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Theorizing Audioconferencing:
An Eclectic Paradigm

Lyn Henderson and lan Putt
James Cook University

An eclectic paradigm of audioconferencing that incorporates the notion of
transactional distance in flexible learning and that catersfor cultural
contextualization of learner, lecturer, and academic setting is developed in this
paper. This paradigm includes aspects of objectivist, constructivist, and critical
theory models of learning and teaching within a multiple cultural model which
seeks to address the logi ¢ of the academic, the mainstream, and the minority
cultures. A case study based on this paradigm and involving Indigenous
Australian students and their lecturers is reported. Results indicated that the
students perceived audioconferences as a highly useful part of their learning,
that lecturerswere generally able to incorporate the cultural context factorsinto
their subjects, and that students valued the experience of the academic culture
abeit at adistance. It seems highly likely that this paradigm is appropriate for
audioconferencing involving Indigenous students undertaking tertiary studies.

Cet article présente un paradigme éclectique de conférence audio qui
incorpore le concept de distance transactionnelle en apprentissage flexible et qui
satisfait a la contextualisation culturelle de I'apprenant, de I'enseignant et de
I’ environnement académique. Ce paradigme includes aspacts des modeles
objectivistes, constructivistes et théorie critique de |’apprentissage ainsi que de
I’ enseignement avec des modél es culturels multiples qui veulent addresser la
logique des cultures académiques, générales et minoritaires. Une étude de cas
fondée sur ce paradigme, impliquant des étudiants Indigénes Australiens ainsi
que leurs cours est décrite. Les résultats indiquent que les étudiants pergoivent
les conférences audio comme étant hautement utiles dans le processus de leurs
apprentissage, que les enseignants sont habituellement capables d'incorporer les
facteurs de contexte culturel dans leurs sujets d'étude et que les étudiants
apprécient |’ expérience de la culture académique en dépit de ladistance. Il
semble fort probable que ce paradigme soit approprié pour la conférence audio
implicant des étudiants Indigenes qui entreprénent des études poste secondaires.

In the early 1990s there was a smdl flurry of interest in
audioconferencing as an educationd communications medium in the
distance education literature. Some papers presented case studies, for
instance, Burge and Howard (1990), Hiebert and Balshaw (1993), Ladande
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(1995), and one relevant to this paper by Schmidt, Sullivan and Hardy
(1994) because its context concerns academic and minority cultures.

Garrison (1990) presented a critical paper arguing that communication
between teacher and student as well as student and student are vitd, and
that audioconferencing can “begin to gpproach the ided educationa
transaction” (p. 17). He coherently argues, that without interactive
cognitive transactions, the traditiond distance education gpproach to
private isolated print-based learning is unlikely to ensure adequately thet
the learner: (a) Challenges pre-existing values and idess, (b) avoids
indoctrination through critical discusson of lecturer-presented
information, and (C) assmilates and vdidates knowledge gained.

Anderson and Garrison (1995) reported a study of how two
ingructiond design models of incorporating audioconferencing into a
distance education program impacted transactiona issues in distance
education. The Community of Learners modd held frequent
audioconferences, developed a virtua classsoom milieu, and emphasized
developing, extracting and refining understandings while the Independent
Learning Support mode held infrequent audioconferences that il
alowed students to have valued synchronous contact with the lecturer and
other students but for the purpose of troubleshooting and clarifying mostly
assgnment issues. Not surprisngly, ther sudy found that the learners in
the Community of Learners model perceived thers to be a more critica
community of learners than did the Independent Learning Support model.
Drawing on earlier work in the area (Kirby & Boak, 1989; Stdlings &
Kaskowitz, 1974), Cookson and Chang (1995) offered a new model, the
Multidimensond Audioconferencing Classfication Sysem (MACS),
intended to serve as a principled research approach to the identification,
andyss, and recording of audioconferencing indructiond  interactions.
None of the authors attempted to develop a theory of audioconferencing.

Since 1995, even a cursory look at the literature reveds that, as a
discrete topic, audioconferencing has been increasingly ddeined while the
newer learning-teeching, computer transactional communication
technologies, paticularly the World Wide Web and E-mail, srut their
suff. Yet, the undervalued low-tech audioconference remains a focd
eement in world wide distance education, open learning, or flexible
learning, as it is often now desgnated.

This paper atempts a theory of audioconferencing in open learning.
Drawing on earlier work by Henderson we propose a flexible
eclectic paradigm that incorporates: (a) A theory of transactiond distance
in open learning, (b) aspects of behaviorist, congructivist, and critical
theory approaches to teaching and learning, and sets both within (c) a
theory of multiple culturd, not multiculturd, contextudization of
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educationd interactive communication. The paradigm draws on
Vygotsky's socio-historical-cultura theory of learning, with emphasis on
his notion of the Zone of Proxima Development. The paper discusses a
case sudy of the theory in practice: audioconferencing in a cross cultura
program that delivers the same on-campus Bachelor of Education degree
in an off-campus mode to Audrdian Indigenous students in their home
communities.

An Edlectic Paradigm of Audioconferencing

Transactional Distance in Open Learning

In developing the eclectic theory of audioconferencing, key concepts
concerning educationa transactional communication were dravn from
Moore's (1980; 1983; 1989) semind theory of distance education. Moore
(1980) defined his concept of “transactiona distance’ as a function of
“dructure’ and “didogue’. Structure was seen as a measure of how
respongve an educationa program was to learners individud needs while
didogue was ddineated as the extent to which the educator and learner
were able to respond to each other. Transactiond distance, then, was
defined as a function of the variance in structure and didlogue as they
related to each other. From this perspective, “distance’ in education is
determined by the level of structure and didogue, not by geographic
proximity (Moore, 1983). Saba (1988) proposed a model to represent the
relationship between didogue and structure and tested it (Saba & Shearer,
1994) to reved that by varying the rate of these two variables, the educator
or learner could control the level of transactiona distance in a purposeful
indructional  setting, for ingtance, audioconferencing. Increasing the
lecturer’s control of the didogue decreases learner interaction thus
encouraging learner passvity, increesng the rigidity of Sructure through
curtailing chances for student-raised concerns and, hence, widening the
level of transactiond distance. By increasing learner control in
communication conferencing, dialogue increased and structure decreased,
as did the levd of transactiond distance. It could-be argued that decreased
transactiona distance has close links with a condructivis pedagogy while
increased transactiond distance has more affinity with objectivist
pedagogy. We contend that both increased and decreased transactiona
distance in the dtructure and didogue levels of audioconferences have a
role in an eclectic paradigm that caters for culturd contextudization of
learner, lecturer, and academic setting.



90 HENDERSON AND PUTT

Objectivist-Constructivist-Critical  Theory Dimensions

This paper argues that open learning and the indructiona design of
audioconference sessons are Stuated in what Reeves (1997) identifies as
the “eclectic-mixed methods-pragmetic paradigm.” He assarts that " . . . it
is the one approach most cgpable of handling the complexity that is the
hallmark of contemporary society and technology” (Reeves, 1997). The
eclectic paradigm openly caters for a combination of certain components
found in objectivis and condructivist learning and teaching modds and,
additiondly, those from a critica theory paradigm.

Jonassen, Wilson, Wang, and Grabinger (1993, p.87) succinctly
decribe the assumptions of objectivism: “Objectivist beliefs assume that
theworld . . . is structured, and that its structure can be modeled for, and
acquired by, the learner . . . [M]eaning reflects redity which is externd to
the understander.” The goa of educators is to interpret the red world, so
that learners can replicate these interpretations in ther thinking. In
audioconferences, the learner is therefore dtuated in a rather passive role
as the recipient of the information transmitted through a linear sequence of
procedures (Jonassen & Reeves, 1996).

At the heart of condructiviam is the notion that knowledge is
congtructed and exigts in the mind of the knower. Knowledge is
persondly condructed within, as is maintained in Vygotskian theory, a
socid context within a socid community that accepts the assumptions
underlying that perspective (Cunningham, 1991). Thus, dthough redity
exigs independent of the knower, what is known is individudly and
collectively condructed from “our experiences, mental sStructures, and
beliefs . . . There is no sngle redity or any objective entity” (Jonassen,
1991, p.29). Ingructional design of audioconference communication,
based on condructivigt theory, ams to place learners in “mindful” learning
Stuations with built-in scaffolding support so that they can congruct their
own interpretations of redity.

Described by Reeves (1997) as the “critical theory-neomarxist-
postmodern-praxis paradigm,” the critica theory paradigm is concerned
with issues of control, power, and episemology as socid congructions
and how these function to exclude various interests, including those of
dudents, particularly minority students. The neutrdity of indructiond
design and the lecturer is questioned, and, by so doing, seeks to expose the
hidden curriculum underlying the culturd, gender, and class assumptions
inherent in the design process of, and the designed artifact, the
audioconference (Henderson, 1996).
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Multiple Cultural Paradigm

Any indructiond desgn paradigm, incduding that of academic
audioconferences, is grounded in a culturdl context. Far from having to
bring it into the matrix, culturad contextudity is aways a varigble. The
many dimengons of audioconferences are socid condructs and have
meaning because of the selective academic traditions in which they are
dgtuated. This is further refined when different ethnic/racia subjectivities,
ideologies, and pedagogies are consdered. Multicultura education is the
most accepted modd to incorporate society’s multiple redities. However,
it has generdly been implemented within a narrow framework because it
adopts a reductionist approach that diminishes the issues to one of
induson of vaious dements of the minorities cultures, particularly
agpects that do not structurdly impinge on those of the dominant group,
and sees this as rectifying educationa injustices (Henderson, 1996). On
the other hand, a multiple culturad modd rives for a coherent partnership
among three culturd logics. those of the academic, mainstream, and
sudent (or minority) cultures.

Firg, a multiple cultural modd needs overtly to incorporate the
gpecific requirements of mainstream academic culture. These are
expressed through the content to be taught, types of assessment, written
and ord genres, research methodologies, and culturdly-specific ways of
promoting cognitive development within an academic environment.
Second, as academic culture is embedded in an inditutiona culture thet is
rooted in society’s dominant culture, aspects and vaues of these
differently scded macro cultures, including systemic issues to do with
power, control, and disadvantage, need to be included in the instructional
design and delivery of audioconferences. Third, it is dso necessary that
indructiona design and ddivery incorporate the students (or minority’s)
culture, knowledge, and preferred ways of thinking and doing in a manner
that goes beyond tokenism. In this way, the multiple culturd modd does
not merdy encourage, but Stipulates, the integration of shared vaue
systems.

Wha we immediatdly think of when the word “culture’ is mentioned
IS ethnicity. So, a multiple culturd modd relevant for the Inuit would
include tertiary academic culture, the culture of the ingtitution embedded
in society’s wider economic and politica culture, and the culture of the
Inuit. However, a multiple cultural modd has vdidity for students of
various (sub)cultural backgrounds. For ingance, a busness multiple
cultura modd would involve the corporate culture of the company, the
wider economic-politica culture that includes globd influences, and the
shop-floor culture of the factory worker; or a school multiple cultura
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model would incorporate the academic school culture, the school’s
inditutional culture set within the culture of an educationd system
anchored in society’s mainstream culture, and the popular youth culture of
the students.

Multiple (academic, maingtream, and minority) culturd contextudity
affects the didogue-structure parameters of transactiond distance as wdll
as the objectivigt-condructivig-critical theory components in an eclectic
theory of audioconferencing

Vygotsky ‘s Theory of Learning

In Vygotsky’s theory of cognitive development, knowledge acquisition
is essentidly and inescagpably a socio-politica-cultura process. The
accumulated achievements (language, ways of thinking and doing, etc.) of
particular culturd groups mold the intdlectud development of the
individud. For instance, for Audrdias two Indigenous student groups,
Aborigines and Torres Strait Idanders, socid activity within thelr
Indigenous cultures ensures cognitive development in culturdly
gopropricte ways. As universty sudents, ther thinking is smultaneoudy
mediated by the different accumulated achievements of Anglo-Audtrdian
academic culture. Thus, thinking has its basis in socid activity that
becomes interndized. It follows then that guided socid interactions serve
a cognitive function which occurs in the Zone of Proxima Development
(ZPD) which, smpligticaly, is the difference between what a learner can
do independently and what can be accomplished cognitively with guided
support from more knowledgeable others (Gdlimore & Tharp, 1990).
According to Cole (1985, p. 155), the ZPD should be as
“the dructure of joint activity in any context where there are participants
who exercise differentid respongbility by virtue of differentid expertise”
This, of course, is one of the ingredients of academic audioconferencing as
is directing the process of moving the learner from assisted performance to
greter sdf-asssed and sdf-regulatory competence.  Audioconferencing
as a scaffolding tool within the ZPD and the lecturer or other students as
the more knowledgesble mediator fit comfortably within Vygotskian
theory.

Drawing on multiple theories, the eclectic paradigm dlows
triangulation of complex phenomena in order to design and implement
more effective educationd interactive communication in open learning.
Vaiability and flexibility are obvious indructiond desgn features of
audioconferencing based on transactiond distance in an eclectic paradigm
that aims to provide students with interactive learning experiences that



THEORIZING  AUDIOCONFERENCING 93

incorporate various ways of learning and teaching, reflect society’s
multiple culturd redlities and, hence, promote equity of learning
outcomes. Transactiond education communication is thereby centered
such that the ingructional design and ddivery of audioconferences
positions student groups and individuas in their ZPD, not as objects but as
subjects, thet is, as active participants who are given and take
responsibility as recelvers, agents, tranamitters, and actors in the cultura
contextudized learning paradigm.

A Case Study of an Eclectic Theory of Audioconferencing

The Context

The paper highlights relevant aspects of transactiond
audioconferencing in a specific open learning Bachelor of Education
program, the Remote Area Teacher Education Program (RATEP). The
program is offered by James Cook Univerdty in Townsville, Queendand,
Audrdia (Figure 1), to non-urban Aborigines and Torres Strait Idanders,
Audrdia’s two Indigenous groups, dl of whom have
or-third language.

Students through RATEP are awarded one year’s credit towards the
four year Bachelor of Education degree or a two year Diploma in
Teaching from the Far Northern Ingtitute of Technica and Further
Education, Cairns, Audrdia. Currently, there are 43 universty students
enrolled through RATEP across the three years of the degree program.

The RATEP program offers the same on-campus degree to fifteen to
thirty Indigenous dudents in any year's intake, but utilizes interactive
multimedia computer courseware, audioconferencing, facsmile, eectronic
mail, print materials, and an on-gte tutor a each Ste. The location of each
RATEP center is usudly at the locd school in smdl remote Indigenous
communities with populations ranging from 300 to 1500 people, few of
whom are trangtory non-Indigenous people (see Figure 1). A typicd
center conssts of one classroom which houses the audioconference phone
and conference table, a power-Macintosh computer per four students, a
modem, a printer, a facsmile machine, a photocopier, video equipment, as
well as the students and tutor’'s study desks. The tutors are trained
teachers who are employed at each ste to assst the students in al aspects
of their sudies. RATEP lecturers are those who teach the same courses
with the same types of assessment in the on-campus Bachelor of
Education.
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Most Aborigind and Torres Strait Idander universty leve afirmative
action education programs in the past have been typified by high
withdrawd and falure rates. RATEP has conagently achieved an
unprecedented graduation rate averaging 85% in its eight years of
operation, arguably better than any other smilar nationa or internationa
program (York, 1997). RATEP mode students graduate as fully qudified
teachers, with the same degree as on-campus students, certified to teach
anywhere throughout Audrdia. Since 1992, RATEP has graduated 57
quaified Indigenous teachers, one with honors, four have become
eementary school Principds. This number comprises over twenty-five
percent of Queendand's Indigenous teachers.
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The case study draws on relevant research (Lang, 1993; Macindoe &
Henderson, 1991; Henderson & Putt, 1993; Putt & Henderson, 1997;
York, 1997) involving 93 students who enrolled in undergraduate teacher
education through RATEP a James Cook University between 1990 and
1997; there was no intake in 1991. (The figure, 93, includes two intakes
of students who have not graduated and are, therefore, not part of the 83%
graduation rate cdculation,)

Audioconferencing in RATEP

RATEP adopts an eclectic paradigm (Henderson, 1996) but those
involved continue to refine audioconferencing as an educationd tool (Putt
& Henderson, 1997). RATEP's intensve audioconference schedule is an
integra part of coursework in dl but three courses, with audioconferences
occurring usudly weekly, sometimes fortnightly, for 30 to 60 minutes
duration with gpproximately 10 students from different Sites per
teleconference.

In terms of transactiona distance, nearly al the audioconferences in
the Bachdlor of Education courses through RATEP nurture Anderson’s
and Garrison's (1995) Community of Learners modd, with high
interactive communication and “low dructure’, the later being defined in
Moore's (1980) terms as the high ability of the lecturers to meet the needs
of the sudents. Thus, audioconferences are mainly used as either tutorids
to previous e-mailed agendas, student-led seminars, problem-solving
discussions, or other group activities commonly undertaken in face-to-face
sessons on campus. They dso dlow for guest spesker input. One course
may combine a number of these drategies over the 15-week semester.
This would imply that the design and conduct of such audioconferences
would comfortably fulfill rdevant requirements within Vygotsky's
learning theory and the students ZPDs, the multiple culturd modd, and
the overdl eclectic paradigm. That is so, but it would be incorrect to
assume only a congructivist pedagogy. Rather, there is a ddiberate
incluson of indructivig (behavioris) and condructivist drategies, in
doing so0, we argue that this ensures that the audioconference has a
decidedly low gtructure as it definitdly meets the needs of the students.

Students are adamant that they need to be engaged in the
audioconference (Putt & Henderson, 1997). For them, “engagement” is
not, initidly a least, mainly a matter of interactive discusson. Rather,
engagement conggtently means involvement in preparation for the
audioconference by taking responsbility for designated participatory
roles. This has many eements of teacher-directed indructivist pedagogy.
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It pardlds certain Indigenous current-traditiona ways of doing. (The
term, “current-traditiona,” has been coined to emphasize the fact tha
culturd ways of learning are not datic) Smdl groups and individuds are
given responghility for tasks, such as orchedtrating the dancing or
corroboree, preparing the vegetables, digging the pit for the cup-murri,
and s0 on for specid culturd events. The students appreciate this
approach to ther academic learning, which is seen as having pardld
seriousness. Hence, in a study by Putt and Henderson (1997), students
awarded the lowest rank to audioconferences without prior agendas. For
dudents, “there's nothing more tedious/boring [sc] than ad lib
audioconferences. A well prepared audioconference is the only way.”
The highest ranking was given to present problems and questions,
particularly those that designated the students at each RATEP center to be
epecidly responsble for darifying and promoting discussion about ther
specified problems and quetions (a) collectively and (b) increasingly
individudly as students became more comfortable in the audioconference
academic milieu. Student-led seminars were dso seen as empowering by
the students. As each took turns at being joint seminar leader, they were
perceived as the “experts’ on the topic, and were given and took
ownership of the learning activity as they alocated tasks to ther peers at
other stes.

The granting of ownership responsibility dso connected with ther
current-traditiond  ways of percelving credibility. This meant that
ungtructured discusson with other students was ranked fairly low by
students as a preferred way of conducting audioconferences (Henderson &
Putt, 1997). Students explained that they fed that working with peers is
initidly “digracting . . . [We] don’'t have the patience to listen to someone
who doesn’'t know” (Henderson & Putt, 1993, p. 229). In current-
traditiond learning, the learner approaches the person who possesses the
relevant knowledge and who will give precise information devoid of
extraneous or doubtful content. This explans why Sructured
audioconferences with lecturers and student-led seminars were given high
ranking in sudents perceptions of the contribution to thelr understanding.

Researchers -- Burge and Howard (1990) who conducted a Canadian
national survey of tertiary distance education students and Schmidit,
Sullivan, and Hardy (1994) who taught algebra to migrant students via
audioconferencing -- found that the students perceived they were not
adversdy affected by the absence of visud cues in audioconferencing.
Our research (Henderson & Putt, 1993; Putt & Henderson, 1997; also see
Lang, 1993; York, 1997) supports this. Indeed, dthough it is often argued
in the literature that Indigenous peopl€e’'s preference is for face-to-face
teeching or its equivaent, videoconferencing, we maintain that
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audioconferencing is cognizant of Indigenous preferred ways of learning
as wdll as those promoted in academic contexts. For example, the
audioconference seminar combines Indigenous ord teaching and learning
drengths with the language, andlyss, and questioning requirements of
academic education genre. Students comment that audioconferencing
dlows them to manipulate the cultura context too. For ingance, the
lecturer’s and other community Ste students nonverbds that would be
perceved as negative, paticularly the latter’s teasng nonverbas, cannot
be seen and therefore cannot damage the speaker’s salf esteem. In order to
help prevent shaming themselves in public, sudents dso turn off the
microphone to alow private discusson between those a one dte before
giving an answver. This quickly diminishes, as the students become
familiar with the lecturer.

Ingtructional designers need to be aware of possble mismatches
between the academic and minority cultures and implement drategies that
do not blame and disadvantage the student. For instance, questioning and
judifying the vdidity of statements and andyss are endemic to academic
discourse but are generdly unacceptable in Audtrdian Indigenous current-
traditiond ways of learning and teaching. Other Western teaching
Srategies are dso at loggerheads with certain current-traditional
Indigenous pedagogy: any child or adult has the right not to demonstrate
their mastery when asked but has the responghility to do so a a sf-
sdected time when they fed tha they have mastered the task. Thus in one
scenario, evauaion of Indigenous students who are having difficulty with
judtification questions or do not answer questions when cdled upon, can
categorize the learners as deficient and remedia and, consequently, the
lecturer could design audioconferences that are consstently lecturer-
dominated and totally objectivigt. In another scenario based within a
multiple culturd academic context, it is understood that Indigenous
acceptance of the rationale for questioning and interrogating the knower
(the White lecturer and other students) and providing evidence based on
objective research (rather than tradition and the authority of the elders)
will need a cognitive gpprenticeship approach (Henderson, Patching, &
Putt, 19943, 1994b).

Hence, condructivis scaffolding support within the students ZPDs
has been embedded in the audioconference. For instance, to assst
Sudents to articulate ther thinking in academic genres, most lecturers
include metacognitive activities as wdl as taking on the chalenge to
modd this type of reasoning. Lecturers coach and mode questioning
techniques by, for instance, asking one student a question, redirecting their
answer for another student to amplify, and redirecting once more for
another to critique the answers. Research (Henderson, Petching, & Putt,
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1994a, 1994b; Putt & Henderson, 1997) has shown that students studying
through RATEP have developed an enthusasm for replication of cognitive
activities gppropriate to a particular socio-cultural learning environment.

One factor that helps promote this acceptance is that sudents perceive
" ... lecturers learn from the students about traditional matters and cultural
protocol” (Van Tiggden, 1996). Students thereby share the multiple
cultural process of teaching and learning. Audioconferences become a
two-way exchange empowering the student and the lecturer.

The RATEP experience alows lecturers to rethink their pedagogy to
cater for academic requirements, the students, and the new, at least to
them, ddivery techniques “This RATEP dternative technology has gotten
me to think much more explicitly about my own pedagogical processes to
trandate the knowledge in my course” (cited in Lang, 1993, p. 86). Such
experiences continue to have a flow through effect. Many lecturers admit
to refining ther skills as face-to-face teachers. By having to redesign their
subjects to take account of audioconferencing and the other delivery
modes, lecturers have improved the structure of on-campus versions of
their RATEP subjects and other subjects they teach.

Of course, not al academics are committed to the eclectic paradigm.
Three out of the 26 lecturers maintain an objectivist Independent Learners
Support model (Anderson & Garrison, 1995) for the duration of their
course, holding infrequent lecturer-dominated audioconferences that have
a high transactiond distance dructure with little didogue (Saba &

Shearer, 1994). Ther purpose is mainly to give explanations of the
assessment and answer consequent student queries. The lecturers hold a
mode of the distance learner as isolated from, and independent of, the
lecturer, and take little account of the students culturd ways of learning
and doing or, for that matter, academic learning and teaching styles that
tap condructivist pedagogies within the student's ZPD. Students
acknowledge the vaue of the information presented in such
audioconferences but congtantly query a pedagogy and commitment that
they perceive as “short-changing” them (Henderson & Putt, 1997).

The criticd theory parameter of the eclectic paradigm is presented
most easily through the content of the courses, for example, in
“Contemporary Audrdian Society” and “Curriculum: Aborigind and
Torres Strait |dander Issues’. Students are aso quick to critique the
conduct of audioconferences, initidly, as condoned in current-traditiona
practices, with the tutors as a go-between to broker for them. As they
continue their sudies, they adopt greater direct negotiation with the
lecturers. As well, students engage in lobbying when the indtitutiona
economic rationaists decide on codt-cutting measures that threaten the
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continuance of the Community of Learners mode of audioconferencing in
RATEP.

Another critical theory drategy is deconstructing the audioconference.
Unfortunately, few too lecturers pose the following sorts of questions:
What effect on meaning has the structure of the content and conduct of the
audioconference? What aspects of inditutiond and societal politica and
economic redity and whose knowledge has the audioconference
amplified, smplified, reduced, or ignored? Are multiple perspectives
presented? Is each perspective as vdid as the other is? What values are
embedded in the audioconference? In what ways have you, the sudents,
gppropriated the audioconference to suit your learning style? From many
of the examples given in this paper, it is clear that the students have been
cognizant of how they - and some of the lecturers - have consdered and
reflected on at least some of these questions. By asking students such
questions, lecturers are providing students with anaytic tools to
deconstruct the audioconference “text” and its conduct, and self-question
the way in which they, as sudents, use audioconferencing as a learning
and reflective tool.

Audioconferences are given firm approva by RATEP students who
consgently lis them among the two most satifying aspects of ther
program; the interactive multimedia computer courseware is given top
billing by most students (Macindoe & Henderson, 1991; Lang, 1993; Putt

Henderson, 1997; York, 1997). Audioconferencing will not disappear.
It provides regular experiences that cannot be obtained, currently, as
effectivey via email, the WWW, or desktop camera systems. for
ingance, synchronous verba contact with lecturers and other students;
hearing the lecturer, a native English spegker’s intonation and pausing
pattern, particularly when usng academic genres, and becoming
comfortable and versatile with the Western tradition of posing and
answering questions, particularly “why” questions and those cdling for
judtification in a verba synchronous Stuation as will be required of them
as professond teachers, and taking and giving public critique of ther
interpretations and understandings as well as those of other students and
their lecturers.

Concluson

It is gpparent from this case study that the eclectic paradigm of
audioconferencing has been successful in the design and deivery of
meaningful learning experiences to Indigenous Audrdian students
sudying through the off-campus RATEP mode. The paradigm has
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dlowed seemingly disparate culturd and pedagogicd eements to be
brought together coherently and cogently through audioconferencing.

While the lecturers did not dways find it easy to move outsde their
traditional pedagogicd parameters in developing their subjects for optimal
learning, an underganding of, and commitment to, the multiple cultura
modd was evident. Taking account of the students culture in the design
and ddivery of audioconferencing flags to the students that ther
knowledge and ways of thinking and doing are legitimate and reevant in
contemporary tertiary education. Students appreciate that their current-
traditional pedagogies are being incorporated in the conduct of ther
audioconferences, and have demondtrated that these can then be used as
places from which to branch into mastering academic genres and vauing
and implementing other pedagogic and philosophical gpproaches to
learning and teaching.

Both lecturers and students were empowered as they shared the cross
cultural process of teaching and learning. Students now have high
expectations of lecturers and are voca critics of unsatisfactory
audioconferences. The challenge for lecturers in RATEP is to continue to
develop thar ills a desgning and implementing different types of
audioconferences for different learning purposes and not to see
deconstruction of the audioconference as controversid. The god is to
implement, during audioconferencing in any one subject and over the
duration of the semedter, examples of objectivist, congtructivist, and
critica theory pedagogica approaches as well as those that affirm
Indigenous, and promote Western academic, ways of learning and
teaching.
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