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Abstract: 
This multidisciplinary autoethnography involved three colleagues from different 

departments in the same online institution. Drawing from parenting behavior, we 
reflectively explored the research question about how we demonstrated demandingness 
and responsiveness with our students and how we have changed in this over time. Few 
studies have looked at teaching styles in this way. Our methodology involved sharing 
personal journals with each other to develop deeper understandings about the 
phenomenon. Our assessments were a reflection of our personalities, teaching 
styles/approaches and based on a personal assessment of parenting style as a 
depiction of teaching style. Our teaching styles reflected our personality and leadership 
styles to a large extent but were they what we thought they would be or were they what 
we wanted them to be? All three of us are very engaged with our students. Our 
collaborative autoethnographic study has given us pause to reflect on how we teach. It 
has heightened our awareness about how demanding and responsive we are with our 
students. Our hope is that this article will help extend the dialogue on perceptions of 
demandingness and responsiveness in online teaching and that our stories resonate 
with readers.  
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Introduction 
This multidisciplinary autoethnography stems from a years-long relationship among 

three colleagues from different departments in the same online institution. Although the 
three of us have worked for nearly 15 years as colleagues, our first academic 
collaboration was not until 2011, when we published an article on using debates as a 
learning tool (Park, Kier, & Jugdev, 2011). This initiative was the result of a senior 
academic colleague encouraging us to connect based on common interest and use of 
debates in our paced and unpaced undergraduate and graduate courses. We followed 
this collaboration with a 2013 reflective analysis of the process our collaboration 
involved wherein we discussed “breaking the rules” (Kier, Park, & Jugdev, 2013).  

Who are we? We are three female academics, who teach in three different faculties 
at an open (online) university. Caroline is a Full Professor in nursing, where graduate 
courses are paced (14-weeks long). Kam is a Full Professor in business where paced 
eight-week graduate level courses are offered. And Cheryl is an Associate Professor in 
psychology, where the undergraduate students register for six months and work at their 
own pace during this period. We all work at our home offices that are set up with a 
computer and phone line. With most of the students coming from the Canadian 
provinces of Alberta and Ontario, the average undergraduate student is 31 and 
graduate student is 39 years old. The majority of our students are adults working 
outside the home as well as attending courses.  

In 2017, we embarked on an autoethnographic collaboration to conduct narrated 
reflections of our teaching styles using the lens of parenting styles. This paper is a result 
of that collaboration. First, we describe the history and process involved. Then we 
review some of the relevant literature. This is followed by our methodology, our 
individual narratives, and then our discussion and conclusions. Our discussion and 
analyses are necessarily limited to our own experiences as women living in the North 
American culture. Neither cultural approaches to teaching nor learning nor gendered 
aspects of parenting were within the scope of this manuscript.  

The genesis of this endeavor stemmed from the idea that the metaphor of parenting 
styles may describe our leadership styles in teaching online. Over a one-year period, we 
held half a dozen phone meetings, each lasting between 1 to 2 hours in length. 
Between these meetings, we read and shared literature on the topic with each other, 
exchanged emails about our ideas, and after every meeting, journaled specific topics 
stemming from our meetings. Prior to each subsequent meeting, we exchanged our 
narratives so that we could discuss them at the next meeting. At the end of each 
meeting, we agreed to what we would journal about for our next meeting. We 
condensed and synthesized our journal entries for this article. In doing so, we found that 
the resulting narratives reflect our distinct personalities in terms of how they are written 
and structured. For example, there is variation in terms of the number of headings and 
length of the narratives each of us used, yet each of us covered the main concepts of 
our meetings. We present our perceptions in the hope that we may model such 
reflections for others. 

Cheryl, a developmental psychologist, introduced us to the concept of 
demandingness and responsiveness as developed by Baumrind (1991). Since the 
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1960s and 1970s, Diane Baumrind’s parenting theory has been renowned for its 
description of parenting styles based on a combination of responsiveness (warmth, 
explanations for consequences, and child-centeredness) and demandingness (setting 
maturity demands, monitoring the child, and following through with consequences). 
Parents who were high on both responsiveness and demandingness were deemed to 
be authoritative. They were child-centered, had high expectations for their children that 
were not unreasonable, and were willing to negotiate rules if they felt it was justified to 
do so. These parents had children and adolescents who developed a number of positive 
characteristics because they internalized the parents’ values.  

Parents who were low on responsiveness but high on demandingness were said to 
use the “authoritarian” parenting style. These parents were unyielding in having children 
follow their rules and were not willing to be flexible (Buri, 1991). The authoritarian style 
is high on demandingness but relies on harsh discipline rather than explanation (which 
the authoritative parent would use) and shows little affection toward the child. This 
parenting style is very parent-centered, in that the parents consider their own needs 
over considering their children’s needs. Because the focus is on obedience rather than 
reasoning, these children do not internalize parents’ values and are more likely to act 
out.  

In contrast to this, permissive parents erect few boundaries for their child’s behavior. 
They do not punish very often, so the children can pretty much do whatever they wish 
(Buri, 1991). These parents tend to treat their children more like friends (Patock-
Peckham & Morgan-Lopez, 2006). The children do not develop good social skills, act 
immaturely, and have externalizing problems (Tavassolie, Dudding, Madigan, 
Thorvardarson, & Winsler, 2016).  

Baumrind (2005) later modified her parenting styles by adding categories of 
moderately responsive and moderately demanding. Based on her modification, we 
portray her new set of parenting styles as follows: 
Table 1 Parental Behaviors of Responsiveness and Demandingness  

 High 
Responsiveness 
• Child-centered 

Moderate 
Responsiveness 

Low 
Responsiveness 
• Rejecting 
• Parent-centered 

High 
Demandingness 

Authoritative Nonauthoritarian-
Directive (not very 
intrusive) 

Authoritarian-
Directive (intrusive) 

Moderate 
Demanding 

Democratic Good-enough parents  

Low 
Demandingness 

Permissive  Neglectful 
Rejecting 

We then reflected on an article by Walker (2009), who related Baumrind’s parenting 
styles to teaching styles. Caroline’s comment that “teachers often teach the way they 
learned” led us to thinking about “teachers often teach the way they are”. This led to 
discussions about our personalities, values and ethics. In this paper, we draw upon 
Baumrind’s parenting framework as a metaphorical lens for viewing adult students. 
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Prior to developing an emergent research question with respect to how demanding 
and responsive we are in online teaching, in the course of our meetings, our 
conversations and narratives converged on the topics of our leadership styles and 
personalities, how our teaching has changed over time, how and why we teach, 
teaching in paced and unpaced environments, teaching undergraduate and graduate 
students, and some comparisons about teaching online and face-to-face. We also spent 
considerable time discussing Baumrind’s parenting styles and shared examples of 
demandingness and responsiveness. This led to discussions about demandingness 
with our students, demandingness of ourselves (time, space, travel) and 
responsiveness to our students and responsiveness (or not) to ourselves. These 
discussions helped us develop our research question inductively. In turn, our research 
question enabled us to frame each of our narrative reflections which follow the 
methodology.  

Methodology  
As a form of qualitative research, autoethnography involves self-reflections about 

experiences. The writings of Adams, Holman Jones, and Ellis (2015) introduce four 
main reasons to choose autoethnography as a research methodology. They are: (a) to 
encourage and contribute to academic discussion about relevant topics/cultural 
phenomenon; (b) to personally gain deeper understanding about such phenomenon; (c) 
to demonstrate to others, how we “make-sense” of phenomena and; (d) as 
insider/experts, “to call attention to the complexities of commonly held, taken for granted 
assumptions about these cultural phenomena” (p. 31). In this fashion, we use “our lives 
as research” (p. 5). Educators are members of a culture, with stories to tell. These 
stories explore “the interplay of introspectives, personally engaged selves and cultural 
beliefs, practices, systems and experiences” (p. 17). Thus, we use sense-making to 
show how or why specific experiences are important, challenging or transformative to us 
and perhaps others. 

Although our initial discussions were about parenting and leadership styles in 
relation to teaching online, our focus narrowed to parenting styles. The research 
question that emerged inductively from our meetings and narratives was: Teaching 
online, how have we demonstrated demandingness and responsiveness with students 
and have we changed in this over time?  

Rogers, Bassett, Collins, and Snyder (2017) predicted that instructors who were high 
in demandingness would be more likely to have a tight structure, to follow rules, have 
high expectations, and expect students to comply. Those instructors who were high on 
responsiveness would expected to be responsive to students with more flexible 
structure and be more likely to tailor the curriculum to the students’ interests. Bernstein 
(2013b) provides an example about missed quizzes. He claims that an authoritarian 
instructor would not make allowances for missed quizzes, while an authoritative one 
might devise a policy in which students’ lowest quiz score will not be included. Bernstein 
(2013a) suggests that neglectful instructors are the most likely to give passive lectures 
in which students merely listen and take notes. He believes that indulgent instructors 
are concerned with supporting their students, give them plenty of chances, and avoid 
any situations that might involve conflict. However, few empirical studies have looked at 
teaching styles in this way. Walker (2009) identified three different types of parenting 
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styles among three elementary school teachers and found that students with the 
authoritative style teacher showed the most engagement and academic achievement. 
Barnas (2000) reported that over time she changed her approach to teaching university 
students from being permissive to authoritarian and finally to authoritative, a style in 
which she found students both attended class and participated willingly.  

Although Bassett, Snyder, Rogers, and Collins (2013) related Baumrind’s parenting 
styles (2005) to students’ perceptions of university instructors, they did not ask the 
instructors themselves to describe their own parenting or teaching styles. They called 
on future researchers to conduct this type of research. With the current study, we aim to 
fill this gap and add to the literature on online teaching effectiveness 

All of the information from our discussions and our written journals became the data 
for these narrated reflections. What is unique about our method is that there are three of 
us and we come from different academic disciplines. We have a much broader personal 
and academic field from which to draw the resources needed for the cultural analysis 
and interpretation of our presentation than is usually the case for autoethnography 
(Ellis, 2009). We each bring our own disciplinary cultural interpretations with us. 

We present our final abridged individual personal narratives, which are a 
combination of our episodic writings over the course of this project. We did thematic 
reviews of our writing over time and prepared a thematic outline for our final documents. 
The presentations will be followed by an analysis and interpretation section and finally a 
conclusion which will include our ideas for future research. 

Our Narrated Reflections 
Caroline 
I am a registered nurse, educator, and researcher. Over the years since obtaining 

my Bachelor of Nursing, I have worked in hospital units, in Canada, England and the 
United States, as well as public health, home care and teaching. I began teaching in a 
diploma nursing program and have since taught in bachelor and master’s programs 
both face to face and online. I have been in my current online position for 18 years, 
starting when the online graduate program in Health Studies began. 

My current teaching environment is a home office one province away from the 
headquarters of the university. In the early mornings I enjoy watching the long stream of 
cars heading to workplaces in the downtown. What a privilege to work at home. Three 
times a year I fly to Edmonton, Alberta for faculty meetings. I enjoy the opportunity to 
meet with my colleagues. 

Personality: I have always been a leader in the formal sense. As a 13-year-old I 
was chosen as one of six Girl Guides to represent Canada at a Jamboree Camp in 
Trinidad. In university I became the president of my sorority. As a beginner nurse I 
joined my professional association and worked my way up to Vice President. I was 
aggressive in my education at the same time, obtaining a master’s and PhD while 
working and raising a family. All this to say, I have always been an extrovert and over 
achiever. I am a happy, positive person, often teased with the nickname Polly Anna. 

Early in my master’s degree I learned the concept of “satisficing”. It describes my 
approach. I am never a perfectionist. I do not have time. But I seem to have a knack for 



Multidisciplinary Autoethnography  April, 2019 

6 Transformative Dialogues: Teaching & Learning Journal Volume 12 Issue 1 April 2019 

knowing what is important in each situation and focusing on one or two things. I do what 
needs to be done and make it look good enough. I am happy with that.  

Online versus Face to Face Teaching: For 18 years I have taught paced online 
courses which means that all students started and ended on the same date and moved 
through the course simultaneously. Group discussions and group activities are easily 
organized. There are those who believe that online education does not support 
collaborative group dynamics or student teacher interaction but I disagree. From the 
beginning of my online teaching, I have compared the interaction between it and both 
large and small classes that I taught in 20 years of face-to-face teaching. In face-to-face 
courses, I felt that there were always some students who had to say everything that 
popped into their heads and always had their hands up and there were other students 
who even with encouragement were hesitant to speak. Part of managing those classes 
is holding down the eager beavers and propping up the quiet ones; but really, the class 
time was the only interaction time we had, other than providing feedback on 
assignments. In an online environment there is an anonymity of a sort, certainly prior to 
using video, and an expectation that every student will post responses to the group 
discussions. There is no hierarchy within these discussions. All posts are equal, and 
everyone has the opportunity to sit back and think their answers through before sharing, 
which is something you do not have in the face-to-face environment. Some students 
feel the necessity to post many times in a week while others post infrequently. Some 
students post very verbose answers that nobody wants to read through while others 
post very brief answers such as “I agree with so-and-so”. So, there is still the 
management aspect required of the teacher to help students make appropriate, 
conceptual, and meaningful posts. This brings me full circle to my master’s thesis. It 
was focused on clinical teaching in nursing, but all of the subjects utilized the same 
types of verbal behavior to different degrees, thus resulting in their own online 
behavioral profile. For example, some hardly spoke, and some questioned their 
students continually.  

Years ago, I wrote an article about students’ online course experiences related to 
sharing their written assignments with other students. Students said what I thought they 
would say – “it is a scary and yet a valuable experience”. I often have students post 
their ungraded assignments to a forum. Without this practice, students seldom if ever 
have the opportunity to see how other students approach an assignment. Sharing 
assignments gives students ideas and also helps the struggling students see where 
they are missing the boat so to speak. This was an innovative tactic but not a risky one.  

How we Teach/Learning Preferences: I think it is fascinating to look at my 
teaching practice over the past 18 years since I started at an online university from the 
perspective of a parenting theory. If we look at ourselves in the same way, what 
categories will we create? 

Over the years, the use of technology within online education has also motivated 
me. I suppose have always been someone who experiments with every aspect of my 
life. How do you know you are doing it the best way otherwise? In the online 
environment I change up aspects of presentation of my courses in an attempt to see if 
something works better than what I am currently doing. I try to recognize the particular 
expertise of students and encourage them to use that in the discussion and in their 
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work. I encourage real-life examples in their discussions. If the student demonstrates a 
keen interest and intellect I encourage them to move into the thesis program. I also 
recognize that even strong students can find themselves in circumstances that make it 
difficult for them to perform well. When students come to me with problems I work hard 
to help them stay in the course and do enough to get through the course and not feel 
badly about their inability to perform at their maximum potential. I make my deadlines 
flexible. In my experimenting with course production I have been keen to try whatever 
technological advances come along that might increase the relationship between myself 
and the students. I have used videos of myself for years. Only one of my courses lends 
itself to live video conferencing. It is a tough choice because one of the hallmarks of our 
program is that it is asynchronous. As soon as you try to put in a live session you 
require synchrony. I think the YouTube videos also demonstrate personal or referent 
power. I share some of myself and my life with the students. I make my videos very 
informal and unscripted. In a way, I make myself vulnerable. It is hard to do that with 
text comments.  

Demandingness and Responsiveness: Reflecting on my teaching I asked myself, 
what does demandingness mean? Is it about course rigor? Does it relate to the amount 
of work expected of students? Is it about course rules and regulations? Maybe it is 
about the course design? If the course design is critical or transformative, the outcomes 
or assignments would influence the demand. Are there unspoken expectations that add 
to the demand on students?  

In the same way I asked, what does responsiveness mean? Is it timely responses, 
complete responses, demandingness responses, compassionate responses, detailed 
responses, encouraging responses and/or critical response? This list does not even 
include nasty responses.  

I will try to describe examples of responsiveness and demandingness from my own 
practice in online education. When asked to teach my first course face to face and 
online at the same time I had an idea. I asked that my 3 hours once a week class be 
assigned to a computer lab. The course itself was asynchronous. There was no reason 
for a student to study that content at any specific time. On the first day of class all of the 
students who lived near the university came to the lab, received an orientation to the 
online course, and sat at a computer independently. The students understood quickly 
that there was no reason why we had to be in the lab at that time. By the third class I 
was alone in the lab. I still attended in person every week and one week one of the 
students came in just to have coffee with me. What does this example say about 
responsiveness and demandingness? I believe that this experience describes online 
education, the technological aspect, in its role of facilitating education, or augmenting 
the teacher’s role, anywhere and at any time. In online education demandingness of 
time and space and travel is removed. I do not know where, or how to describe the new-
found student freedom that online education offers them. Structuring the education in 
this way shifts the demands on a teacher and students regarding attendance to offer 
students considerable autonomy to do the work on their own. Perhaps this removes 
some of the demand, or what Baumrind might have called permissiveness. In essence, 
it gives the power to the student. 
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Determining the role of the instructor in online education is difficult. One of the first 
things we learned when we put our courses online was that the students were online all 
of the time. They were commenting in the course discussions all day, all night, and all 
weekend. They were filling our e-mail boxes. We were not demanding this. In fact, we 
were quite overwhelmed. What should our response be? Because we were a graduate 
level course, and each of the instructors had a PhD and teaching experience, my 
philosophy was that we each should each develop our own style of being an online 
educator. Some of us responded via private email to every student posting, at least for 
the first few weeks. Some faculty posted weekly summaries and then an introduction to 
the next week. Other faculty participated actively within the discussion during the week. 
There was always tension around weekends. Some faculty stayed strictly on a 9-5 
schedule, Monday through Friday. Others felt that because the students were most 
actively posting in the evenings and the weekends that they should also be there during 
those periods. These are different measures of responsiveness. Personally, I checked 
my courses seven days a week and responded to emails as they arrived. My 
participation in discussions was mainly behind the scenes. I emailed students, 
commented on their posts and sometimes made suggestions for them about follow up 
posts. In my online teaching life there are no standard days or hours. It just becomes 
part of your day. I expect that means I am highly responsive in this category. Perhaps 
my emailing puts more demand on the student as well. Over the years as the number of 
courses and sessional instructors has increased so have the rules. Now each instructor 
is required to post within the ongoing discussion a minimum of twice a week. I often feel 
that the instructor posts shut down the student discussions. 

Another ongoing faculty issue relating to responsiveness is how much information to 
provide students about the grading of their assignments. Some faculty like to keep the 
descriptions broad, in an attempt to encourage creativity. Others use a detailed rubric, 
indicating percentage of grades for particular aspects of an assignment. I think the 
rubrics can be considered an a priori response or a lack of demandingness. I lean 
heavily on the non-rubric side of this discussion for graduate students. I think you have 
to present a clear general expectation and let the students decide how they want to 
respond. Some may view this as a laissez-faire approach. 

When I started writing this piece, I thought I was a high demand and high response 
instructor. Then I decided to compare my teaching behavior to my observations of some 
of my colleagues. Some of my colleagues, continually add new expectations to 
predesigned courses that they are assigned to teach. They see something new or they 
have a new idea, and they immediately add it to their course, never thinking about the 
added expectations this creates for the student. I think this is an example of unintended 
creeping demands. I do direct students to resources that relate to work they are doing 
but I am very cautious about protecting the students’ time. Almost all of our students are 
mature adults with families and fulltime jobs. It is very easy for them to allow an 
assignment to overwhelm them. I see part of my role as helping students to focus on a 
manageable and meaningful piece of work. I myself can remember the pressures of 
family, work and study from my own graduate student days. I tell students that at this 
time an A in a course might not be a realistic expectation. Of course, we all want A’s but 
we have to satisfy the other demands on aspects of our life as well. This leads into a 
discussion about demands for deadlines. I will always give a student an extension if 
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they ask in a timely manner. To me, deadlines for assignments are arbitrary. I do not 
feel that a few extra days give any one student an advantage over others, at least not at 
the graduate level. I view this as another example of responsiveness. 

Another example of comparing myself to other faculty relates to work load 
expression. I have never quite understood how some faculty can take five days to mark 
the number of papers that I mark in one day. I hope that their extra work means extra 
responsiveness for the students on their assignment, but I am not sure. I like to read an 
entire assignment, provide my feedback about it and assign a grade. Unfortunately, this 
is no longer acceptable. We are expected to justify every grade deducted so that the 
student knows exactly why a specific grade was assigned. We have to do this in 
response to student demandingness.  

Some of my colleagues become very personally involved with some of their 
students. More than one, whom I know, have their students stay at their homes for 
periods of graduate supervision. To me this is over responsiveness. Where might 
Baumrind place this - the cloying parent? These faculty, of course are the ones who 
complain about work taking over their lives. Although I spend much more time with my 
thesis students, I still try to maintain a professional yet encouraging manner. I tend to 
assign time frames in my mind for all of my work. I believe in “Boyle’s Law of 
Education”. The work will expand to fill all available space. This helps me put 
parameters on both demandingness and responsiveness. The more you demand the 
more you will have to respond to as a teacher. If you put limits on your time you will find 
that the work gets done, particularly if you are a procrastinator. 

Has our teaching changed as we aged? I would say that some of my practices 
have changed but my basic philosophy relating to demandingness and responsiveness 
has stayed the same over time. I always try new ways of presenting material, and new 
ways of grouping students. These days, I think I am a little less intense in my outlook 
towards teaching. I care very much about my students but I feel that issues within my 
course sections are not as meaningful in the grand scheme of things in life. I expect that 
this is reflected in less demandingness of my students and myself as a teacher over 
time. 

Kam 
Given that our article is on parenting and teaching, I would like to start by noting that 

although my husband and I did not have children, I often think of my students as my 
adult children. 

Personality: I am an introvert and would describe myself as a perfectionist and 
overachiever. I like to do things methodically and thoroughly. I think of myself as having 
high empathy with a low need for power. I think of myself as a follower (or soldier, to 
use an expression that Cheryl used in one of our meetings) but not as a leader. I like 
the concepts of “leading from behind” and “quiet leadership”.  

Online Versus Face to Face Teaching: Online teaching is often described as 
flexible, anywhere, and anytime. I sincerely appreciate the benefits of working at an 
online university. As an introvert, teaching online allows me to do so with less anxiety. It 
gives me time to think and look things up before I respond to students. Living in Alberta, 
where the winters can be long, snowy and dreary, early in my career, in the dead of 
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winter, I was teaching an MBA course in project management as a sessional at a bricks 
and mortar university and simultaneously teaching an asynchronous online MBA course 
in project management and an unpaced undergraduate course in project management. I 
remember thinking about the many contrasts between the two teaching formats. I did 
not have to drive through heavy traffic and snow roads to teach online. I had the 
flexibility to teach online throughout the day (including evenings and weekends). I could 
reflect and gather my thoughts before posting a question or response to students. I 
could dress casually. The quality of my contributions as a teacher did not change with 
the two modes of teaching. This was also apparent in the course evaluations between 
the two delivery formats. 

These past 15 years, illnesses and surgeries have deepened my appreciation for the 
benefits of teaching online, working from a home office and having so much time to 
focus on my research program. No one has to know or see what I am going through. I 
can teach when I feel better. I can go to appointments without anyone at the office 
knowing. I feel that I can continue to contribute as an academic and keep my medical 
problems “out of sight”. I am truly grateful. 

Although most of our students are from Alberta, for some of our students, English is 
a second language. In a paced course, I find it helpful to be able to correspond with the 
students on a one-to-one basis supplemented with written suggestions and resources. It 
also helps me give them additional feedback and encouragement as the course 
progresses. 

Many of our students are juggling multiple demands between work, home and 
family. They also appreciate the benefits of online learning. I recall talking to one 
student who said that in the course of her MBA, she worked part-time and had three 
children. She said that she submitted one of her assignments just before she headed to 
the hospital to deliver her third baby. She expressed appreciation for the flexibility that 
online courses offered.  

Over the years, I have started to think more about the age difference between my 
students and myself. I find myself using the expression “our students are getting 
younger”.  

The oil and gas industry represents a large component of the economy in Alberta. A 
significant number of our students work in this sector. Some of our students are in Fort 
McMurray, in northern Alberta, Canada. Fort McMurray is one of the hubs of our oil 
pipelines, natural gas and oil sands production, as well as forestry. Furthermore, some 
employees work in remote camps. I recall one student indicating that with the number of 
days that he spent in camp versus in the city, he would much rather work on online 
courses than spend evenings at the bar or taking drugs. This gave me pause for 
thought in terms of how hard students work to advance their education and the added 
challenges some of our students face in doing so from remote locations.  

At times, I worry that I am not as up to date with technology like my students. Since 
collaborating on an article on digital intelligence through communities of learning, I have 
come to appreciate that digital learning is multifaceted and, beyond age, has to do with 
personality, access, opportunity, and familiarity and use (Correa, Hinsley, & De Zuniga, 
2010; Gallardo-Echenique, Marqués-Molías, Bullen, & Strijbos, 2015).  
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Teaching online, I have worked primarily with the following learning management 
systems: Moodle, Lotus Notes and to some extent, Blackboard. I would call myself an 
“information junkie” but I am not a “techie”. I consider myself a follower when it comes to 
new technology. I like being able to work with our course development team to trial 
innovations incrementally. In addition to them being wonderful colleagues, they are also 
more progressive when it comes to technology and online innovations than I am. 
Working with them, I am using IBM Connections to share files related to a course 
revision.  

How we Teach/Learning Preferences: I teach because I love to learn, and I like to 
help students learn. I view teaching as part of my job, but my personal priority is 
research.  

I think of myself as an imposter because I do not have a degree in education. I find 
myself trying to learn and do better as I teach because I perceive the lack of a degree in 
education as a limitation. Where possible, I turned to those with expertise for advice and 
guidance. For example, a number of years ago, I asked our Write Site coordinator for 
information and guidance on rubrics. I continue to appreciate that rubrics give students 
a better understanding of the assignment expectations and they helped me structure my 
feedback for students. 

I teach on my own (versus co-teach) and manage a number of academic coaches 
and markers. I teach unpaced undergraduate courses in project management and 
paced MBA courses (orientations, strategic management, and project management). I 
also supervise graduate students (capstone MBA applied project, DBA and PhD 
students). 

As the course manager for the first eight-week course in the MBA program, which is 
the strategic management course, I like to ease students into the program. Students to 
our program have been away from academia for a number of years. A review of student 
feedback regarding how they felt before they started the program indicated that they are 
afraid that they will not succeed. They lack confidence in their abilities and they think 
that everyone else is smarter than they are. It is one of the reasons we use a one-week 
online orientation to help students figure out the lay of the land. We cover such topics as 
academic versus business writing, referencing styles, library resources, and posting in 
Lotus Notes. I encourage the academic coaches to use a gentle hand holding approach 
in the course. In discussing how students are faring in the course, I find myself using a 
parenting type expression whereby I say that by the second half of the course, “they are 
like ducklings who have learned how to swim”. 

In teaching the unpaced undergraduate course in project management, when a 
student has submitted a request through the call center for assistance, I strive to phone 
the student at their convenience rather than address their questions by email. I try to be 
mindful of communication modes whereby it is more personal to talk by telephone then 
it is to exchange information by email. Sometimes though, it is frustrating, and I end up 
playing “phone tag”. For example, I was speechless last year when after playing phone 
tag with a student and then reaching her at a previously agreed to time, she indicated 
that she would call me back because she was at the mall and still had some shopping to 
finish. After helping her with her questions, I found myself shaking my head thinking that 
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the experience had been like “trying to reach a teenager”. On the other hand, I recall 
talking to one student that I recently played phone tag with. Upon connecting with him, I 
understood that his one-and-a-half-year-old son had been ill and up all night with a bad 
cold. The student had missed work the following day to stay home and look after his 
son. Without his explanation, I would not have understood the parental worries and 
challenges he had been facing. Sometimes, teaching online involves a little too much 
distance and I miss out on appreciating what my students are actually going through.  

I try to put myself in my students’ shoes when I develop a course and when I teach. I 
try to make it a good learning experience for them. I also try to remember that students 
have different learning styles. It is one of the reasons I use some information on 
learning styles in my courses. It is also why I used debates in earlier versions of my 
project management course. It is why I like to work collaboratively with course editors. 
They bring a unique and powerful skill set to the table. I remember reading years ago 
that when students are entertained, they learn better. Where possible, I try to inject 
some humor into my courses. For example, I use a YouTube video on project 
management with monkeys. I do this to also entertain myself – after all, laughter is good 
medicine. 

In selecting a textbook for my course, I look for textbooks that are best sellers and 
include good examples and mini cases. When I use cases from Harvard for example, I 
try to use popular cases with teaching notes. In part, I try to make work easier for my 
academic team as well.  

The phrase “I hate marking” applies to me. I do it because I have to but I dread 
marking. In my undergraduate 200 level project management course, students receive 
credit for exams and assignments. I thought long and hard about the balance between 
using true false/multiple choice questions in this course for the exams and assignments 
whereby they could demonstrate their ability to apply project management concepts to 
practice. I kept in mind that some students prefer to memorize content in terms of how 
they learn. The assignments in the course involve students answering questions related 
to a dream vacation project. Students are given a limited budget ($3000), they must 
leave Canada for their trip, and the trip cannot exceed five days. They are asked to 
develop a scope statement, deliverables, milestones, and discuss the risk management 
process for the trip. In an assignment like this, it gives them latitude to be creative as 
they answer the questions yet simultaneously experience the constraints of project 
management. 

Demandingness and Responsiveness: I put many demands on myself and I set 
high expectations. I often work to the point of exhaustion. Then I shake my head and 
ask myself “is it any wonder that I am so interested in the topics of burnout in project 
managers and academics?” Given some health setbacks, I worry that if I have another 
setback, I will be further behind in my work. This makes me work harder to try to get 
ahead of my work load-just in case something happens.  

The concept of the spillover effect comes to mind because the demands I place on 
myself and the expectations I have of myself are ones I sometimes project onto my 
students. For example, in teaching the MBA courses, I find that I post extensively. I 
have to consciously pull back and reduce what I post. In the past, I have also found 



Multidisciplinary Autoethnography  April, 2019 

13 Transformative Dialogues: Teaching & Learning Journal Volume 12 Issue 1 April 2019 

myself feeling disappointed in some students who did not apply themselves fully in 
courses. I had to remind myself that students have multiple commitments and make 
choices about how much time and effort they can afford to place on a course. Just as 
students satisfice their time and work commitments to my courses, I know that I need to 
get better at satisficing my time and work commitments both on myself and my 
students. 

I think I am highly responsive when it comes to my students. Students say that they 
are impressed with how quickly I get back to them and they appreciate the thorough 
feedback.  

I know that I need to be more responsive to myself. However, this is easier said than 
done. This past year, I found that being on sabbatical helped me pull back on my work 
and be more aware of my personal needs so that I could be more responsive to myself. 
It still took close to the end of the sabbatical year for me to practice this a little more 
often. The awareness and subsequent changes to some of my activities was prompted 
by a work life handbook that Cheryl, our co-author brought to my attention 
“Overwhelmed in the Faculty Lounge” (Preville, 2017). The handbook discussed how 
technology, heightened expectations and shifting demographics place more pressure on 
academics. I related to the point that faculty view their work as a calling. In doing so, 
they take their work and related roles seriously. The article also pointed out what we 
already knew about teaching online – it is both easier and harder to do so because in 
many ways, we do not get away from our work. Rather than using the term work life 
balance, the article suggested that the phrase career life integration was more 
appropriate.  

Has Our Teaching Changed as We Aged? As I think about how my teaching has 
changed over the years, I would say that in some ways, I have found efficiencies to help 
with time spent posting and responding to students. Technologically, I found that using 
dictation software has definitely helped optimize my time.  

There are times when I find myself feeling impatient with questions from students 
including for example requests for extensions. I try to use this as an indicator of my 
stress level in terms of whether I need to take a break before I reply to the student, 
asking myself if I am overworked and/or working when I am not feeling at my best, as 
this may be getting in the way of providing a fair and balanced response. 

One of my research projects has been on burnout in project managers. At the same 
time, I am very interested in looking at the literature on burnout in academics, especially 
academics who teach online. Although I indicated earlier that I place multiple demands 
on myself, this is one demand on myself that I feel will help me in the long run and 
hopefully others. I will be adding this to my research program so that I can develop a 
better understanding of the literature as well as coping mechanisms from the literature. 

As I reflect on the above and think about what I have learned, it confirms that I am a 
lifelong learner. However, learning how to be more responsive to myself will be a “work 
in progress” for me. And I will continue to put demands on myself as per the example of 
a manuscript on burnout in academics. 
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Cheryl 
I am an Associate Professor in psychology. I was hired to my current university in 

1999 as a tutor. In that position I tutored two courses related to child development and 
had a full load of students (at the time this was three “blocks” of students, approximately 
96 individuals). I was also working as a sessional instructor at a face-to-face institution 
at the same time as tutoring. Some semesters were very hectic because I was often 
given extra students as a tutor while I had to prepare to teach new courses at the face-
to-face institution. I worked at these two part-time jobs until 2006, when I was hired as a 
full-time faculty member at AU. I stopped my work at the other institution at this time.  

Currently I coordinate four undergraduate, un-paced courses and am a tutor for one 
of them (working with approximately 32 students). In these courses, undergraduate 
students register for six months and work at their own pace. I supervise ten tutors, four 
of whom tutor two of my courses. I am also in the midst of hiring two new tutors. 

Personality: Over the years, I became more comfortable and outgoing in front of a 
classroom and grew to enjoy teaching this way. Teaching at a distance suits my 
personality better, however, as I prefer the calmer feelings of not being in front of an 
audience, not having regular deadlines (of being ready for class at set times) and 
feeling more independent. I can also avoid the politics more easily.  

After several reflections and discussions with my two co-authors, I still have trouble 
thinking about my leadership style, possibly because I do not think of myself as a 
leader. In our discussions, we assumed that teaching involves leadership, and while 
that may be true, I do not know enough about it to comment very much. I continue to 
think that I make a better soldier than a leader, and I prefer that. I like to be given a task 
(or to choose my own task) and to set out and do it. I do not think I wish to assign tasks 
to others (assuming that is a major role of a leader). I am not sure that everyone should 
strive to be a leader instead of a soldier. Does this mean that I do not have enough 
ambition? I will let that thought rest for now.  

I wonder if I exhibit different amounts/aspects of leadership depending on the 
situation. Perhaps I am adaptable? (I hope it does not mean that I lack character.) 
When I was Chair of the psychology unit I was told that I had a consensus style. I have 
little knowledge of types of leadership styles, but I appreciate that comment. Building 
consensus is a good skill to have, in my opinion. Also, I found it easier to speak out on 
behalf of my colleagues, much more so than when I am in a situation in which I am 
opining solely on my own behalf.  

Online Versus Face to Face Teaching: I greatly value having control over my time, 
resources, and the ability to become involved in enjoyable aspects of teaching that I 
was unable to do as a part-time instructor in a face-to-face facility. I also appreciate 
knowing that when I get to the office in the morning that the computer will be available 
and that my office will be quiet. Among the other advantages of working at home, these 
are ones I cherish.  

When I first started teaching, not quite having finished my PhD work, it took me an 
hour and 45 minutes to get to the university. That was the case whether I drove (which I 
almost never did) or if I took public transportation. It was a big journey to get to work; 
first I would brush off the car to drive to the train station. I would usually get a seat on 
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the train, although sometimes it was in the cold area sort of between cars. From the 
train I took a packed little shuttle train to the Underground station. From there I took the 
Underground several stops. When I got off that it was a 15-minute walk or another train 
to get to my final destination. Then I would do everything in reverse to get home. After 
three and a half years doing that, I greatly appreciate having a home office! 

I try not to let external politics, economics, social, legal, or technological aspects of 
my job affect me very much. I stay focused on my work, try to avoid conflict or attention, 
and rarely concern myself with issues other than those directly related to my immediate 
job. This may be my way of protecting myself from external demands. It also may 
explain why I do not aspire to be a leader; I would rather just be left alone to work on my 
individual teaching, research, and service tasks without being interrupted.  

How We Teach/Learning Preferences: Our reflections remind me of when I was 
supervising a PhD student. I remember trying to treat my student in the way I wish my 
supervisor had treated me (I do not remember the details). However, my student did not 
want or need to be treated that way. I think that sounds very much like what happens 
with parenting!  

Reviewing different types of teaching and learning preferences (Melrose, Park, & 
Perry, 2013), the transformational learning preference stood out for me. Apparently, this 
sort of learning challenges students’ deeply held beliefs and assumptions and this is 
what I try to do in the course that I created (Psychology of Families and Parenting).  

I work on teaching the learners how to think. I do not mean that I teach students 
what to think, but I like them to learn to think critically. I work on trying to set up the 
circumstances so that they learn to do that. I try to model this in the units of my (one 
particular) course and try to build it into the assignments of my courses.  

Demandingness and Responsiveness: I did not do much reflection on 
demandingness on myself. I have had several instances in which I was tremendously 
overworked in the past, so this is not something I have dealt with recently. (That does 
not mean I do not work hard; it just means that I am careful not to overdo it.) 

I believe I have become less demanding. I say this because I have reduced my 
expectations for what students can do. I think I came to this conclusion (that my 
expectations decreased) due to the plagiarism I encountered (which I believe is mostly 
accidental), and maybe since I started teaching online. I also believe that students do 
not always understand the peer-reviewed articles they are reading and summarizing, so 
I have modified what I ask students to do. Because some of my expectations have 
lessened, I believe my demandingness has decreased as well. Caroline asked me if it 
was my courses that have decreased in demandingness or if it was me who had 
decreased this. My answer to that, presently, is that I think both are the case. I 
attempted to make courses less demanding by breaking assignments down into parts, 
and became less demanding personally by lowering expectations.  

Having said that, I would not consider myself too easily influenced by others. I try to 
be fair and consistent when I give students extra time to hand in work or other favors. I 
consider what is fair to other students. I do understand that difficult situations arise for 
students, so I feel I am responsive when students make requests, but I am not too 
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permissive either. I wonder if this behavior fits into Baumrind’s “good enough” parenting 
category. 

I am fairly responsive to students. Like Kam, I get comments on my speed at 
responding to them. I try to be a bit proactive by contacting them at the ends of the 
months to remind them to renew their contracts if they will end soon. When I can I also 
send an email if I have not heard from them in a while. Unlike Kam, I do not like phoning 
them. I dislike having to leave messages when students do not answer the phone and I 
do not like the unpredictability of when the phone might ring when they call back. 
Furthermore, the ringing phone makes me jump when I am concentrating hard. I would 
rather finish what I am doing and contact the student when I am ready. I do not like 
being interrupted, and phone calls do that. I do work very intensely, possibly with “flow”, 
as described by Csikszentmihalyi (1997). Flow is described as having elements of 
absorption (activity immersion), enjoyment, and intrinsic motivation (Bakker, 2005). 

Has Our Teaching Changed as We Aged? I believe I have become more 
permissive (i.e., less demanding) as time has passed. Perhaps I have a more realistic 
idea as to what students can do at this level of their education and have changed my 
expectations accordingly. It is also possible that with life experience I have developed 
more empathy for the hardships many students experience in order to complete their 
courses.  

I think I may have also increased my responsiveness to students. I do not always 
know the educational backgrounds of my students. Perhaps because the courses I 
coordinate may sound like “common sense” (everyone has been a child or adolescent; 
everyone has lived or is living in a family), I seem to have a number of students for 
whom this is their first university course. When marking, I sometimes wonder whether I 
have made too many comments and whether this will discourage students from taking 
more courses. I am concerned students will look at all the red marks and decide they 
are not suitable candidates for university.  

It is only recently that I thought about the fact that many students need to learn more 
than one style of writing (not just APA style), and I realized how confusing that could be. 
For this reason, I am trying to ease up on the marks I deduct for improper style, 
indicating my increased responsiveness to students.  

Discussion 
Personality 
In the context of our research question, we reflected on the similarities and 

differences of our individual writings and interpretations. One interesting observation is 
that although the three of us are different in many aspects, disciplines and personality 
types being the most obvious, we all love online teaching. We are all experienced in 
online teaching, at a totally online institution, and we all have previous experience in 
“bricks and mortar” institutions, but we prefer our online work. While there are survival 
guides (Boettcher & Conrad, 2016), and tips and strategies for successful online 
teaching within the academic literature, and while we know that faculty and student 
satisfaction impact each other (Bolliger, Inan, & Wasilik, 2014), there is little research on 
faculty satisfaction for those who teach in distance education (McLawhon & Cutright, 
2012). The closest we have found is Bassett et al. (2013). Bassett et al. enlisting 
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students to rate faculty on parenting traits. Although part of the enjoyment of online 
teaching relates to structure, working at home, working while dealing with illnesses, and 
controlling our own time, it also involves serious beliefs that this mode of instruction is 
better for many students. Of course, it is better if our course meets an educational 
requirement that the student had trouble finding somewhere else and it is better if it has 
such time flexibility that it allows the student to continue in their full-time employment. 
But online learning also allows students the opportunity to engage in education in a 
semi anonymous way; a way that allows them to form their thoughts and participate on 
their own terms.  

Although our personalities and leadership styles vary, we all have a need for control 
in our lives, that working at home in semi-isolation and solitude allows. We are also all 
interested in research generally, having our individual research and educational 
research programs.  

Our respective narrated reflections reflect our personalities and writing styles, 
ranging from formal to less formal. As a less structured and “freer spirit”, Caroline 
initially used very few headings, yet her story reflects the contents of our conversations 
and analysis. In contrast, Kam who describes herself as very structured, used a lot 
more headings to help guide her thinking and writing. In describing her approach, 
Cheryl indicated that “like a good soldier”, she followed a number of the headings that 
Kam suggested. Although Kam raised the concern that her story was a lot longer than 
Caroline’s or Cheryl’s, we agreed that the journals did not have to be the same or 
“cookie-cutter” in approach but that they needed to stand as distinct representations of 
our personalities. Furthermore, Caroline reminded us that her first journal for this 
manuscript was 15 pages long! 

Responsiveness and Demandingness 
The main variables are demandingness and responsiveness. Baumrind rated 

parents on the convergence of both of these and defined three main and several sub-
categories of parenting. The main categories are authoritative, authoritarian and 
permissive. Bassett et al. (2013) decided that students liked the authoritative style the 
best, which Baumrind also thought was the most successful parenting category.  

Where do we fit individually? Caroline, while the most outgoing, thinks she is the 
most laid back in her teaching, as she is in life generally. She is always trying new ideas 
in her courses, to make them more engaging or more efficient. Her demandingness is 
probably moderate, although she feels that her responsiveness encourages her 
students do their best critical thinking. Her responsiveness is pretty high. 

Kam calls herself an introvert. She is very demanding of herself and is high on 
demand of her students. At the same time, she judges her responsiveness to herself as 
low, but getting higher over time and her responsiveness to her students as high.  

Cheryl is probably the most introverted of the three. She is conscious of this and 
looks for opportunities to put herself forward in her own quiet way. She is unsure about 
how to rate herself on demandingness or responsiveness but feels that both have 
moderated (become lower) over time. 



Multidisciplinary Autoethnography  April, 2019 

18 Transformative Dialogues: Teaching & Learning Journal Volume 12 Issue 1 April 2019 

As part of our analysis, and based on the above, Caroline categorized each of us 
accordingly. Table 2 depicts our individual teaching style as seen through Baumrind’s 
(1991) parenting behaviors of responsiveness and demandingness. 

 
Table 2 Parental Behaviors of Responsiveness and Demandingness as a Metaphorical 
Lens Applied to Three Online Teaching Faculty and their Interactions with Students 

 High 
Responsiveness 
• Child-centered 

Moderate 
Responsive 

Low 
Responsiveness 
• Rejecting 
• Parent-centered 

High 
Demandingness 

Authoritative 
Kam 

Nonauthoritarian-
Directive (not very 
intrusive) 

Authoritarian-
Directive (intrusive) 

Moderate 
Demanding 

Democratic 
Cheryl? 

Good-enough 
parents 
Caroline 

 

Low 
Demandingness 

Permissive  Neglectful 
Rejecting 

Our subsequent discussions of the above categorization indicated that we were in 
full agreement with Caroline’s categorizations for us. We discussed how one’s 
classification in the above table was subjective and not static. One’s categorization 
could change over time. In essence, we viewed the respective categorizations as 
dynamic. For example, Kam indicated that although she is in the high 
responsiveness/high demandingness category, she continues to think of herself as a 
“work in progress” as she tries to reduce her stress levels and aspires to move towards 
the moderate demanding category. To offer another example, notice that Cheryl’s name 
has a question mark after it. We discussed this and decided to leave this here to 
indicate that Cheryl was still a bit uncertain as to where she would classify herself. 

We also discussed how labels can connote positive and negative images. In the 
table above, one of the labels refers to “good enough parents” and another refers to 
being “neglectful or rejecting”. This is not to say that a good enough parent is a “bad” 
parent. As Caroline indicated, for years, she referred to herself as a “good enough” 
parent as she balanced multiple and competing priorities and followed the philosophy 
that it was important to satisfice rather than be perfect. We proposed that there was no 
one “best box” or ideal category to be in or strive for. We also wondered whether it was 
ever appropriate to be neglectful and rejecting. 

Kam noted that upon rereading Cheryl’s and Caroline’s narrated reflections, she was 
able to identify some best practices for teaching to apply in her courses. This led us to 
have a conversation about the importance and value of self-reflection which can lead to 
personal insights and improvements but also contribute to helping each other by sharing 
our experiences. The nascent evidence suggests that students prefer instructors who 
are high on demandingness and responsiveness; those who might be considered 
authoritative using Baumrind’s categories (Bassett & Snyder, 2013). These students 
have higher expectations for their own achievement, achieve higher grades, and are 
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more interested in their studies (2013). Therefore it may be useful for educators to 
reflect on their use of these dimensions, as they seem to affect student attitudes and 
behavior.  

To summarize, we used Baumrind’s (2005) parenting styles as a way of interpreting 
how we as teachers relate to our students. Our categorizations were a reflection of our 
personalities, teaching styles/approaches and based on a personal assessment of 
parenting style as a depiction of teaching style. In doing so, the above is a 
representation of how we see ourselves and each other. 

Conclusions 
Using autoethnography, the aim of this article was to report on how we journaled our 

reflections, shared them with each other and interpreted how we demonstrate 
demandingness and responsiveness in teaching online university courses. In doing so, 
using Baumrind’s (2005) parenting lens, we were interested in understanding ourselves 
and our teaching styles. Table 2 depicts one of our contributions to autoethnographic 
teaching/narratives in that we were able to relate our teaching styles to Baumrind’s 
categories of responsiveness and demandingness. We found this approach to be an 
“eye-opener”. Certainly, our teaching styles reflected our personality and leadership 
styles to a large extent but were they what we thought they would be or were they what 
we wanted them to be? Not one of us is permissive or neglectful/rejecting. All three of 
us are very engaged with our students.  

Whereas the focus of this manuscript was on perceptions of our demandingness and 
responsiveness in online teaching in relation to our students, we raise a number of 
questions that are avenues for future research. If there is a discrepancy between an 
academic’s demandingness and responsiveness to students compared to 
demandingness and responsiveness to him or herself, what impacts might these 
misalignments have? Another avenue of research involves examining 
academic/parenting styles in relation to undergraduate students as compared to 
graduate students and doctoral students. Faculty perceptions of their teaching could be 
compared to student evaluations. Other researchers could adopt Baumrind’s (2005) 
framework and qualitatively assess faculty members co-teaching a course or several 
faculty members teaching different sections of the same course. Another stream of 
research could examine whether some academic/parenting styles are better than others 
in relation to student satisfaction, course marks, or student perception of social 
presence, for example. If we were to adopt a student perspective, the scale would be 
vastly different – perhaps highly to minimally self-directed, where being self-directed is 
seen as positive at least some of the time. These potential avenues of research may 
help faculty assess and improve their own teaching.  

It is easy to go through our daily work as online educators and at times, not spend 
enough time thinking about how we are teaching. This collaborative autoethnographic 
study has given us pause to reflect on how we teach and whether we practice what we 
preach when it comes to effective teaching. In doing so, it has heightened our 
awareness about how demanding and responsive we are with our students. The 
collaboration also deepened our appreciation for how one another engages with our 
students. Our hope is that this article will help extend the dialogue on perceptions of 
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demandingness and responsiveness in online teaching and that our narrated reflections 
resonate with readers.  
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