellent means of summarizing multiple case studies, allowing practitioners to sift

through large amounts of data in a much shorter time period. If a practitioner wants more
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detailed information on a case, the coded data presented in the appendices provides
outstanding synopses of individu;l cases for perusal. Research should ultimately be seen
by praCtitioners; but it must be presénted in a manageable format. | The grounded meta-
aﬁélysis condenées data into meaningful categon'és and shows the relationships among
categox‘ies. |

Theory

Teaching at a distance is a relatively recent concept in the education field, dating

back to the first half of the nineteenth’ century (Hd[mberg, 1974, 1986). Most researchers

have come to some agreement on the definition of distance education, yet a theory of

distance educatidn has beeh the subjéct_ of controversy. Some researchers question the
need for a theory of distance education, citing the traditionzlil‘ educational theories suffice
(Schlosser & Andersbn, 1994). Based on the ﬁndings of this grounded meta-analysis,
there should be a theory of distance education pedagogy, sepafate from traditional
bpedagogy theories.

Sc;me theories of distance education have been proposed and tested. Researchers
such as Thomas Clark and John Verduin, D. R. Garrison, Bérje Holmberg, Desmond
Kee’gan-, Michael Moore, Charles Wedemeyer, Hilary Perraton and Otto Peters have
developed unique theories of distance education. Parts of these theories infer that distance
education is merély a form of conventional education, while other componenfs of the
: theories were exclu‘sive‘ ‘toiteaching ata distance (Schlosser & Anderson, 1994).

Aninterpvretation.of the findings of this research also indicated that much of the
»datavwas not unique or exclusive to teéchihg at a distance. Often, the instructor’s

attitudes or actions were similar to those of an instructor in a traditional, face-to-face
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classroom. However, some cbnceptual relationships emerged which were exclusive to
teaching a‘é a distance. These relationships were presented as hypotheses of distance
education pedagogy.-

Theories are based on extensive research 'ﬁndings. It is difficult to conduct a éingle
piece of short-term research and generate a theory groundedxin the data. The goal of this
research was not to generaté a .theory, but to broﬁde testable hYpotheses whiéh’nﬁght

contribute a portion to the larger picture which is an overall theory of distance education

pedagogy.
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APPENDIX A
Pilot Case Study Coding Form for Assessing Study Quality

Study Information:

1. St’avtementfof the Problem
2 OveraH Quality
3. Reliability (replicability)r
Level of Conﬁ‘dence (sure; not sure; no information)
4 Internal Validity (Does the sfudy’s research design suppert the conclusion?)
_;_ Le\‘/elr.of Confidence |
_____ 5. External Validity (Geﬁeralizability?)

. Level of C-onﬁdence

6. Research Question(s)
_- Level of Confidence
T Stated Purpose
L Level.of Conﬁdence :
8. Major Concepts (Conceptual deﬁﬁi;ion relevant?)

Level of Cohﬁdence
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9 DataFSources; Triangulation?
___ Level of Confidence
__ . 10. Site (Research setting and time frame)
- ____ Level of Confidence
___11. Research Subjects Description and Size
12 Method_-
_ Levelof Confidence
- 13. Descriptive Adequacy (lbgical story construction?)
___‘Level of ‘Conﬁdé‘nce o
____14. Findings of tﬁe Case _Sfudy (Researchquestions answered?)
__ Levelof vConﬁdvence |
__15. Specific Teacher Attitudes Pfesenfed in Findings? .
- Levelk of Conﬁdeﬁce
___16.. Conclusion (Evident & logical linkage to “problem?”)
__ Level of Confidence
17 R,ecommendationé
A) Teachers
B) Reseéréhers

18. Researcher/Subject Relationship

19.. Hawthorne Effect? 1-yes; 2-no -
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* Sources:

Burlingame, M. (1994). Tools for linking research and practice in the helping
professions: Research abstract worksheets and personal reviews of the literature.
- Stillwater, OK (ERIC Document Reproduction Service No. ED 379 733)

Hossler, D. & Scalese-Love, P. (1989). Grounded meta-analysis: A guide for research
synthesis. The Review of Higher Education, 13, 1-28.

Yin, R. & Heald, K. (1975). Using the case survey method to analyze policy studies.
Administrative Science Quarterly, 20, 371-380. '
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APPENDIX B

Case Study Coding Form for Assessing Study Quality
o Final Draft

Bibliography:

1. Overall Quality

2. Statement of the Problem

__ 3. Reliability (replicability)_
_ Levelof Conﬁdence (sure; not sure; no information)
4 Intemal Validity (Dvoes the studsf’s research des;gn support the conclusion?)
__ Level of Confidence |
5. External Validity (Generalizability?)
__Level of Conﬁdence
6. Relevant Research Question(s)
___ Level of Confidence
__ 7. Stated Purpose
o Level of Confidence
8. Major Concepts (Conccptual definition relevant?)
____ Level of Confidence
9 Data Sources; Triangulation?
_ Levelof C_onﬁdence
____10. Site (Research,setting and time frame) -

Level of Confidence
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____11. Research Subjects Description and Size
_ 12, Method
% Level of Confidence
____13. Descriptive- Adequacy (logical stbry §onstruction?)
- Levelof Conﬁdénce |
____14. Findings of fhe Case Study (Resedrch questions ansWefed?)
~ Levelof Conﬂdenée'
____15. Specific Teacher Attitudes Preéented in Findings?
o Level of-(*;onﬁdencve‘ , : |
;16. Conclusion .(Evident & logical‘liﬁkagé to “problem?”)
_ Levelof Confidence
17 Recommendatibns
A) Teachers
B) Researchers

__18. Researcher/Subject Relationship
. 19 Hawthorne Effect? 1-yes; 2-no

20. Notes:
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Sources of information for Appendix B:
i
Burlingame, M. (1994). Tools for linking research and practice in the helping
professions: Research abstract worksheets and personal reviews of the literature.

Stillwater, OK (ERIC Document Reproduction Service No. ED 379 733)

- Hossler, D. & Scalese-vae, P. (1989). Grounded meta-analysis: A guide for research
synthesis. The Review of Higher Education, 13, 1-28. ' ’

YR & Heald, K v(1975). Using the case survey method to analyze policy studies.
Administrative Science Quarterly, 20, 371-380. '
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APPENDIX C

' Partl

Foster Dissertation Open Coding

Concepts and Phenomena

Class Session #2, (at a distance)

initiates student introductions ,

personal anecdote sharing his nervousness -

engages in humorous banter with student (noted five tlmes)
maintains good eye contact with students

briefly loses eye contact with most of class

asks question (noted ten times)

monologue (noted five times)

~ instructor looks at camera to give students a sense of eye contact
gestures with hands and arms (noted four times)

answers students’ questions (numerous times)

allows student-students dialogue/debates (noted two times)
intervenes in dialogue; shifts attention to reading text

debates with student

seems to ask question when students’ attention is waning

asks students how is it going (refemng to telecast)

Class Session #4, (at a distance)

asks questions of class

clarifies unclear points during discussion

allows students to guide dialogue

insists the class members try to answer their own questions (tries to get class to construct
its own understanding) :

becomes impatient with wh1n1ng students

is unable to accommodate students who want to stay after class and ask questions
monologues (2 minutes)’ :
Class Session #6, (at a distance)

light conversation about sports, weather, and colors he has chosen to wear for telecast
dialogues with students :

reads newspaper articles for discussion

reprimands talking students

refuses to negotiate any further with students on additional requests
reviews previous class materials

asks questions of students (frequent)

monologue (4 min)

- uses overhead camera

tries to slow students down from makmg hasty decisions

checks class understanding

mutual teasing (limited extent)
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Class Session #8 (at a distance)
housekeeping duties/agenda 1
Asks students how is it going (referring to telecast)
calls class to order twice during technical dlﬂicultles
monologue (noted eight times) - ‘
gestures (noted twice)
maintains eye contact
asks question (noted six times)
affirms students responses
allows student-student dialogue and debate (noted twice)
tries to bring the class back together, after much student input
and interaction.
allows student-student dialogue whlle explaining-
engages in humorous banter with students (noted three times)
responds well to student corrections of technical problems (does as the students request
when they can’t hear/see him) (noted tw1ce) :
- asks for student presenters
Class Session #10 (at a dlstance)
light conversation
reviews agenda
shows models on overhead camera
uses humor to restore order ’
accepts student recommendations to adjust equipment
lectures from workbook, text or overheads:
asks questions (frequent)
_Class Session #12 (at a distance)
light conversation
monologues (2-4 min)
uses overhead camera (noted tw1ce)
reads short passages from text
asks for students’ responses
allows for student-initiated dialogue
Class Session #14 (at a distance)
humorous interchange with students
monologue (noted twice)
ignores question during monologue
~ asks question, but answers it himself
shares personal anecdotes with class
dialogues and debates with students
guides the above '
- allows guest speaker (former student) to present
~ summarizes what was said
allows student-student dialogue
uses overhead camera to show material (noted twice)
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Source:

Foster, B.B. (1993). The effects of interactive teleconferencing as an instructional
medium on the learning environment for students (Doctoral dissertation,
University of North Carolina at Chapel Hill, 1993) Dissertation Abstracts Onhne,
1997 ,
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APPENDIX C
Part 2
Foster Dissertation Open Coding
Categories Encompassing (I Longepts/Phenomena

*Instructor as tension reducer. Attributes and propertles of an 1nstructor good at reducmg
tension in a distance education setting:
includes telling jokes
includes humorous banter
_ includes periodic understanding checks
*Instructor as barometer. Attributes and propertles of an 1nstructor good at monitoring
and adjusting in a distance education setting:
includes allowing student discussion to continue
includes allowing students to interrupt him during the instructor monologue
includes answering students” questions with clear explanations
includes reading faces of students
includes getting students back on task at hand
includes providing in-class time for small group discussions
includes dividing students into small groups according to their leadership abilities
*Instructor as information disseminator. Attributes and properties of an instructor good at
disseminating information in a distance education setting:
includes housekeeping chores
-includes monologues
includes reading from text
includes giving examples
includes using overheads and visual teaching aids
*Instructor as non-verbal actor. Attributes and properties of an instructor good at
communicating non-verbally in a distance education setting:
‘ includes hand and arm gestures and body size in camera
includes animated movements
includes eye contact’ :
*Instructor as learner. Attributes and properties of an instructor willing to learn from
students in a distance education setting:
' includes attentive listening to student-student dlalogue
includes asking questions of students
includes allowing students to contribute to class dlscussmns
" *Instructor as politician. Attributes and properties of an instructor good at effective
communications/interactions in a distance education setting:
includes allowing students to make some decistons
includes a tolerance for diverse student opinions
includes debating with students
includes trying to persuade students
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73733

The phrase, beginning with an “*” represents the category.
Each subtopic, beginning with “includes” represents the conceptual label.

Source:
Foster, B.B. (1993). The effects of interactive teleconferencing as an instructional
medium on the learning environment for students (Doctoral dissertation,

University of North Carolina at Chapel Hill, 1993). Dissertation Abstracts Online,
1997. .
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APPENDIX C
Part 3

Foster Dissertation Open Coding
Dimensional Proﬁle of Properties within Categories

ategory: Instructor as Tension Reducer
Property: telling humorous anecdotes/jokes
Dimensions: '
1. Jokes seem to be a two-way street. Instructor presents and receives
jokes from students. '
2. Jokes are often used to lighten a serious tone in the class.
3. Personal anecdotes are often used to begm the first and second half ofa
class period.
4. Jokes are often used while technical dlﬂicultles occur.
5. Instructor uses anecdotesljokes to reduce his own tensions, as well as
the students. -
Property: humorous banter
Dimensions: ,
1. Teasing students occurs later in the course.
2. Teasing occurs during instruction (such as dialogue or questioning the
class, but not usually during housekeeping chores or explaining
assignments
3. banter occurs while trying to restore order (he’s teasing, but he’s Not
teasing)
4. humorous banter seemed to be a regular and integral part of his
instructional style.
Property: periodic understanding checks
Dimensions:
1. occurred when technical difficulties interrupted teaching
2. occurred when difficult matter was presented to students
Category: Instructor as Barometer
Property: monitoring students
Dimensions:
1. guided discussions to keep students on task
2. grouped students according to their leadership style
Property: adjusting to student needs
Dimensions:
1. allowed for students to interrupt instructor’s monologues with
questions :
2. decreased monologues as course progressed throughout the semester
3. increased class discussion as course progressed throughout semester
4. elaborated on information when it was unclear (verbally or non-verbally
expressed by students)
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Category: Instructor as Information Disseminator
Property: monologues
Dimensions: :
1. gradually lessen in length as semester progresses
2. likely to be interrupted by instructor at earlier classes
~ 3. likely to be interrupted by students at later classes
4. limited time spent on this (maximum 7 minutes).
5. monologues were longer at earlier classes than later classes
Property reading from text
Dimensions:
1. usually short passages
2. asks students to read along (wh1ch they do instead of looking at
monitor)
3. used as an 1nterruptlon to students dialogues (to get students back on
task)
Property: giving examples
Dimensions:
1. relates his past experience in private industry
2. relates examples from previous students’ experiences
3. gets former student to guest lecture
4. often uses metaphors (particularly in earher classes)
. Property: using overhead camera and visual aids
- Dimensions:
1. more often uses verbal or gesture d1ssemmatlon techmques than visual
techniques (actually very few references to using overhead cameras)
2. used for housekeeping chores, such as showing agendas
3. doesn’t seem to be spontaneous with overhead camera for showing
visual aids. -
The frequent camera uses seem to be pre- planned such as showing
‘agendas, definition of terms, or models.
4. more likely to quote passages in text or ask questlons than use the
camera
5. using overhead camera requires advance preparat1on Inadequate pre-
planning? . ‘
6. tries to treat the d1stance educatlon class smularly to a face-to-face class
Category: Instructor as Non-Verbal Actor : :
Property: using hand and arm gestures/body size, animated movements
Dimensions: . :
1. frequent mention in observatlon notes
2. technique keeps students’ attention
3. problematic in compressed digital fiber optics signal (which was used
during one class period because channels were crowded) ( ‘slight jerkiness”
noted by observer) '
4. leaned forward with intent and animated facial expression during
dialogues (teacher-student or student-student)
Property: eye contact
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Dimensions:
1. maintained good eye contact with camera during lectures (seemed
- practiced)
2. eye contact broken when reading from text v
3. when dialoguing with one student, 1nstructor did not maintain eye
contact with rest of class
%e_gdlnstg_reru—cwra_s_Mm
Property attentive hstenlng to student-student dialogue
Dimensions:
1. not always necessary for instructor to be center of attention, but
instructor is center of attention most of the time :
2. allows one student to answer another’s question or debate
3. usually concludes this 1nstruct10na1 style with a synthes1s of students’
comments.
4. more likely to encourage/allow student- nutlated dlalogue in later class
- sessions
Property includes askmg questlons of students
Dimensions: ‘
1. this seems to be the most frequent teachlng style
2. always open-ended questions
3. prolongs this component by often asking other students if they
agree/disagree with an answer supplied by a student
4. student occasionally asked to write beliefs and share with class.
5. subjective questions require reflective answers
Property: includes allowing students to contribute to class discussions
Dimensions:
1. encourages students to respond to other students’ opinions
2. breaks students into groups for student-student discussions
3. interactivity lengthened as a class time progressed
Category: Instructor as Politician
N Property: includes allowmg students to make some decisions
Dlmensmns ,
1. usually not significant decisions
2. students allowed to decide between alternatives
3. moves group away from diverse opinions, toward a consensus
Property: includes a tolerance for diverse student opinions
Dimensions: o
- 1. allows students to disagree with teacher and each other
2. asks if students agree/disagree and WHY
3. presents diverse paradigms and encourages discussion
Property: includes debating with students
~ Dimensions:
1. debates usually end with humor
2. encourages students to debate on issues, so students can clarify their
own positions
Property' includes trying to persuade students -
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Dimensions:

: 1. usually uses humor
2. not too common, occasionally used but usually he explicitly states “he
'~ is trying to persuade”

Source:

Foster, B.B. (1993). The effects of interactive teleconferencing as an instructional
medium on the learning environment for students (Doctoral dissertation,
University of North Carohna at Chapel Hill, 1993). Dissertation Abstrgcts Online,
1997.
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Foster Dissertation Axial Coding

APPENDIX C

Part 4

Category: Instructor as Tension Reducer

CAUSAL CONDITION

PHENOMENON

Technical difficulties

Context of technical difficulties
interrupts dialogue

usually quickly corrected

length of down time

CAUSAL CONDITION
Nervousness

-> Reducing tension

l

Aetion/interactional strategies -

for reduced tension

self effacement

- laughing at others’ jokes

teasing students
group activities using student leaders

Consequences

~Tension is lowered for instructor & students

PHENOMENON
> Reducing tension

Context of nervousness
degree of nervousness

‘Action/interactional strategies
~ for reduced:tension

telling jokes on self (self-effacement)

telling perso‘nal anecdotes

Consequences
Tension is lowered for instructor & students
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CAUSAL CONDITION PHENOMENON

Serious learning material/discussion > Reducing tension -
Context of seriousness _ ’ |
perceived degree of student anxiety

based on student cues (verbal & non-verbal)

Action/interactional strategles

for reduced tension

brings closure to discussion after students
debate to check class understanding

Consequences
Tension is lowered for instructor & students

CAUSAL CONDITION cL B PHENOMENON

Calling class to order--- - ~men > Reducing tension
Context of calling class to order o v : l
- relaxed presentation N '
beginning of class time Action/interactional strategies
after break time for reduced tension

teases students
accepts teasing from students
Consequences
Tension is lowered for instructor & students

RELATIONSHIP BETWEEN CATEGORY (Tensnon Reducer) AND
SUBCATEGORIES

Under condltlons of “technical dlfﬁcultles what strateg1es are used to relieve tension?
humor students.as leaders’

" Under conditions of “nervousness what strategies are used to relieve tension? anecdotes
and Jokmg

" Under condltlohs of a “difficult/serious tone”in elass,_what strategies are used to relieve
tension? asking class, “do you understand?;” end the discussion and go on to other -

material "~

Under conditions of “calling class to order,” what strategies are used to relieve tension?
teasing and bantering with students

109



ate : Instructor as Barometer

1

- CAUSAL CONDITION PHENOMENON

Student needs : >Monitor and Adjust
Context of Student needs ' ‘
expressed verbally or non-verbally

interrupted instructor monologue
to ask questions : v
’ "Action/interactional strategies
for monitoring/adjusting
interruptions increased as semester
~ progressed '
more likely to occur later in semester
interruptions represent needs
effective to stimulate further discussion
decreased the amount of time spent on
monologue
‘willing to stop monologue to answer
questions

Consequences
_ _Better serVice to students .

RELATION SHIPS BETWEEN CATEGORY (Barometer) AND
SUBCATEGORIES:

Under conditions of “monitoring and adjusting to students’ needs,” what instructional
~ strategies are used to interpret these needs? Careful listening, maintaining the illusion of

eye contact by carefully looking at the camera, answering student questions as they are
asked. .
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Category: Instructor as Information Disseminator

‘CAUSAL CONDITION - PHENOMENON
Choice of teachmg styles (monologue\ - -> Information dissemination
Context of monologue | . ‘ l

- often instructor’s stories” . :
' Action/interactional strategies
_ for info dissemination
monologues decrease as semester progresses
monologues interrupted by teacher at
beginning of class
monologues frequently 1nterrupted by
students
monologues not too effective if lengthy
Conseqiuences
Instructor is able to present 1mportant
- information
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CAUSAL CONDITION
Choice of teaching styles

PHENOMENON"
> Information dissemination

(reading from text)

Context of reading‘ from text

necessary to stress other viewpoints
used as a basis for class discussion

CAUSAL CONDITION

l

~ Action/interactional strategies

for information dissemination
prevents eye contact with students
usually short passages

has class follow along

Consequences

Instructor presents important information

Student learning occurs

PHENOMENON

Choice of ‘tevachin‘g styles ---
(telling personal examples)

Context of giving examples
gives credibility to instructor

--> Information dissemination

l

Action/interactional strategies

for info dissemination -

often uses metaphors (most often early in
course)

frequently combined with humor

Consequences
Maintains students’ interest
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‘ »RELATIONSHIPS BETWEEN CATEGORY (Info. Dlssemmator) AND
SUBCATEGORIES:

Under conditions of “monologues,” what strategies are used to disseminate information?
use them less frequently as course progresses; allow for interruptions by students, as well
as interrupting one’s self; limit monologues to a maximum of seven minutes.

Under conditions of “reading from the text,” what strategies are used to disseminate
information? read short passages (rather than lengthy); have class follow along in the
textbook. -

Under conditions of a “giving real-life eXamples what strategies are used to disseminate

information? use examples from one’s own work, as well as from former students; use
fmetaphors include humor.
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Category. Instructor as Non-verbal Actor

CAUSAL CONDITION , PHENOMENON

To keep students’ attention ’ - > Non—verbal communication
" Context of keeping attention - _ v | l

attention dwindles during monologues
: ' Action/interactional strategies
for non-verbal communication
- problematic in some distance education
transmission
looked “students in the eyes™ via camera
animated actions
- during dialogue, instructor couldn’t maintain
eye contact with other students
during text readings, limited non verbal
communication
Conse(;Luences
Unable to keep students’ attention

*Since eye contact with students was not possible during text readings, the instructor
- controlled eye contacts by directing students to “follow along in the book.” Hence, the
instructor was still controlling eye contact.

RELATIONSHIPS BETWEEN CATEGORY (Non-verbal Actor) AND
SUBCATEGORIES:

Under conditions of “keeping students’ attention,” what strategies are used to
communicate non-verbally? maintain eye contact, even though students are at a distance;
instructor frequently used animated actions; directed students to look at texts or
information presented on camera. o
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Category: Instructor as Learner

CAUSAL CONDITION - PHENOMENON

- Posing open-ended questions > Listening to students
Context of questioning
many students respond to one question

promotes higher order thinking skills

- Action/interactional strategies
for learning via listening
occupies majority of class time
teacher as a facilitator, rather than lecturer
*body language of instructor indicates he’s

~ listening o '

**directly contrasts monologue

- Consequences v
Class discussion is stimulated
* “Body language” is related to non-verbal communication

** “Contrasts monologue” is related to information dissemination.

~CAUSAL CONDITION g o - 'PHENOMENON
Encourages inter-student discussions : : > Absorbs others’ viewpoints

Context of encouraging discussions

promotes more questions from students
Action/interactional strategies
for absorbing other’s viewpoints
breaks students into small groups.
provides in-class time for these discussions
synthesizes viewpoints for other students

Consequences
Broadens students” awareness
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RELATIONSHIPS BETWEEN CATEGORY (Learner) AND SUBCATEGORIES
Under conditions of “posing open-ended questions,” what Strategies are used to
listen/learn from students? intent concentration on what students are saying (non-verbal
communication), encourages students to respond, as well as present their own opinions;
forgoes monologue time to ask questions; consumes much of the class time.

Under conditions of “encouraging student/student discussions,” what strategies are used

to absorb others’ viewpoints? giving up instructor time on camera to allow students to
talk; reiterating what students have said, so entire class understands.

116



Category: Instructor as Politician

CAUSAL CONDITION

PHENOMENON

Class issues needing resolution

> Relinquishing authority

Context of issues needing resolution
usually involve dlﬁ‘erences of oplmon among students

Action/interactional strategies

for relinquishing authority
instructor determines the alternatives
moves group toward a consensus

~usually in less important matters

CAUSAL CONDITION
allows diverse opinions

Consequences _
Instructor appears as “first among equals”

PHENOMENON
> Tolerates diversity

Context of diverse opinions
creates debates among students

* Similar to “Instructor as learner”

l

Action/interactional strategies

for tolerating diversity .

*still attempts to move group toward a
consensus ’

requires justification of beliefs

encourages discussions.

debates with students

**creates levity with humor

l

Consequences

- Increases level of student 1nteract10n

** Corresponds to “Instructor as tension reducer”
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RELATIONSHIPS BETWEEN CATEGORY (Politiéian) AND
SUBCATEGORIES:

Under conditions of “class issues needing resolution,” what strategies are used to
relinquish authority? 1nstructor remains s11ent during student discussion; offers choices to
~ students.

Under conditions of “diverse student opinions,” what strategles are used to tolerate

diversity? Tnstructor allows students to present their own ideas, yet instruictor tries to
move the group to a consensus (“persuade” the class).
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APPENDIX C
Part 5

Foster Dissertation Selective Coding

Selective Coding

Step #1 Explicating the Story Line :

: A General Description Overview. The main story seems to be about how the
teacher and students interacted in a distance education setting. I focused on teaching
strategies used by the instructor to facilitate learning in'a distance education class.
Various teaching styles were observed in the case study, including monologues, reading
from the text, class discussions and small group activities. The instructor effectively used
humor within most of the teaching styles. As the semester progressed, the instructor
adjusted his teaching style and used less monologue and reading from text and spent more
class time on open discussions. Eventually, the most frequent type of teaching style was
open class discussions in which the instructor asked open-ended questions and the
students responded and debated.

' Conceptualizing the Story Line. The core category, Instructor as Barometer,
was chosen from the list of categories developed during selective coding. Instructor as
Barometer (monitoring and adjusting) is the central phenomenon in this case study.

Step #2 Relating Other Categories to the Core Category

A (conditions) leads to B (phenomenon), which leads to C (context) which leads toD
(action/interaction, including strategies), which then leads to E (consequences) (Strauss &
Corbin, 1990, p. 124-125).

Categories from which to choose:

. tension reducing (conditions)
. monitor and adjust (phenomenon)
. ~ information dissemination (context)
. non-verbal actions (actions/interactional strategies)
. politicizing (actions/interactional strategies)
. learning from students (consequences)

Step #3 Hypothetical Statement to Validate the Relatlonshlp

Under tense conditions (“conditions™) of distance education, complicated by lack
of face-to-face interaction, the instructor monitors student progress and adjusts his actions
(“phenomenon”) and attitudes during information dissemination (“context”) in the
classroom. The instructor uses many verbal and non-verbal techniques
(“action/interactional strategies’ ’) to manage tension, including humor, asking questions,
intense listening, allowing student-made decisions, and maintaining eye contact. These
actions lead to instructor awareness of student needs, which leads to learning from
students (“consequences”). This information is then used to adjust his teaching style, and
the cycle begins again.
Step #4 Refining the Abstract Story Line

Teaching at a distance creates unique tensions which may not be present when
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teaching face-to-face. During interactions, in which the teacher and learner are physically
separated, the instructor monitors students and adjusts his instructional attitudes and |
activities. The instructor’s ability to monitor and adjust to student needs impedes or
encourages information dissemination. At the beginning of the course, these instructional
techniques tended toward instructor-focused techniques. The instructor lectured, read
from the text and presented examples from personal experiences. ‘As the class progressed,
the instructional techniques increased in student-focus. The instructor allowed and
encouraged students to carry and guide class discussions. The instructor typically .
summarized students’ comments, focusing on similarities of opinions. Interspersed
throughout the entire course was frequent humorous bantering and joking, which
lightened tense conditions. This gradual adjustment to student needs was evidence that
the instructor was learning the needs of his class

Categories from which to choose:

. tension reducing (condltlons)

. monitor and adjust (phenomenon)

. information dissemination (context)

. non-verbal actions (actions/interactional strateg1es)
. politicizing (actions/interactional strategies)

. learning from students (consequences)

Step #5 Development of Hypotheses, Relating Categories at the Dlmensmnal Level

“Under these conditions (listing them) this happens; whereas under these
conditions, this is what occurs” (Strauss & Corbin, 1990, p. 127).

Under conditions of information dissemination at the broadcast site, the instructor
maintains more control over those students’ classroom conduct; whereas under conditions
of information dissemination to the receiving site, the instructor maintains less control
over those students’ classroom conduct. v

‘Under conditions of information dissemination at the broadcast site, the instructor
is more able to monitor student conduct and adjust to student needs; whereas under
conditions of information dissemination to the remote site, the instructor is less able to
monitor student conduct and adjust to student needs.

Under these tense conditions in a distance education classroom, such as
transmission difficulties, difficult materials and instructor nervousness, the instructor
employs tension reducing strategies, such as humor, group act1v1t1es and understanding
checks.

Under conditions where the_instructor perceives group dissension, he tries to bring
the students to a consensus; whereas under periods of relative agreement among students,
the instructor asks thought-provoking questlons to get students to analyze their own
beliefs.

Under conditions early in the semester a dlstance educatlon clas_s, the instructor
uses teacher-centered strategies, such as monologues and reading from the text frequently;
whereas, under conditions later in the semester, the instructor monitors student progress
and adjusts to student-centered strategies, such as open-endea questions and class
discussions.

Under these tense conditions: technical difficulties, nervousness, and serious or

, difficult materials, the instructor closely monitors and adjusts to class members’ needs;
whereas under routine conditions, the instructor may use traditional information
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dissemination techniques, such as monologue or reading from text, Wthh involves very
little monitoring of student needs. -

Under conditions of the instructor dlssemmatlng information, the 1nstructor
balances this with learning from students; whereas under conditions where the students are
discussing and dialoguing, the instructor usually sums up the students’ oplmons for the
class.

Under conditions of instructor teaching, instructor learning occurs; and under
conditions of instructor listening/learning, instructor teaching occurs. They are
interrelated conditions.. ' v

Under conditions of information dissemination, the instructor is less likely to be
actively learning; whereas under conditions of learmng, the 1nstructor is less likely to be
actively d1ssermnat1ng information.

Under conditions of information dlssermnatlon the instructor is not learning from
verbal cues; whereas under conditions of information dissemination the instructor is
reading body language. ' :

Under conditions of contiguous teaching, the 1nstructor maintains d1rect eye
contact with students; whereas under non-contiguous teaching, the instructor consciously
looks into the camera, to create an illusion of eye contact with students.

“Under conditions of information dissemination, the instructor uses these strategies
to keep the attention of students: looks into the camera to create an illusion of eye
contact; uses animated non-verbal actions, directs students to look at their text during a
 text reading; whereas under conditions of “instructor as learner,” the instructor looks only
at the monitor showing the class, breaking eye contact with the students, and leans
forward slightly, showing interest to speaking students.” :

Under the condition of diverse student opinions, the instructor negotlates for
political positions; whereas under this tense condition: students arguing for schedule
changes, the instructor dictatorially determines the position.

Under the conditions: instructor as barometer, instructor as politician, instructor as
learner, and instructor as tension reducer, the instructor is more likely to listen, rather than
present to class members; whereas under the conditions, instructor as information
disseminator and non-verbal actor, the instructor is more likely to present, rather than
listen to class members.

Source of inforination for Appendix C:

Foster, B.B. (1993). The effects of interactive teleconferencing as an instructional
medium on the learning environment for students (Doctoral dissertation,
University of North Carolina at Chapel Hill, 1993) Dlssertatlon Abstracts Online
1 997.
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APPENDIX D

Part 1

Gilchrist Dissertation Open Coding

Concepts and Phenomena :

Concepts-labels placed on discrete happenings, events and other phenomena

Category- classification of concepts (must compare concepts and group similar ones together)
Properties-attributes or characteristics of categories

Dimensions-properties on a continuum

Attitudinal concepts: : .
Adopters Non-adopters

- Advantages:

- Outreach services 10 13
Improved teaching skills 2 2
Challenging experience 3 1

Increased marketing 1 2
“Financial Incentive 1 -0
Disadvantages: '
Lack of interaction 3 7
Technical problems 4 4

Lack of technical support - 2 1
Increased preparation time 2 1

Lack of resource access 0 2

Cut faculty/reduce programs 0 2

Concepts
Distance inhibits discourse
Technical problems inhibited interaction (a relationship!) (noted three times)
Technical problems inhibited learning (noted four times)
Learning is the same at a distance and face-to-face
Technical problems include not wandering. Camera can’t find instructor (confinement) (noted
twice)
faculty intimidated at first
difficult to get students to interact with each other
lack of chalk board
technical breakdowns (sound or video loss)
less material covered because breakdowns (noted twice)
depersonalized ’ '
difficult to read body language and facial expressions (noted twice)
eye contact difficult
no private conversations
lack of technician at some sites
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lack of connection with off-site students (noted three times)
switches classes to improve this :

requires extra prep time (noted twice)

complications in administering exams and handouts

inhibits spontaneity (noted twice) -

distance education may be a result of cost-cutting measures

Non-adopters: better for lecture than interaction about complex issues (noted five times)
Adopters: interaction was essential--not straight lecturing (noted three times)

engagement and dialogue, somewhat impeded by the technology

concerned about the role of education: Should traditional education be viewed as
inconvenient?

concern for quality of information exchange (it takes place, but is it of a high quality?)
adopters used technology to enhance teaching

preparation, flexibility and humor were needed

teachers who felt uncomfortable with technology, felt a loss of control

lack of training on equipment (lack of observation of another class) (noted six times)
adequate training on equipment (noted twice) ‘

Source:

Gilchrist, C. (1997). Faculty attitudes and perceptions toward utilizing interactive television:
A case study (Doctoral dissertation, University of anesota 1997) Dissertation

Abstracts Online, 1997.
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APPENDIX D
Part 2
Gilehrist Dissertation Open Coding
Qﬁgo_ﬂﬂmpﬁsi_ngmmfl@ﬂ__m

*Instructor as pragmatist. Attributes and properties of instructor attitudes toward pragmatic
concerns teaching at a distance.
includes beliefs that distance education is implemented to cut costs
includes willingness to teach to increase enrollment -
includes opportunities to compete for market share of students
*Instructor as service marketer Attributes and propertles of instructor attitudes toward
- serving student needs.
includes desire to serve students in remote locations
_ includes concerns if higher education should be “marketing” at all?
*Instructor as team player. Attributes and properties of instructor helping and being helped.
includes teaching at a distance to “help out” the department chair
includes desire to have technicians present at sending and receiving sites
includes feelings of loss of control due to lack of expertise about technical equipment
*Instructor as developing professional. Attributes and propertles of instructor attitudes
toward self-improvement.
includes gradual lessening of intimidation due to camera
includes desire for adequate training on equipment
" includes concerns over lack of adequate training on equipment -
includes desire to observe a distance education class before teaching one
includes desire for pre-course preparation time
includes concern for lack of pre-course preparation time
includes desire for compensation for efforts : :
*Instructor as non-verbal communicator. Attributes and propertles of instructor attitudes
toward communicating at a distancé. - |
“includes difficulty reading students’ body language
includes difficulty making eye contact with students -
includes difficulty seeing students’ facial expressions
includes rethinking visual aids usage (can’t use traditional chalkboard)
includes physical confinement to moving:in front of camera
*Instructor as information disseminator. Attributes and properties of instructor attltudes
toward teaching methods used in a distance education setting.
~ **includes beliefs by Non-adopters that distance education is better for lecture than
- complex issues : _
**includes beliefs by adopters that distance education is better for discussion, than
* lecture ‘
**opposites
‘includes biggest concern over lack of face-to-face interaction
includes beliefs that straight lecturing is ineffective
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includes beliefs that discourse is necessary to success

includes concerns that discourse is, inhibited by distance

includes concern that quality of information exchange is impeded by distance

includes concerns that less mformatlon is covered in course due to technology-related
down time _

includes feelings of depersonalized atmosphere

includes belief that instructors should broadcast from both 51tes to counter
depersonalization '

includes complications in admlmstermg exams and handouts

includes feelings that spontaneity is inhibited

‘The phrase, beginning with an “*”” represents the category.
Each subtopic, beginning with “includes” represents the conceptual label

‘Source:
Gilchrist, C. (1997). Faculty attitudes and perceptions toward utilizing interactive television:

A case study (Doctoral dissertation, University of Minnesota, 1997) Dlssertatlon
Abstracts Online, 1997.
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APPENDIX D

Part 3

Gilchrist Dissertation Open Coding
Properties within Q_Qategories
Category; Instructor.as Pragmatrst

Property: Distance Education is an economic issue
Dimensions:
1. non-users & low users more likely to mention economic issues
2. not always seen as cost effective, espec1a11y in low enrollment classes at
receiving site :
o 3. believed a way decrease costs, cut faculty and reduce programs (non—user)
Category. Instructor as Service Marketer
Property: Distance Education is a competltlve advantage/marketlng tool
Dimensions:
1. ability to provide outreach service was believed to be the major advantage
of distance education : :
a way to increase enrollment
a way for students to sample the university
‘students can get educ. experiences at a quality university -
increased opportunities to promote university
. mentioned by users and non-users
Property University engaged in “marketing” education?
Dimensions:
1. These concerns addressed mostly by non-users and low-users
2. attitude of non-adopters, more than adopters
3. criticism of fascination with technology vs. fascination with people
Category: Instructor as a Team Player :
Property: Sharing distance education teaching assignments
Dimensions:
1. More frequently mentloned by low and non-users
Property Desire for technical support staff
Dimensions:
1. both at sending and receiving sites (same as Foster dlssertatlon)
2. technical problems during class increases feelings of loss of control because
instructors lack expertise about technical equipment :
Category:_Instructor as a Developing Professional
Property: distance education facilitates professional growth
Dimensions:
1. 5 adopters, 3 non-adopters noted this »
2. attitudes toward distance education improve as experiences increase
3. includes gradual lessening of intimidation due to camera
Property: Adequate training

Sk
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Dimensions: ,
1. more likely to occur for adopters; less likely to occur for non-adopters
2. training varied from a brief demonstration to observing an existing class;
and from casual to formal orientation
- 3. Instructors prefer/desire sufficient training
4. opportunities to experiment w/equipment (trlalablhty) mcreased the success
of distance education teaching
5. observation of another ITV class rarely occurred, but was seen as helpful
PropertleS' Pre-course preparation tlme
Dimensions:
1. preparation time seen as key to success
2. instructors more likely to be prepared knowmg they wrll be teaching at a
distance
3. increased planning decreases (suppresses) spontane1ty (such as 1mpromptu
handouts)
4. non-adopters concerned over lack of release time for preparing to teach
distance education
Properties: Compensation
Dimensions:
1. issues of financial incentives rarely mentioned
Category: Instructor as Non-Verbal Communicator
Properties: Reading students body language
Dimensions:
1. difficult to make eye contact
- 2. difficult to see facial expressions
Properties: Technical limitations
Dimensions:
1. traditional chalkboards not useful
2. physical confinement to area in front of camera
Category: Instructor as Information Disseminator
Property: Face-to-Face interaction **Inverse relatlonshlp between technical
problems and interaction with students
Dimensions: -
1. seen as major disadvantage of drstance education
2. can be maximized by broadcasting from all sites
3. important to create verbal exchanges to overcome the lack of face-to-face
interaction (belief of adopters) ‘
4. lecturing is the technique that minimizes the absence of face-to- face
interaction, which some professors find an unsuitable teaching style; hence,
they don’t like teaching at a distance (belief of non-adopters)
5. belief that without interaction, class could be taped and watched at home
(not as good as distance education with interaction)
6. includes feelings of depersonalized atmosphere (users and non-users)
Property Teaching limitations
Dimensions:
1. less information is covered in course due to technology-related down time

127



2. includes complications in administering exams and handouts
3. frustration at not being able to instruct without technological interferences
4. reduces the quality of learning '
Property: Humor
Dimensions:
1. Students-amused by technological bloopers
2. a key to success in distance education

Source:
Gilchrist, C. (1997). Faculty attitudes and perceptions toward utilizing interactive television:

A case study (Doctoral dissertation, University of Minnesota, 1997). Dissertation
Abstracts Online, 1997. S
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APPENDIX D

1

Part 4
Gilchrist Dissertation Axial Coding
Category: Instructor as Pragmatist
- CAUSAL CONDITION o PHENOMENON
Economic retrenching >Feelings of loss of control
Context of economic retrenching
cost saving to hire one faculty _‘
to teach 2 sections. _Action/interactional strategies
faculty: costs extra to prepare of loss of control
for distance education, o 'lackvof experience with technology
no compensation 1inability to interact face-to-face

‘most frequent with non-users
decreases with experience
- quality of learning is questioned

Consequences ;
- feelings of frustration/fe
discouraged attitudes
gap between administration and faculty widens
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CAUSAL CONDITION ' PHENOMENON

declining enrollments ->Dep’ts become competitively-
focused
Context of declining enroliments . \[

fewer students willing to come to campus

classes must travel to students '
Action/interactional strategies of
competitive focus '
Targets remotely-located students
Education offered at a quality university
Students can “sample” university

'Not necessarily concerned with costs

Consequences
enrollment increases
better education for students?

RELATIONSHIPS BETWEEN CATEGORY (Pragmatist) AND SUBCATEGORIES:

Under conditions of “economic retrenching,” what feelings do instructors have about a “loss
of control” in a distant education classroom? Questioning the quality of learning; frustration
that decreases with distance education experience; learning becomes secondary to reducing
expenses. :

Under conditions of “declining enrollment,” what feelings do instructors have about the
“competitive focus™ of departments? Good that departments are trying to reach remotely-
located students, provide them quality educations, and allowing all students to sample a
quality university.
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Category: Instructor as a Service Marketer

CAUSAL CONDITION PHENOMENON
change in philosophy of higher education. >”Marketing” of higher education

Context of philosophical changes
fascination with technology vs. fascination with people:
- promoting university seen as competing with promoting learmng

dlsagreement between users and non-users
Action/interactional strategies of marketing
Outreach in terms of classes
Vying for students =~
Advocating THIS university is somehow better

than another

Consequences :
faculty must consider their own philosophy
and may/may not be same as university’s

RELATIONSHIP BETWEEN CATEGORY (Service Marketer) AND
SUBCATEGORIES: |

Under conditions. of “philosophical changes,” what feelings do instructors have about
“marketing” higher education? Ambivalent feelings, pros and cons. Most likely criticized by
low or non-users. Feelings that a “fascination w/technology “has replace the “fascination with
people” Feelings that promoting the university competes w/promoting learning.
Disagreement between users and non-users.
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Category: Instructor as A Team Player

CAUSAL CONDITION _ ‘ . PHENOMENON
unfamiliarity with equipment > Desire to have technician at all
sites T o :

Context of unfamiliarity | ' o l

down time in teaching due to equipment failures '

- concern that students at receiving site spent time
trying to fix equipment
feelings of loss of control . ‘
' Action/interactional strategies of on-site tech.
True for users and non users
Also mentioned in Foster dissertation
'Conse(%uences
frustrated faculty
-desire for. more assistance

RELATIONSHIP BETWEEN CATEGORY (Team Player) AND SUBCATEGORIES:

Under conditions of “instructor’s unfamiliarity with equipment,” what feelings do instructors
have about having “on-site technicians?”” Desire to have one at each site; helps overcome
feelings of loss of control; reduces concern that students at receiving site waste time trying
to fix equipment (time that should be devoted to learning). This is a feeling of both users and
non-users. :
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Category: Inszm cﬁor as A Developing Professional .

CAUSAL CONDITION PHENOMENON

technological advancements > Learning how to adapt teaching
style ' '
Context of technological ad'ifancements ’ l

- many departments just beginning to offer classes '

still optional for most instructors

anxiety more apparent in low users or non users
Action/interactional strategies of adaptmg
Anxiety decreases with experience
Observing a class provides ideas
Users prefer to limit lecture format, 1nstead

using interactivity style

Low or non-users believe lecture is best

Consequences

increased training required to combat faculty
resistance
CAUSAL CONDITION | PHENOMENON
amount of training e >Comfort level of professor
Context of training ' .
vary from brief run-through to formal orientation

may include observation of existing class (rare, but de51rable)

increased tralmng 1ncreases success of distance education
Action/interactional strategies of comfort
w/distance education
Increased with increased training
Faculty desired to observe others
Instructors prefer/desire training

Consequences

better-prepared instructor
learning is facilitated
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CAUSAL CONDITION - PHENOMENON

traditional teaching methods inappropriate > Need to rework class format
Context of new teachi"ng methods
less lecture; more interaction :

requires extensive pre-planning

~ spontaneity decreased ‘ ,
Action/interactional strategies of
reformatting class .
Extensive pre-planning fosters success
Lack of release time

Consequen_cés ‘
frustrated faculty
~other duties may be neglected
 CAUSAL CONDITION o - PHENOMENON
- extra workload---------. ' -----------> Monetary compensation
Context of extra workload - | | ‘1/ |
assumptions that new assignments mean , -
extra income Action/interactional strategies of
. compensation :

Rarely mentioned by faculty :
Didn’t seem too important to these faculty
Mentioned only once in data

Consequences
faculty may take compensation time instead
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RELATIONSHIP BETWEEN CATEGORY (Developing Professional) AND
SUBCATEGORIES: |

Under conditions of “technological advancements,” what feelings do instructors have about
“adapting their teaching styles?” Anxiety, that decreases with experience; experienced users
prefer minimal lecture and interactive format; 1nexper1enced instructors believe lecture is best
due to difficulty interacting.

- Under conditions of “amount of training,” what is the comfort level of the instructor?
Increased training results in increased comfort; instructor’s level of training vary from brief
- run-throughs, to formalized training. Preference among all groups of users (h1gh to low) is
to observe a distance educatlon class before teachmg one.

- Under conditions where “traditional teaching methods are inappropriate,” what feelings do
instructors have about “reformatting courses?” Extensive pre-planning fosters successful
distance teaching; concerns over lack of release time to reformat. ‘

Under conditions of “extra. faculty workload,” what feelings do instructors have about

“compensation?” Monetary .compensation not mentioned as frequently as “time”
compensation. Mentioned only once in data.
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Category: Instructor as A Non-Verbal Communicator

CAUSAL CONDITION
non-contiguous communication

Context of non—contlguous commumcatlon
difficult to see facial expression
« to read body language
to make eye contact
1mposs1b1e to have private conversations
lack of connection with off-site students
should be minimized by visitation to sites -
_technical interruptions

(19

PHENOMENON
> Lack of face-to-face interaction

Action/interactional strategies of lack

face-to-face contact
seen as biggest problem by all faculty

impersonal

requires humor and interaction to offset it

: Consequ‘en'_ces
inhibits learning

diminishes rapport

CAUSAL CONDITION
technical limitations

PHENOMENON |

Context of tech. limits

stationary camera

overhead projectors instead
of chalkboards

> Physical confinement

l

Action/interactional strategies of physical

confinement

distracts professor -

Consequences
inhibits teaching

requires reformatting teaching style
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RELATIONSHIP BETWEEN CATEGORY (Non-Verbal Communicator) AND
SUBCATEGORIES: )

Under conditions of “non-contiguous communication,” what feelings do instructors have
about “lack of face-to-face interaction.” .Seen as biggest problem of distance education.
Impersonal. Inhibits learning (most hkely to be an attitude of low users). Requires humor
and interaction to offset it.

Under conditions of “technical limitations,” what feelings do instructors have about “physical

confinement?” Don’t like; is dlstractlng, requires instructor to be aware at all times, thus
inhibits teaching.
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Category: Instructor as Information Disseminator '

CAUSAL CONDITION PHENOMENON
limited class time >Choice of information to be presented

Context of limited class time _
decrease because of technical difficulties v
decrease because of technician unavailable
some class time used for interaction, ’
hence, less for new material : v
o Action/interactional strategies of chosen info.
usually discussion-based
‘must be pre—planned with minimum spontanelty

»Consequences
last minute teaching aids 1mpractlcal

| " better-prepared teachers

CAUSAL CONDITION T PHENOMENON

technical difficulties----- > Interaction with students
Context of technical difficulties ' '
increase in technical difficulties '

decrease interaction time

may be out of instructor s/students ab111ty to fix
time consuming _ ,
Action/interactional strategies of interaction
critical for success

maximized by broadcasting from all sites
humorous

depersonalized atmosphere

Consequences
in-class discussions inhibited »
- broadcast site students contribute most to
discussions
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RELATIONSHIP BETWEEN CATEGORY (Informatlon Disseminator) AND .
SUBCATEGORIES 1

Under conditions of “limited class time,” what feelings do instructors have about “the choice:
of information to be presented?” They feel students are not getting all the necessary material,
b/c valuable class time is spent working with the technology. This is especially true when
technicians are not at the receiving site. Also, instructors feels teaching distance education
requires carefuil pre-planning. A disadvantage: Spontaneous teaching does not work well.
An advantage: Instructors feel it is critical to be well-prepared (more so than in a traditional
classroom) No ¢ shootmg from the hip.”

~ Under conditions of “technical dlfﬁcultles what feelings do instructors have about

“interacting with students?” An increase in technical difficulties decreases time spent
interacting with students and a depersonahzed atmosphere; can be offset by: alternating the
broadcast among the sites, and, using humor to lighten the tension.
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Appendix D
Part 5
Gilchrist Digsertétign' Seiectiv¢ Qoding
Selective Cod/ ing

Step #1 Expllcatmg the Story Lme

A General Description Overview. The main story seems to be a comparison of
 instructor attitudes and feelings toward teaching at a distance. There are two variables used
to describe instructors: level of adoptlon and degree of use. Although there is some polar
disagreement among users and non-users and high adopters and low adopters, two common
beliefs emerged, regardless of the experience of the faculty member. The primary advantage
of distance education was its ability to provide education to students in remote locations. The
primary disadvantage of distance education was a lack of face-to-face communication.
, Conceptualizing the Story Line. The core category, Instructor as Information
Disseminator, was chosen from the list of categories developed during selective coding.
Information dissemination is the central phenomenon in this case study.
‘Step #2 Relating Other Categories to the Core Category
A (conditions) leads to B (phenomenon), which leads to C (context), which leads to D
(action/interaction, including strategies), which then leads to E (consequences) (Strauss &
Corbin, 1990, p. 124-125).
Categories from which to choose:

. service marketing (conditions)
e pragmatism (phenomenon)
. team playing (context)
. - professional development (consequences)
. non-verbal communication (actions/interactional strategies)
. information dissemination (actions/interactional strategies)

Step #3 Hypothetical Statement to Validate the Relationship
Instructors are initially pragmatic (“phenomenon™) in their opinions of distance

education, and feel that universities may be losing sight of the true meaning of education in
their scramble to recruit a previously untapped target market (marketing services)
(“conditions”). Instructors feel compelled to teach at a distance for reasons such as helping
out the department (boosting enrollment or doing a favor for the department chair (supporting
the team) (“context”). As instructors teach at a distance (information dissemination)
(“action/interactional strategies™), they began to “read” students (non-verbal communication)
(“action/interactional strategies™). Distance education becomes a two-way learning process,
whereby students master course objectives while instructors develop professionally
(“consequences”). '
Step #4 Refining the Abstract Story Line

~ The concept of distance education is beneficial to higher education enrollments but
instructors may feel learning is being compromised. Instructors often are resistant to teaching
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at a distance, but concede because it reaches students in remote locations, which in turn
boosts enrollment in their department. Teaching at a distance requires extensive planning and
is time consuming. As instructors gain experience in distance education information
dissemination, they are able to assimilate verbal and non-verbal responses from students,
which improve the information dissemination process. Serendipitously, instructors develop
professionally as a result of the initially-stressful process of teaching at a distance.

. Categories from which to choose; '

. service marketing (conditions)

. pragmatism (phenomenon)

. tearn playing (context)

. professional development (consequences)

. non-verbal communication (actions/interactional strategles)
. information dissemination (actions/interactional strategies)

Step #5 Development of Hypotheses, Relating Categories at the Dimensional Level
_ “Under these conditions (listing them) this happens ‘whereas under these conditions,
this is what occurs” (Strauss & Corbin, 1990, p. 127).

When a university first undertakes a service r_narketmg approach to offering education,
such as offering distance education classes to remotely-located students at multiple sites, and
requiring departments/instructors to teach for the first time at a distance, instructors are
apprehensive and often have negative feelings toward the workload and the quality of the
learning that takes place; whereas after a period of time passes and instructors have taught
previous courses at a distance, then instructors are more likely to have positive feelings
toward distance teaching, including viewing distance education as a way to promote the
~ university, offering students an educational experience at a quality university, and feeling they
 (the instructors) have developed professionally.

When a university engages in service marketing via distance education, faculty are
initially skeptical and apprehensive; whereas after faculty become accustomed to teachmg at
a distance, they too, began to view themselves as service marketers.

Under conditions of low levels of training before teaching at a distance, instructors
feel apprehensive about using the technical equipment; whereas under conditions of high
levels of training and observations, instructors feel more comfortable using the equipment.

Under conditions where instructors have little or no experience teaching at a distance,
they tend to be more critical- of distance education; whereas under conditions where
instructors have moderate to extensive experience, they tend to view distance education as

- more beneficial to students and the university.

Under conditions of distance education teaching in Wh1ch a technician is present at all
sites, the instructor feels more in control of class experiences; whereas under conditions in
which technicians are not present at all sites, the instructor has feelings of loss of control due

to lack of expertise about technical equipment.
' Under conditions where the instructor lacks the technical expertise to solely operate
the equipment and must rely on technicians, s’he must relinquish absolute control of the
“classroom and experiences frustration; whereas under face-to face teaching conditions, the
instructor maintains complete control of the classroom and feels more comfortable with this
control.

Under conditions in which the instructor experiences technical problems, s/he

perceives a decrease in the quality of learning and student/teacher interactions; whereas under

141



conditions in which the instructor experiences few or no technical problems, s’he perceives
the quality of learning to be similar to that experienced in traditional, face-to-face classrooms.

Under conditions of traditional face-to-face interaction, instructors spend less time and
efforts preparing instructional materials; whereas under conditions of non-contiguous
learning, instructors spend more time and effort preparing instructional materials. ,

- Under conditions of traditional face-to-face interaction, instructors are more
spontaneous in preparing instructional materials, whereas under conditions of teaching at a
distance, instructors pre-plan extensively, and are less likely to use spontaneous instructional
materials. :
, Under conditions of distance educatlon, instructors rely heav11y on verbal exchanges

with students, and less heavily on reading students’ body language, such as eye contact, facial
~expressions and body posture; whereas under face—to face conditions, instructors closely
monitor students” body language.
Under conditions of desiring to teach at a d1stance instructors may believe advantages»
to include outreach services, improved university public relations, and professional growth;
whereas under conditions of being required to teach at a distance, instructors may believe
disadvantages to include an over-emphasis on technology, lack of release time, physical
confinement and a depersonalized atmosphere, which lacks the necessary teacher/student
interactions. :
‘ Under conditions where an instructor is a high user of distance education techniques,

s’he has more positive feeling of teaching at a distance; whereas under conditions where an
instructor is a low user of distance education techniques, s’he is more likely to have negative
feelings toward teaching at a distance.

Under conditions where instructors broadcast from different sites dunng the semester,
verbal exchanges are increased, which enhances learning; whereas under conditions in which
instructors broadcast only from one site during the semester, verbal exchanges are decreased,
which inhibits learning.

Under conditions in which distance education instructors view distance education
positively, they view the extensive pre-planning as a way to develop professionally and
increase the chances of success of the course; whereas under conditions in which distance
education instructors view distance education negatively, they view the extensive pre-planning
as uncompensated time and as preventmg spontaneity in the classroom.

Source of 1nformat10n for Appendlx D:
Gilchrist, C. (1997). Faculty attitudes and perceptions toward utilizing interactive television:

A case study (Doctoral dissertation, University of Minnesota, 1997) Dissertation
Abstracts Online, 1997.
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APPENDIX E

Part 1

Blundell Dissertation Open Coding

Concepts and Phenomena

Concepts-labels placed on discrete happenings, events and other phenomena

Category- classification of concepts (must compare concepts and group similar ones together)
Properties-attributes or characteristics of categories -

Dimensions-properties on a continuum

Agreed to teach at a distance because he wanted to be hired

Participated in two, thorough training sessions on equlpment and 1nteract1ve techniques

Learned fundamentals of controlling camera

Learned ideas for preparing visual materials

- Practiced with staff from remote sites (in non-work environment)

Difficulty adjusting existing visual aids to the power point format. .

No computer in instructor’s office, hence, reliance on support staff

“It really took a lot of time to prepare for the class” (more than just making overheads)
Second training session was a full day trip to remote site and off-campus library (it was a
campus requirement to broadcast from remote s1tes in order to establish rapport with all

- students) :

Taught from one remote site once, and taught from another remote site twice

Felt appreciated by students when he visited

Felt his trip improved rapport with remote site students

Felt physically separated from students in the broadcast room: at least 15' away from front
row; back row students  chatted, put up their feet; and almost ignore him--watching the TV
in back of the room”

Felt physically strained to look at monitor & write simultaneously.

Awkward and mconvemently located. Difficult to write on white board Dlﬂicult to look at
class.

Warm room temperature due to lights.

Challenged by transmission delay (three to five seconds).

- Challenged by preparing overheads rather than usmg the chalkboard with which he was

_comfortable. _

Frustrated by lack of eye contact (feedback from students) This included the students in the
room with instructor, because they were “pushed back™

read body language 7glassy eyes and dead mackerel stare vs. noddmg heads in
understanding” :

Felt a loss of control with off-site class. Unaware there was noise in that class. (students had
muted instructor’s sound and were making jokes) Instructor was unaware until anonymous
letter was sent midway through semester.

Felt the off-site students complaints were sometimes unjustified and may have been a result
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of their age (non-traditional students, ages 30-35).
. Felt conflict between student groups at two sites, younger vs. older students due to different
learning styles. '
Scheduled breaks which were agreeable for all students.
Allowed students to make some decisions regarding exam format, too.
Utilized interactive techniques: D1scuss1on format formal student presentations
Had technicians at all sites.
Felt loss of control when technician was on lunch hour and system went down three times.
Knew the standard operating procedure if equipment went down.
Didn’t feel the technical support was as good as it should have been
Expected the technician should be in the sites during class.
Felt last minute changes were possible but difficult.
Lacked spontaneity. .
Required thorough pre-planning.
Used teamwork to solve the noise controversy: “Self-monitoring”
Reviewed rules for classroom conduct at remote site (where only one site could hear this; the
site which had been noisy)
Adjusted to the teaching and technology demands based on student input (for example: He
quit using pre-prepared overhead, and began to use write directly on the elmo). Felt that the
time it took the instructor to write approx1mated the time it took students to copy the
information, so they were more in sync.
Received advice from colleagues.
Learned to communicate verbally or decipher signals, whereas before he’d read the students’
facial expressions (twice).
Became more conscious of the effect of his' movements through the students cues.
Relaxed as he became more accustomed to teaching at a distance and more intune with
students.
Provided students with email address and toll free phone number to call with questions..
Arrived at class early for questions.
Believes a campus without walls is the future
Believed he received lower instructor ratings because of distance

Source:

Blundell, EP. (1997). A case study: Perceptions of the induction process into college
distance learning teaching (Doctoral dissertation, University of Nebraska,

1997).Dissertation Abstracts Onhne, 1997.
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APPENDIX E

Part 2

Blundell Dissertation Open Coding
Categories En cbmpgssing? Concepts/Phenomena

*Instructor as Politician
includes making concessions to agree to teach ata d1stance in order to get hired
includes scheduling breaks with agreement from all students
includes allowing students to make some decisions regarding exam format
includes providing students with email and toll free number
includes arriving early at class for quest1ons a
*Instructor as Non-Verbal Interpreter
includes “reading” body language (boredom, puzzlement)
includes 1nterpret1ng student cues (s1gna1s) rather than reading students fa01a1
expressions '
, includes becoming more conscious of the effects of his movements on students -
*Instructor as Learner. Attributes and properties of an instructor willing to learn from others
in a distance education setting:
includes learning how to use the camera
includes learning standard operating procedure if equipment went down
includes learning to adapt to 3-5 second transmission delay -
includes accepting advice from veteran distance education teachers '
- includes participating in thorough training sessions '
“includes learning to adapt existing visual aids to distance education equipment
includes realization that preparation is time-consuming '
*Instructor as Powerless Commander-In-Chief =~
includes physical strain of looking at monitor and writing simultaneously
includes feelings of physical separation from all students (both on-site and at remote
sites) Lo : , '
' includes feelings of loss of control over both on-site and off-site students
includes detection of conflict between groups of students (occurring for some time)
includes feelings of frustration because absence of computer in his office
includes frustration because of lack of eye contact with all students
includes beliefs that some remote-site students complained too much
includes feelings of loss of control during system failures ( technician was on his lunch
hour) -
' inciudes frustration with technician who took lunch hours at inappropriate times
‘includes frustration with technician when technician was rude to students
includes feelings that technical support staff wasn’t too good
includes feelings that last minute changes (spontaneity) were difficult
includes a belief that distance education caused him to receive lower instructor ratings
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*Instructor as Creative Teacher
1 includes using interactive formats: Discussions and student presentations
includes broadcasting occasionally from receiving sites
includes using teamwork to solve student/student conflicts .
includes reviewing rules for classroom conduct when problems arise
*Instructor as Barometer
includes feelings that students appreciated his visits to remote sites
includes feelings that his trip to remote sites improved rapport with students
includes adjusting to teaching and technology demands (based on verbal student input)
as class progressed through the semester
- includes relaxing as became accustomed to teaching and more intune with students
includes a belief that a campus without walls is the future

ek

The phrase beglnnmg with an “*” represents the categoi‘y.
Each subtopic, beginning with “includes™ represents the conceptual label.

Source:

Blundell, EP. (1997). - A case study: Perceptions of the induction process into college
distance learning teaching (Doctoral dissertation, University of Nebraska,

1997).Dissertation Abstracts Online, 1997.
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APPENDIX E

Part 3

‘Blundell Dissertation Open Coding
Dimensional Profile of Properties within Categories
- Category:_Instructor as Politician

Property: dealing with students as decision makers
Dimensions: o
1. instructor allows students to make insignificant decisions
2. some student decisions are not good decisions
3. instructor may not be able to control all decisions made by students
Property: offering servnces
Dimensions: :
1. providing students with email & toll free number
2. arriving early at class for questions
3. making concessions in order to get hired
Instructor as Non-Verbal Interpreter
Property: awareness of cues
' Dimensions:
‘1. gradually becoming more aware as semester progressed
2. reading body language :
3 lessening of reliance on facial expressmns (couldn’t see them)
: 4. slowing movements for camera transmission :
Category: Instructor as Learner
Property: learning from training personnel
‘Dimensions:
1. as training sessions increase content, leammg is improved
2. sufficient opportunities to practice on equipment believed important
Property: learning from peers '
Dimensions:
1. willingness to accept advice from peers
2. peer input (veteran distance education teachers) believed to be helpﬁ11
Property: learning to adapt to equipment limitations
Dimensions: .
1. transmission delays required conscious thinking (how students might
perceive) ’ ' o
2. adapting existing visuals to “fit” equipments
3. thorough understanding of standard operating procedure if equlpment fails
4. preparation for distance education teaching is more time-consuming than

traditional face-to-face
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| Category: Instructor as Powerless Commander-In-Chief

Property: powerlessness over students
Dimensions:
1. stronger feelings of frustration over remote groups, but still felt frustrated
with on-site group of students
2. feelings of physical separation from all students
3. feelings of loss of control over all students
4. decrease in eye contact in a distance education setting
S. discovers conflict among student groups (after the fact, via an anonymous
letter) - : :
Property powerless over support staff
Dimensions: o
1. ‘most frustrating when technician is on unscheduled lunch break
2. frustration when technician was rude to students
3. beliefs that on-site support staff not too good
Property: powerlessness over presentatlon of materlal
Dimensions: '
1. reliance on others to produce visuals because he lacked computer in his
~office
2. physically straining to look at monitor and write simultaneously
3. spontaneous instruction is limited in distance education as compared to
face-to-face ‘
4. belief that circumstances beyond his control adversely affected his
instructor ratings at semester’s end
Category: Instructor as Creative Teacher
Property: techniques to improve classroom atmosphere
Dimensions:
1. broadcasting twice from one remote site; once from another remote site;
remainder from home site
2. resolving student/student conflicts via teamwork (“self-monitoring”)
3. reviewing rules for classroom conduct -
Category: Instructor as Barometer ‘ ‘
Property: adjusting teaching style
Dimensions:
1. ‘monitored students’ needs as class progressed
2. teaching style evolved based on technology demands as class progressed
3. relaxing at distance teaching as semester progressed
Property: visiting remote sites
Dimensions:
1. faculty/student rapport improved after visits
2. faculty feelings about teaching improved after visits
Property monitoring and adjusting
Dimensions:
1. gradually monitoring student attitudes and actions, and adjusting his
teaching
2. gradually monitoring equipment capabilities and adjusting his teaching
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Source: . | .
Blundell, E.P. (1997). A case study: Perceptions of the induction process into college

distance learning teaching (Doctoral dissertation, University of Nebraska,

1997).Dissertation Abstracts Online, 1997.
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APPENDIXE -

Part 4

Blundell Dissertation Axial Coding
Category: Instructor as Politician

CAUSAL CONDITION ‘ PHENOMENON
~ Employment opportunity ' > Political concessions

- requirement outlined in job description
‘show direction university is moving . _
' Action/interactional strategies of
political concessions
had never taught distance education before
agreed in order to get job.

Context of employment opportunities , : J,

Consequences

teachers may/not believe philosophy, but agree,
for employment

teaching for the wrong reasons

CAUSAL CONDITION , PHENOMENON

Class issues that need resolution---- > Relinquishing authority
Context of issues needing resolution \l/

relatively unimportant ,

affects students personally Action/interactional strategies of

relinquishing authority °
~ willingness to compromise -
hlgh-touch 1nstruct10n, rather than h1gh-tech

Consequences
has better rapport with students
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CAUSAL CONDITION ‘ PHENOMENON

student-made decisions------ : > Problems for instructor
Context of student-made decisions _
may not be in the best interest of class

may conflict with instructor’s preference
more likely to occur at remote sites
instructor may be unaware Action/interactional strategies of
: Problems for instructor
interferes with information dissemination
frustrates instructor

Consequences .
instructor overrules class de0151on
dlmmlshes rapport '

' RELATIONSHIP BETWEEN CATEGORY (Polltlcmn) AND SUBCATEGORIES:

- Under conditions of ¢ employment opportumtles > what feelings do instructors have about
“political concessions™ made teaching at a distance? feelings of dishonesty; needing/wanting
to be a part of the team. :

- Under conditions of “class’issues needing resolution,” what feelings do instructors have about
“relinquishing authority” to distance education students? making concessions in some areas
- gains ground in others; desire to empower students.

Under conditions of “student-made decisions,” what feelings do instructors have about
“problems that arise” based on these decisions in the distance education classroom? some
student-made decisions are not in the best interest of the group; cannot always allow a
democracy i in the classroom.
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Category. Instructor as Non-Verbal Interpreter

CAUSAL CONDITION ' PHENOMENON
inability to “read” facial expressions > Awareness of cues
Context of unclear facial expressions 1

includes all students B l

on-site students are farther back than usual

numerous mention of this problem--indicates
previous heavy reliance on expressions
which dlmmlshes during semester -
Action/interactional strategles of
awareness of cues
includes body language
“awareness increases during semester
makes changes in his presentation based on cues

Consequences
teaching style adapts to student needs
as semester progresses

RELATIONSHIP BETWEEN CATEGORY (Non-verbal Interpreter) AND
SUBCATEGORIES:

~ Under conditions of difficulty “reéding facial expressions,” what actions do instructors

undertake to determine students” needs? must read body language, become better at reading
cues as semester progresses.
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stegory: Instructor as Learner
CAUSAL CONDITION : PHENOMENON
- Extensive training sessions > Clear understanding of “how to”

Context of training sessions

thorough : v
considered beneficial by instructor
opportunities to practice with other faculty
peer coachmg well-accepted
instruction in standard operating procedure durlng transmission
' problems: .
Actlon/mteractlonal strategies of
clear understanding of “how to”
- required much prep time
helped instructor relax
Conse(\]l/uences :
 better-prepared instructor

RELATIONSHIP BETWEEN CATEGORY (Learner) AND SUBCATEGORIES:
Under conditions of “extensive training sessions,” what feelings do instructors have about

“understanding” the distance education technology? appreciation, increased preparedness,
more relaxed. “ B '
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ategory. Instructor as Powerless Commander in Chief

CAUSAL CONDITION PHENOMENON " -
- proximity of students > Loss of control over students’
behaviors '
Context of far ‘pi‘oxi'mity . | . _
face-to-face students at least 15" away

facial expressions obscured _
limited control over remote site students
distance increases student/student conflicts
' B Action/interactional strategies of
loss of control over students
instructor frustration increases
- unaware of students’ actions

Consequences |
effective teaching is inhibited

CAUSAL CONDITION o PHENOMENON
technological failures > Teaching interrupted

Context of technological failures ,
requires reliance on technician . :
on-site technician unsatisfactory ’
absent on-site technician increases frustration
prevents instructor from teaching
requires compliance with standard v
- operating procedure Action/interactional strategies of
interrupted teaching
frustrating
causes student dissatisfaction

Consequences
lowers faculty evaluations
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CAUSAL CONDITION PHENOMENON

new visuals to fit equipment : > Creation of all new visuals
Context of new visual to fit equipment
started out with ready-mades, and '

later just wrote on overhead
Action/interactional strategies of
creating new visuals
reliance on support staff
no personal computer available
time consuming

Consequences
‘instructor’s time is seen as wasted on
secretarial duties

RELATIONSHIP BETWEEN CATEGORY (Powerless Commander-In-Chief) AND
SUBCATEGORIES:

Under conditions of “physical distance from students,” what feelings do instructors have
about a “loss of control over student behaviors?” increases behavioral problems in the
classroom; can’t “see” students to determine the root of the problem; sometimes unaware of
the loss of control. | “

Under conditions of “technological failures™ in a distance education setting, what feelings do
instructors have about “interrupted teaching time?”" limits the amount of material that can be
covered during the semester; requires reliance on others (sometimes unreliable); frustration’
with uncontrollable events.

Under conditions of developing “new visuals” for distance education, what feelings do
instructors have about the time required to “create” teaching aids? Frustrated with lack of
- personal computer in office; must rely on staff to make teaching aids; time consuming, which
detracts from other duties.
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Category: Instructor as Creative Teacher

1

- CAUSAL CONDITION PHENOMENON
feelings of isolation > Activities to involve all students
Context of isolation _ \‘/
true for both remote and on-site students

created more problems at remote site :
than broadcast site Action/interactional strategies of
. involvement activities
puts extra burden on teacher
teacher feels these improve situation
done on a group level, rather than 1nd1v1dual
level :

ConSéquences | _
builds faculty/student rapport "

: RELATIONSH[P BETWEEN CATEGORY (Creatlve teacher) AND
SUBCATEGORIES:

Under conditions of “feelingS of isolation,” what feelings do instructors have about “involving

all students in the class activities?” takes extra effort on the instructors part but is worth the
efforts; helpﬁ11 to d1v1de class into groups.
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Category: Instructor as Barometer

CAUSAL CONDITION PHENOMENON
familiarity with equipment > Evolving teaching style
Context of familiarity " '

comes only with experience, later in semester

equipment requirements influence teaching
experience provides opportunities to adapt
and experiment with techniques
: Action/interactional strategies of
evolving teaching style
“more relaxed -
more in-tuned with students’ needs

Consequences
builds faculty/student rapport

CAUSAL CONDITION PHENOMENON

familiarity with students--- RN > Adjusting to student needs
Context of familiarity with students ) l
- comes only with experience, later in semester ’

student behaviors influence teaching v
- Action/interactional strategies of

adjusting to student needs

broadcasts from other sites

instructor felt better after met remote site
students '

gradual adjustment

- adjustments based on students’ cues

Consequences o v
instructor is more aware of student needs

RELATIONSHIP BETWEEN CATEGORY (Barometer) AND SUBCATEGORIES:
Under conditions of “familiarity with equipme‘nt,"’ what feelings do instructors have about the
~ “evolution in their teaching style” in a distance education setting? more relaxed as semester
progresses;, more aware of students” needs. ‘

Under conditions of “familiarity with students,” what feelings do instructors have about

“adjusting to students’ needs™ in a distance education setting? more comfortable when they
met the remote site students; is achievable by visiting the remote site.
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Appendix E

Part5

Blundell Dissertation Selective Coding

Selective Codin

Step #1 Explicating the Story Line

' A General Description Overview. The main story seems to be about the

attitudes and activities of a fairly inexperienced college accounting professor, teaching at a

distance for the first time. The instructor attitudes are fairly objective in the narrative,

discussing both the pros and cons of distance education. He agreed to teach at a distance

because it was required in the job descnptlon, not because he necessarily desired the

experience. He had positive experiences in distance education equipment training

- sessions, was peer coached, and participated in actual transmission sessions. He

~ experienced the most difficulty as loss of control over students at all sites. Visitations

reduced some of the frustration, but in general, the instructor felt the loss of control

affected instructor evaluations completed by students at the semesters” end.
Conceptualizing the Story Line. The core category, Instructor as Powerless

Commander-in-Chief, was chosen from the list of categories developed during selective

coding. Powerlessness (Loss of Control) is the central phenomenon in this case study.

Step #2 Relating Other Categories to the Core Category

A (conditions) leads to B (phenomenon), which leads to C (context), Wthh leads to D

(action/interaction, including strategies), which then leads to E (consequences) (Strauss &

Corbin, 1990, p. 124-125). |

Categories from which to choose:

. political (conditions)

. feelings of powerlessness (phenomenon)

. non-verbal interpreter (context)

. creative teaching (actions/interactional strategies)
. teacher as learner (actions/interactional strategies)
. barometer (consequences)

Step #3 Hypothetical Statement to Validate the Relatlonshlp

Political conditions (“conditions™) in a distance education setting lead to instructor
feelings of powerlessness (“phenomenon™), which lead to a heightened awareness of non-
verbal student cues (“context”). This causes the instructor to monitor students’ actions
and creatively adjust (“consequences™) his teaching style to best fit their needs.
Ultimately, the teacher learns from mistakes and successes (“action/interactional
strategies™) teaching at a distance.
Step #4 Refining the Abstract Story Line

Instructors may be required to teach a course via distance education, even though
they may have misgivings about distance education. Teaching at a distance may yield an
instructor less control over activities that affect student learning. Distance education
instructors may experience feelings of frustration because they cannot physically monitor
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events at multiple locations. Technology failures result in lost class time, and the instructor
has very little, if any control over technology. Students and technical support staff may
fail to meet expectations of the distance educator, causing frustration. The instructor may
feel s/he has limited power, as compared to the control s/he traditionally experiences in a
face-to-face classroom. Instructors must depend on others (technicians and students) to
self-monitor. Students who experience frustrations in a distance education class can be
monitored for verbal and non-verbal cues signaling problems that need to be addressed by
the instructor. Distance education teachers must apply conflict resolution procedures,
adjust their teaching techniques and take measures to ensure satisfaction among all groups
involved. Ultimately, the teacher may have to relinquish some classroom authority,
empower some or all students, and accept the loss of control that may occur in a distance
education class. .

Categories from which to choose:

. political (conditions)

. feelings of powerlessness (phenomenon)

. non-verbal interpreter (context)

. creative teaching (actions/interactional strategies)
. teacher as learner (actions/interactional strategles)
. barometer (consequences) ’

Step #5 Development of Hypotheses, Relating Categories at the Dimensional Level

“Under these conditions (listing them) this happens; whereas under these
conditions, this is what occurs” (Strauss & Corbin, 1990, p. 127). :

_ Under conditions where the instructor loses or relinquishes authority over the
class, he may develop sensitivity in interpreting student cues about their feelings and
-needs; whereas under conditions where the instructor maintains control over the
classroom, he may not have developed that sensitivity, because he can read facial
expressions and verbally interact more easily. ‘

Under distance education conditions where the instructor experiences a loss of
control over students, technology and staff s/he feels frustrated at the powerlessness;
whereas when teaching face to face in a classroom, teachers relinquish less authority to
others and feel more in control of the classroom atmosphere. ,

Under conditions of physical separation between teacher and students, the
instructor feels a greater loss of control over students’ classroom conduct; whereas under
conditions of face-to-face interactions between teacher and students, the 1nstructor feels a
greater sense of control over students’ classroom conduct. -

Under conditions of teaching at a distance, instructors devote more time to

‘preparing materials for presentation to students; whereas under conditions of teaching
face-to-face, instructors spend less time preparing instructional materials.

Under conditions of physical separation of teacher and students, the teacher relied
heavily on students to self-monitor their behaviors; whereas under conditions of face-to-
face interactions between teacher and students, the instructor usually acted as class
monitor.

Under conditions in whlch instructors receive limited or no training on distance
education technology, instructors have greater feelings of loss of control and doubt;
whereas under conditions in which instructors receive adequate training and peer coaching
on distance education technology, they have more positive feelings toward teaching at a
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distance. :

Under cond1t1ons of physical separation between teacher and students, the
instructor relies on reading body language via the camera; whereas under conditions of

face-to-face interactions between teacher and students, the instructor relies on reading
facial expressions and body language.

Source of information for Appendix E:

Blundell, E. P. (1997). A case study: Perceptions of the induction process into college
distance learmng teaching (Doctoral dissertation, University of Nebraska, 1997).

D1sse1“tat10n Abstracts Online, 1997.
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APPENDIX F
Part 1
Liu Dissertation Open Coding
Concepts and Phenomg na

Concepts-labels placed on discrete happenings, events and other phenomena
Category- classification of concepts (must compare concepts and group similar ones
together)

Properties-attributes or characteristics of categories

Dimensions-properties on a continuum -

Feeling of “breaking new ground” (pioneering)
No concern for compensation
Seen as a research activity
Hope to make advanced education available to remote students v
Immense frustration and.exhaustion with red tape before course bemg approved
Extensive pre planning to create the course
. Provided students some leeway in deciding assignments to submit (he allowed for
substitutions)
Enriching students’ chemrstry skills seen as primary motive for teachlng
Learning via Internet not seen as primary motive for teaching
Utilized university experts to create listserv ‘ o
After technical needs were met, he asked for biosketches of participants (attempt to fill in
the void left by lack of face-to-face communication)
Monitored and adjusted to students’ equipment provisions (aborted plan for electronic
roster)
Initially received positive feedback :
Subsequent disappointment with students’ late or non- existent submlsslons (only 8 of
original 21 completed the course) ' :
Urged students to “talk more” and “keep up with the syllabus
Awareness of students’ busy schedules
Provided students with generous encouragement
Provided students with prompt feedback
Provided students with-instructions - ‘
At completion of course, instructor had “mixed feelings”

-glad it had worked -

- -relieved it was over _ :

_ -bothered by lack of student participation in online discussions
Instructor concern over lack of face-to-face interaction

-inability to chat v

-inability to use eyes to detect good and bad feelings

+ -inability to tailor remarks to individuals
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Pleased with student suggestions at end of class ,
Positive feelings overall 1
Flexible on assignment requirements '

" Invited student creativity on their assignments

Source:

Liu, D. _('1 996). Teaching chér’nistry on the Internet (Doctoral dissertation, University of
Nebraska, 1996.). Dissertation Abstracts Online, 1997. - -
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APPENDIX F

Part 2

Liu Dissertation Open Coding

Categories Encompassing Concepts/Phenomena

*Instructor as Service Marketer :
includes desire to reach remote students
*Instructor as Pioneer
includes feehngs of “breaklng new ground”
} includes feelings that the course is a “research activity”
~ *Instructor as Team Player ‘
includes relying on. support personnel (techmcal experts)
*Instructor as Politician
includes allow1ng students to choose ass1gnments (substltute)
includes inviting student creat1v1ty on assignments
includes feelings of relief when it’s over
*Instructor as Devoted Teacher
includes extensive preplanning
includes no concern for compensation
includes belief that student learnmg of subject is crucial-more 50 than mastenng
Internet
includes requesting biosketches of students (trying to”personahze the
impersonality”)
*Instructor as Barometer
includes monitoring and adjusting to students” equipment provisions
*Instructor as Non-Visual Communicator ‘
includes-inability to read facial expressions
includes sole reliance on verbal communication -
- *¥Instructor as Information Disseminator
includes giving instructions
includes providing prompt feedback
includes inability to privately tailor remarks to individuals
*Instructor as Powerless Commander-in-Chief
includes frustration by lack of face to face interaction
includes frustration over inability to “chat”
*Instructor as Frustrated Middleman (lack of control over outcomes)
includes immense frustration with red tape
includes disappointment because late assignment or nonsubmissions
includes disappointment with high attrition of students
includes awareness of students’ busy schedules
includes frustration at lack of student participation
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The phrase, beginning with an “*” represents the category.
Each subtopic, beginning with “includes” represents the conceptual label.

Source;

Liu, D. (1996). Teaching chemistry on the Internet (Doctoral dissertation, University of
Nebraska, 1996.) Dissertation Abstracts Online, 1997.
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APPENDIX F

Part 3

Liu Dissertation Open Coding
Dimen_sidnal Profile of Properties within Categories

Category: Instructor as Service Marketer-
Property: Desire to reach remotely-located students

Dimensions:
L ab111ty to provide outreach service was believed to be the major
advantage . :
Category: Instructor as Pioneer
Property: - Enthusiasm for “breakmg new ground”
Dimensions:
1. sharing this feeling with students
2. awareness that this type of class was a “first”
Property: Viewed course as “research”
Dimensions: o
_ 1. more interested in research, than in compensatlon (dld not request
money)
Property Faced dlfficultles in journey
Dimensions -
1. much difficulty “sellmg the idea to administration
2. high attrition rate of students
3. lack of response from students
Category: Instructor as Team Player
Property: Reliance on support personnel
- Dimensions:
o 1. Not necessary to personally be a technical expert
Category: Instructor as Politician
Property: Allowing students to make some decisions
Dimensions: : '
1. flexibility in assignments
2. flexibility in time schedule
Property: Fighting the red tape
Dimensions: , ,
1. relief when course was over
2. arduous battle with administration over course offering
Category: Instructor as Devoted Teacher
Property: Overall willingness to put forth extra effort in the name of
- education ‘
Dimensions:
1. money was not the motivating factor
2. extensive preplanning, compared to face-to-face classes
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3. attempts to “personalize the impersonality”
4. belief that learning chemistry was more important than leaming the
Internet
Category: Instructor as Barometer
Property: Monitoring and adjusting
Dimensions:
1. adjusting initial plans because of students’ equipment limitations
2. allowing students to tailor assignments to fit their needs
Category: Instructor as Non-Visual Communicator
Property: Sole reliance on verbal commumcatlon
Dimensions:
1. concern over inability to read facial expressions
2. regularly encourages students to “chat”
Category. Instructor as Frustrated Middleman
Property: Lack of control over means and ends
Dimensions:
1. frustration with admmlstratlve red tape
2. high expectations at beginning of class, much lower at end of class
3. disappointment in student performance (usually only 4 students
participated in discussion)
4. disappointment over high attrition rate (only 8 of 21 students completed
the course)

Source:

Liu, D. (1996). Teaching chemistry on the Internet (Doctoral dissertation, University of
Nebraska, 1996.) Dissertation Abstracts Online, 1997.
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APPENDIX F
Part 4
Liu Digsgrtation Axial Codihg
Category: Instructor as Service Marketgr :

CAUSAL CONDITION | - PHENOMENON
Belief that a need existed- - ; > Undertake “research”

Context of unmet student needs :
located too far from university to attend T :
students held full time jobs ' o
filled a niche, not currently filled _
: i - Action/interaction strategies
for undertaking research
extensive pre-planning
developed proposal
desire to provide outreach service

Consequences _
- argued with administration
- developed first ever chemistry course via
Internet

‘ VRELATION SHIPS BETWEEN CATEGORY (Servnce marketer) AND
SUBCATEGORIES:

Under conditions of “believing a need existed,” what feelings do instructors have about

-~ teaching at a distance similar to “undertaking research?” similar steps involved (writing a
proposal, meeting with administration, thorough pre-planmng) developlng the course for
the sake of knowledge (rather than compensation).
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‘Category: Instmctg'r gs Pigv neer

CAUSAL CONDITION PHENOMENON ‘
No other course like this : >Breaking new ground
Context of first of its kind ) | l |

virtual chemistry class ,
‘ | ~ Action/interaction strategies
for breaking new ground -
extensive pre-planning
~ solicit help from experts
allowed for interpretations

Co‘ﬂseque‘nces o

flexible course structure _

changes made after course began
RELATIONSHIPS BETWEEN CATEGORY (Pioneer) AND SUBCATEGORIES:
Under conditions of ““a first o_f its kind” attitude,” what feelings do instructors have about

- “breaking new ground?” must be flexible; willing to ask for help, time-consuming to pre-
plan. ' : -
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Category: Instructor as Team Player
1 .
CAUSAL CONDITION - PHENOMENON
instructor lacked technical expertise >Reliance on support personnel

~ Context of inexpertise

help was available _

' Action/interaction strategies

for reliance on support personn. .

initially requested listserv help

eventually discarded idea (although he had help,
students did not) .

Consequences
time saving for instructor. ,
 instructor could spend more time 1nteract1ng
with students
realized not everyone had necessary equipment
adjusted class to meet students’ abilities

RELATIONSHIP BETWEEN CATEGORY (Team Player) AND
SUBCATEGORIES:

Under conditions of a “lack of technical expertise,” what feelings do instructors have
about “relying on support personnel?” appreciate time freed for teaching duties;
realization that not everyone has this support personnel, willing to adjust curriculum to
students’ expertise. -
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‘Category: Instructor as Politician

'CAUSAL CONDITIONS v PHENOMENON

scarce resources > Continuous uphill battle
Context of scarcé_resources ;

‘student time which could be devoted to class
support from the university administration

instructor time which could be devoted to class

Action/interaction strategies

for uphill battle -

numerous meetings with administration
convincing them of the need

encourage students to “try harder”

Consequences -

opportunity to develop class

no evidence that students changed
RELATIONSHIP BETWEEN CATEGORY (Politician) AND SUBCATEGORIES:
Under conditions bf “scarce resources,” what feelings do instructors have about the

“continuous uphill battle?” wastes instructor’s time, feelings that others aren’t trying hard
enough. :
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te - Instruc ra Devoted Teacher

CAUSAL CONDITIONS - PHENOMENON

concemn for student learning - >Extensive preparation
Context of concern : l
- desire to reach remote students was

seen as the most important outcome
Action/interaction strategles
for extensive preparation .
personalizing the impersonal

- Consequences
- flexibility in course
an (unsuccessﬁll) attempt to meet students on
' ‘a more personal level

RELATIONSHIP BETWEEN CATEGORY (Devoted Teacher) AND
SUBCATEGORY

Under conditions of “concern for student learning,” what feelings do instructors have
~about the “extensive preparation” required in a distance education course? it could be a
way to get to know the students better, being flexible is important.
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Category; Instructor as Barometer

CAUSAL CONDITIONS PHENOMENON
1inability to “read” student needs > Monitor and adjust
Confext of inability to “read” l/

distance teaching eliminated face-to-face interactions

used other means to focus on student needs
| Action/interaction strategies
- for monitoring/adjusting
changing requirements to fit students’ abilities
- changing requirements to fit students’ equipment

Consequences o

importance of creativity was place on students

frustration over technical problems
'RELATIONSHIP BETWEEN CATEGORY (Barometer) AND SUBCATEGORY:
Under conditions of “inability to read students,” what feelings do instructors have about

“monitoring and adjus_ting”_their teaching style as the class progresses? necessary, places
some responsibility on students, frustrating. ' :
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ategory. Instructor on-Visual Communicator

- CAUSAL CONDITIONS PHENOMENON
Instructor can’t see students --->Absence of non-verbal
T ‘ interpretation
Context of students at remote site .~ '
Each student in different place throughout U.S. :

Frustrates the instructor
Action/interaction strategies for
compensatmg because lacking visual cues
encouraging students to “chat”

Consequencés ‘
Lack of cohesion among group

RELATION SHIP BETWEEN CATEGORY (N on Visual Commumcator) AND
_SUBCATEGORY

Under conditions of “inability to see students,” what' feehngs do instructors have about the
“absence of non-verbal interpretation?” important for students to chat, detracts from
group cohesion. :
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Categogy: Instructor as Frustrated Middleman

CAUSAL CONDITION PHENOMENON

Reliance on others for success >Encountering problems over
which instructor has limited (or
no) control

Context of reliance on others J/

admin. makes decisions to offer class

students make decision to work :

Action/interaction strategies

for encountering problems

attends numerous meetings

writes proposal

argues significantly with administration

encourages students

allows students to tailor the assignments to own
work

Consequences
frustration!

RELATIONSHIP BETWEEN CATEGORY (Frustrated Mlddleman) AND
SUBCATEGORY:

Under conditions of “reliance on others,” what feelings do instructors have about

“encountering problems over which they have no control?” ﬁustratlon time consuming,
must rehnquxsh some authority to students.
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APPENDIX F
Part 5

Liu Dissertation Selective Coding

Selective Coding

Step #1 Expllcatmg the Story Line '

A General Descrlptwe Overview. The main story seems to be about the
instructor’s feelings and attitudes regarding the planning and implementation of the on-line
chemistry class. The focus is how the instructor interacts with students (primarily) and
administrators (secondarily). The instructor’s frustration with others’ performances is a
theme throughout the story. However, the instructor strongly believes in the need for a
class of this type, and is willing to face obstacles and tallor the class to meet the needs of
remotely-located students. :

Conceptualizing the Story Line. The core category, Instructor as Pioneer, was
chosen from the list of categories developed during selective coding. Exploring a new

concept in pedagogy is the central phenomenon in this case study.
Step #2 Relating Other Categorles to the Core Category
A (conditions) leads to B (phenomenon), which leads to C (context), which leads to D
(action/interaction, including strategies), which then leads to E. (consequences) (Strauss &
Corbin, 1990, p, 124-125).
Categories from which to choose:

*«  service marketing (conditions)
. ~ pioneering (phenomenon)
. ‘devotion to teaching (context) -
. team player; politician, barometer; verbal communication (actions/interactional
strategies)
. frustrated acceptance (consequences)

- Step #3 Hypothetical Statement to Validate the Relationship
Under conditions of providing convenience to students (service marketing), complicated
by administrative resistance and a lack of face-to-face interaction with students, the
instructor proposes, develops and explores techniques of instruction (pioneering) which
most effectively meet the students’ needs (devotion to teaching). The instructor must
employ negotiation strategies, rely on others, adapt to students’ limitations, and
continuously interact with students to make the class successful. In the end, the instructor
concedes a frustrated acceptance of the course outcomes. '
Step #4 Refining the Abstract Story Line '

The instructor strongly believes in the need for a skills enhancement chemistry
course offered to teachers unable to attend an on-site class. After battling administrators
to offer the class, the instructor finds that students, initially eager, began to dwindle in

-numbers despite the instructor’s best efforts to keep students involved. The instructor
regularly mentions his frustrations over his lack of influence. The instructor experiences
relief when the class ends, but feels it was a successful research project.
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Categories from which to choose:

e - service marketing (conditions)

e pioneering (phenomenon)

. devotion to teaching (context)

. team player; politician; barometer; Verbal communication (actions/interactional
strategies) - :

o - frustrated acceptance (consequences)

Step #5 Development of Hypotheses, Relating Categorles at the Dimensional Level

“Under these conditions (listing them) this happens; whereas under these
conditions, this is what occurs” (Strauss & Corbin, 1990, p. 127).

Under conditions where an instructor feels strongly about the need to reach
students in remote locations, he is willing to treat the development of the course as a
research project; whereas under conditions where an instructor is reluctant to teach ata
distance, he is more likely to request compensation.

Under conditions where an instructor feels he is los1ng interest of remotely-located
students, he employs interactive strategies to encourage participation. -

Under conditions in which the instructor is a devoted teacher, s/he over-plans the
course, setting high expectations for enrolling students; whereas under conditions of the
instructor as a barometer, s/he decreases the original requlrements based on students’
reactions and abilities.

Under conditions of instructor as pioneer, before actually _teaching the course, s/he
experiences excitement and feelings of “breaking new ground”; whereas under conditions
of instructor as frustrated middleman, well into the semester, s/he experlences a
disappointment over lack of course and students’ outcomes.

’ Under conditions of teaching at a distance, the instructor relies solely on verbal
exchanges; whereas under conditions of teaching face-to-face, the instructor relies on
verbal and visual exchanges. ‘ '

Under conditions of a physical separation between teacher and students, the:
instructor experiences difficulties motivating students to complete course assignments;
whereas under conditions of face-to-face contact between teacher and students, the
instructor experiences fewer difficulties motivating students to complete course
assignments. :

Under conditions of 2 physical separatlon between teacher and students the
instructor feels teaching at a distance inhibits a personal level of interaction with students;
whereas teaching face-to-face in a traditional classroom encourages personal interactions
between teacher and students.

Source of information for Appendix F:

Liu, D. (1996). Teaching chemistry on the Internet (Doctoral dissertation, University of
Nebraska, 1996). Dissertation Abstracts Online, 1997.
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