


Being Seen: Impression Management and (In)visibility in the Online Classroom
Abstract
This chapter uses Goffman’s (1990 [1959]) concepts of impression management, front stage and back stage, to explore some of the challenges presented when teaching and learning online. In particular, the chapter considers the issues of performance, and the collapsing of front stage and back stage when working online and from home. Reflecting on my own experiences during the pandemic, and drawing on qualitative comments from undergraduate students gathered during the national lockdown, the chapter considers students' reluctance to turn their cameras on, and how staff looked to manage their impressions in the online space. The chapter concludes by considering the role audience perceptions play concerning visibility and an individual's willingness to be seen, and it questions whether students' unfamiliarity with each other an important element in their decision to keep their cameras off.  
Introduction 

[bookmark: Introduction ]In March 2019 the Covid-pandemic and UK national lockdown ushered in a ‘new normal’ in Higher Education, which saw the delivery of lectures, seminars and tutorials migrate to online platforms (Leung, et al. 2021). While those who had been working on distance learning courses were familiar with the digital classroom (Hathaway, 2014), for many others it was new terrain, and although online synchronous delivery was the closest approximation to face-to-face teaching and learning, it required staff and students to quickly adapt, adopting a new set of rules for social interaction (Petchame, et al. 2022). Raising and lowering your hand to speak, ensuring you were muted or unmuted at appropriate points in a session, and understanding the social etiquette around the chat function, were all important in this new learning environment, but particular consideration was given to whether students should be required to turn their webcams on, ensuring that they could be seen in the classroom (Moses, 2020; Meishar-Tal and Forkosh-Baruch, 2022; Riches, 2021; Sederevicˇiu¯ te˙-Paciauskiene et al., 2022).

As several research papers argue, ‘cameras on’ allows staff to read the room much more effectively, as visual clues provide useful indications of understanding and engagement (Castelli and Sarvary, 2022; Meishar -Tal and Forkosh-Baruch, 2022, Yarmand, et al. 2021). Being able to see each other in the online classroom also gives students a much better understanding of who is their cohort and thus helps to facilitate peer-to-peer relationships and fosters greater discussion and debate. Yet, across the education sector tutors found that there was a reticence amongst students to be seen on screen, with early research suggesting that students had strong concerns over the potential breach of privacy, in respect of their own lives and others in their household, and also had anxieties over their physical appearance (Beldener, 2020; Castelli and Sarvary, 2022; Meishar -Tal and Forkosh-Baruch, 2022; Kozar, 2015). 

Certainly, ‘cameras on’ had the potential to allow those in the classroom a view into students’ everyday lives which would normally be hidden, and thus by ‘being seen’ students ran the risk of disclosing elements of their private lives which could impact, and possibly discredit, their classroom persona. For lecturers, being on screen, coupled with working from home, posed similar challenges. Though some tutors were able to curate onscreen images in a way which reinforced their academic authority, showcasing their extensive book collections or practice spaces for example (Marsden, 2022; O’Loughlin, 2008), for others being on screen, and at home, created the possibility of revealing aspects of their private space usually hidden from work (Sumner, 2020; Kidd and Murray, 2022), which could damage their professional image or simply influence others’ view of them. 

In this chapter, I seek to unpack the experience of being seen when teaching and learning online and explore the blurring of boundaries between public and private space, which occurred in these online learning environments. Using Goffman (1990 [1959]), I consider how turning the camera on requires new forms of impression management, as typically back stage space becomes the ‘front region’, the place from which ‘the performance is given’ (1990 [1959]: 11). In doing so, I reflect on my own practice and teaching experiences, examining the ways I looked to stage my performance as well as exploring the ‘back stage difficulties’ I incurred when teaching online. I also draw on qualitative comments from my students gathered during the lockdown periods. Moreover, in evaluating the existing research which strongly emphasises student’s reluctance to be seen on screen, I consider the role of the audience, and how audience perception impacts students’ willingness to be seen. Drawing on Tseëlon (1995), who employs Goffman in her analysis of visibility, I consider how students’ willingness to be seen is also linked to their understanding of the audience, which feeds into feelings of insecurity and visibility. 

The chapter starts by looking at the existing literature pertaining to the use of cameras in online teaching, particularly in the context of Covid-19. This work typically considers the reasons that students give for not turning cameras on and outlines the benefits of being seen in the online classroom, both for the students and the staff. Drawing on the arguments concerning privacy and performance the chapter moves on to outline Goffman’s (1990 [1959]) dramaturgical model and how this work can help unpack the experiences of being on screen in online lectures, seminars and workshops. In particular, I consider the blurring of boundaries between front stage and back stage, highlighting the different ways in which staff and students look to ‘impression manage’ in this space and reflecting on the ‘back stage difficulties’ individuals can face in this environment. Here, I consider my own practice and the actions I took to try and maintain the impression I would ordinarily present if in the on-campus classroom. Finally, I consider arguments concerning students' perceptions of social audiences and the ways in which distinctions between front stage and back stage are shaped by one’s relationship with the audience and consequently, how secure one feels. Here, I consider students' willingness to turn cameras on when in much smaller, more familiar group settings, and suggest that perhaps one the way to encourage visibility, is to build rapport between students, enabling them to feel less psychologically visible when in the online classroom. 

Online Teaching and Learning: Covid & Cameras

On 23 March 2019, the UK entered its first nationwide lockdown as a response to the Covid-19 pandemic. In his national address, Prime Minster Boris Johnson ordered that the British Public should ‘Stay at home, protect the NHS, and saves lives’ outlining the restrictions which would be imposed on people gathering in public spaces, mixing with members outside of their household and going about their daily routines (PMO, 2019). As a response, UK universities required lecturers and students to work from home, resulting in the ‘rapid transition to online learning’ (Meishar -Tal and Forkosh-Baruch, 2022: 1). This shift was not only witnessed in the UK but across the globe (Aristovnik, et al. 2021). For many, including myself, this initially meant working asynchronously, recording audio onto lecture slides, and uploading this material onto virtual learning platforms, such as Blackboard and Canvas, for example. Very quickly, however, universities ushered in the use of software such as Zoom, MS Teams and Google Classroom to provide students with synchronous classes. These ‘real time’ lectures, seminars and workshops more closely replicated the on-campus experience. Enabling live interactions with the lecturer and with other students, they provided the opportunity for students to seek clarification, ask questions and discussed ideas for, as Yarmand, et al. (2021: 9) note, the key benefit of synchronous teaching is the ‘[e]nhanced interaction’ which is ‘shown to improve learner satisfaction, class retention, and learning gains.’ 

To create an environment which was as close to normal face-to-face classes as possible, students were also encouraged to have their webcams turned on, to enable the lecturer and other students to see who else was participating in the class. As the literature on online learning has highlights, ‘being seen’ allows the lecturer to better facilitate students’ learning, as they can read facial expressions to ‘convey messages of interest, understanding or misunderstanding, boredom or class involvement in non-verbal ways’ (Meishar -Tal and Forkosh-Baruch, 2022: 2). In my teaching, for example, I found that when students used their webcams it gave me a much better sense of who was in the room and who was paying attention. Moreover, as Kozar (2015) suggests, I could bring students into the discussion or take questions more easily, as the visual stream allowed me to read the faces of my students and pick up visual cues. I also felt that the students had better relationships with one another when they were able to see their peers in the classroom. In fact, a further benefit of synchronous teaching is its ability to combat students’ feelings of loneliness and isolation as students can see each other’s reactions (Hrastinski, 2008: 51; Castelli and Savary, 2020: 3567). Learning in a group setting provides students with ‘a sense of community in the classroom [and] yields personal and academic benefits, including increased classroom participation and learning’ (Yarmand, et al., 2021:2-3; Joksimović et al., 2015). Furthermore, as Castelli and Savary (2020) suggest, teaching is much improved too, for rather than lectures teaching ‘into the void’ (Yarmand, et al. 2021; O’Conaill, et al., 1993) which can be extremely disheartening (Leung, et al. 2021), ‘cameras on’ allow tutors to see students listening, nodding their heads, smiling, and so on, which provides immediate and reassuring feedback. As a result, having cameras on creates a much more positive teaching experience. It fosters a greater level of staff-student rapport and peer-to-peer support, which in turn helps to cultivate a feeling of class identity (Falloon, 2011), and arguably makes it feel like an ‘actual class’ (Rajab and Soheib, 2021).

‘Cameras Off’
In the speedy switch to online learning, however, many lectures found that their students refused to turn their cameras on during online classes, sparking academics to question why this was the case and what could be done to change it (Castelli and Savary, 2020; Schwenk and Pryor, 2021). Although across Higher Education there were worries that a lack of appropriate equipment and accessibility were resulting in students not engaging fully in synchronous classes, research tends to suggest that this accounts for just a small portion of cameras being off (Bedenlier, et al., 2021). Instead, a student's decision not to turn cameras on is much more likely to be driven by concerns over appearance and privacy (Rajab and Soheib, 2021; Bedenlier, et al., 2021; Schwnek and Pryor, 2021; Castelli and Savary, 2020), although can be the result of others' failing to do so, meaning that it becomes a collective response and classroom norm. Students worry, for instance, that information about them may be being collected (Rajab and Soheib, 2021), and they are also concerned that cameras provide a view into their private space. This is clearly illustrated by Petchamé et al.’s (2022) participants, who comment that ‘many students do not want to show their personal space’ and that ‘the camera shows your house to unknow people’ and therefore feels ‘invasive’. 

Added to this, any anxieties student may have over their appearance are exacerbated due to the close-up nature of the image on screen, or what has been termed the ‘zoom gaze’ (Caines, 2020). As Sumner (2022) notes, the use of video conferencing has led to a situation in which individuals are hyper-visible and yet estranged, as participants can see each other’s faces, and their own, in close proximity, and yet are not able to interact in ways individuals typically do when in person. Moreover, the intense focus on our image in these environments makes us ‘actively aware of the intricacies and idiosyncrasies of our self-presentation' (Sumner, 2022: 874). This has led some to suggest that ‘zoom dysmorphia’ is operating, as individuals struggled with their image in the ‘digital mirror’ (Shumer, 2022; Gasteratos, et al., 2021). Confronted by their imperfections, which they and others can also ‘zoom’ in on, some commentators argue that video conferencing can also result in ‘zoom face’ where individuals seek out cosmetic surgery (Padley and Di Pace, 2022) having been engaged in constant scrutiny and comparison of their face with the others that they see on screen. 

Furthermore, one of the peculiarities of being online is while ‘cameras on’ allows for the ‘zoom gaze’ as participants to constantly watch themselves, and watch others, individuals cannot judge the extent to which they are being watched (Bedenlier, et al. 2021). In a situation reminiscent of the panopticon (Foucault, 1977), ‘cameras on’ brings about a ‘concentrated self-awareness’ and self-surveillance as audiences are ‘forced to see [themselves] being seen’, which subsequently ‘encourages self-monitoring, self-critique and forms of self-correction, adjustment and performance’ (Sumner, 2022: 248). This surveillance of oneself and others is further intensified if other participants have their cameras off, as those in the meeting will not even know if their peers are present behind the screen watching them or not. As a result, some will choose to turn their cameras off, as this is the only definitive way of avoiding the gaze. 
Goffman: Performance, Region & Back Stage Difficulties 
In thinking about the performances which take place on screen in this new learning environment, and the unwillingness of some to turn their cameras on Goffman's (1990 [1956]) work is perhaps most relevant. Kozar (2015) for example, suggests that the reluctance to turn cameras on is linked to impression management, while authors such as Sumner (2022) have acknowledged the relevance of Goffman for exploring the emphasis placed on the face in social interactions in the digital space. Others have also considered Goffman’s work in relation to online personas in respect of dating, blogging, virtual worlds and gaming (Kallinowski and Matei, 2011; Bullingham and Vasconcelos, 2013; Shulman, 2016) arguing that his concepts provide a useful way for understanding how the self is constructed and performed online, although it is still also important to acknowledge the ways in which interactions in the digital world differ from the physical space. 

As Danah boyd argues, simply ‘translating physical expectations to the digital world is problematic...’ (2002: 32) as boundaries that exist in the physical space are more porous online. For example, it is easier to record performances, to replay them, and to locate performers’ histories and other information about them, when interacting in the digital space. Although actors may look to segregate their audiences, as Goffman (1990 [1959]: 57) suggests and make efforts to hide information which damages their reputation, the 'collapsible' nature of online contexts means it is much easier for discrediting information to come to light and to be shared between different publics. At the same time, however, the online space also offers opportunities to build and curate appearances in ways which are not possible in the physical space (Shulman, 2017) and to enhance or embellish aspects of one’s persona (Bullingham and Vasconcelos, 2013). Moreover, though actors may find contextual information which normally ‘provides performer with the visual cues with which to determine what is appropriate behaviour’ is obscured or missing (boyd 2002: 24), the ‘digital mirror’ does allow for a constant adjustment in presentation as performers watch their own acts. 

Reflecting on the commentaries concerning online learning and teaching, boyd’s arguments regarding the digital mirror and the obscured nature of contextual information certainly have relevance. As already discussed, online learning can create an environment in which audiences are confronted by their own image, and this is often coupled with a lack of opportunities for normal class interactions. Students are less able to have private conversations within online class space for example, although the chat box does facilitate some of this, and they are less able to interrupt one another or have spontaneous interactions in the way that they might do in class. While technologies have allowed for breakout rooms for example, the online interaction is not as dynamic as it might be in the physical space. Acknowledging how online contexts differ from Goffman’s examples, therefore, can be just as important in understanding the dynamics of online interaction as applying his theory. Nevertheless, as others have suggested (Corrigan and Beaubien, 2013; Hogan, 2010), aspects of Goffman’s work offer a useful starting point for unpacking the presentation of self online, and in particular, his arguments concerning front, region and region behaviour (1990 [1959]) resonate with my experiences and my student’s comments about learning and teaching online during the pandemic.

Performance, Region & Back stage Difficulties 
In his seminal work, ‘The Presentation of Self in Everyday Life’ (1990 [1959]), Goffman argues that individuals operate as social actors, who put on a show for the benefit of others. The performance, Goffman explains, 'refers to all the activity of an individual which occurs during a period marked by his continuous presence before a particular set of observers' (1990 [1959]: 32). As such, it is a performance subject to ‘continual observation and self-monitoring’ (Hogan, 2010: 378), which seeks to give the audience an idealised impression that exemplifies the social and cultural values of that society. Indeed, in a bid to ‘give expression to ideal standards’ Goffman argues that an actor will ‘forgo or conceal action’ (1990 [1959]: 50) which may be considered to undermine the impression being given and thus, while ‘some aspects of the activity are expressively accentuated … other aspects which might discredit the fostered impression are suppressed’ (1990 [1959]: 114). 

The performance is said to be supported by the ‘social front’, which includes all the elements which could be considered scenery, stage, and props in a theatrical performance. Goffman defines it as the setting, the furniture, the décor, and the layout of the room. Added to this the actor himself presents a ‘personal front’, which are those elements associated with the performer’s appearance and manner, such as clothing, age, gender, and race (1990 [1959]:32-34). Together the social and personal front work to provide a coherent impression to the audience about the performers’ social identity or role, and the act which will take place in the ‘front region’ or what has more informally been described as the ‘front stage’, ‘the place where the performance is given’ (1990 [1959]: 110). 

In contrast to the front region, is the ‘back region or back stage’ (1990 [1959]: 114). This is where the preparation for a performance takes place. It is the space where impression management is fostered and the performance ‘painstakingly fabricated’ (114).  It is also the space in which props and items which make the personal front are stored, and it is a space in which there is a ‘collapsing of repertories’ as actors take off their characters (114). As such, it can often be a space in which ‘performers behave out of character’ or in contradictory ways, as they relax and drop their front, away from the pressure of the audience. Indeed, Goffman suggests that the back stage is crucial to giving an idealised performance, not only because it offers space in which the impression can be constructed but because it operates as a safe space in which performers are shielded or buffered from the demands of work and social audiences where they can ‘hide the jig that enabled him to turn out a days work’ (116). 

For this back stage space to work effectively, however, Goffman suggests that it needs to be a secure environment. Workers need to have sufficient control over who can access it, and the back region also needs to be distanced from the audience so that performers and their preparation are not on show. Where there is insufficient control or distance, actors can find themselves in ‘back stage difficulties’, i.e., situations in which public impressions and performances are compromised. Here Goffman provides a range of examples, including a hotel kitchen and noisy neighbours. Perhaps his most germane example when thinking about teaching and learning online, however, is that of the television or radio broadcaster. In this scenario, Goffman explains how the presenter, believing they are off air can drop their act, and joke with team-mates. However, as the recording is still running and thus the audience is still present, the journalist discredits their professional image with disastrous consequences. Unfortunately for the broadcaster, the potential for such mistakes is high, demonstrated by the various high-profile cases found across British media (see for example Gordon Brown's 'bigoted women' comments, in 2010 or Krishnan Guru-Murthy’s insult to Steve Baker, 2022). Yet incidents like these are unsurprising, given, as Goffman notes, ‘the walls that broadcasters have to hide behind can … fall at the flick of a switch or a turn of the camera' (1990 [1959]: 121). 
Blurring of Boundaries: Front Stage, Back Stage and Being (In)Visible 
Returning to the context of teaching and learning from home and online, and particularly during the pandemic, it is likely that many lecturers and arguably students can empathise with television or radio broadcasters, for they may have experienced similar ‘back stage difficulties’, as their back stage became front stage with the simple click of a button. Lectures and students used to performing within the ‘highly bounded region’ of the lecture theatre or classroom, a space with clear parameters in respect of space, time, and identity, were now suddenly thrown into an environment where the boundaries between the performance and preparation were blurred and where impression management was heightened. As Sumner (2022: 875) notes interaction through Zoom results in the normalising of 'curated performance of our private spaces (the home, the local café, the backyard)… with the increasingly porous boundary between work and leisure environments… the camera… turns our surrounding personal environment into a kind of stage; each aspect of our real (behind the camera) lives is on display.’ 

Educators, who were now forced to work from home, found that '[d]omestic spaces and routines had to be rapidly re-organised’ as ‘previously back stage becomes part of the public front stage’ (Kidd and Murray, 2022: 397). Dining room tables, kitchen islands, and dressing tables, were swiftly adopted as desks, and teaching spaces, meaning that spaces which were once private and personal, such as one’s kitchen, lounge or bedroom became public and visible, as education moved into a new ‘in-between’ or ‘hybrid space’, ‘virtual and disembodied … but clearly viable, visible and shared’ (2022: 397). Certainly, I found that areas in my home had to now work as back stage and front region, as spaces in which I would normally prepare lectures also became the same spaces in which I delivered them. 

Conscious that I was on camera, and that these spaces could now be seen by my students, I, as a matter of course, sort to manage or curated these spaces to try and ensure they cultivated the ‘right’ impression. Sensitive to how much of my personal and family life I wanted those at work, colleagues and students, to see or rather not see, I consciously removed photographs of family members or university days from the shelves visible behind me. I cleared areas which were caught within the camera’s view that seemed extremely cluttered and untidy. I moved stacks of papers and pots of pens out of view, and I took down my daughter's drawings, in a bid to frame my performance in a way that concealed, or at least minimised, my identity as a mother and instead emphasised and conveyed my professional image. So, for example, I thought about the book titles which would be on show behind me, making sure the ones relating to my research areas of fashion and class were more prominent than some of the paperback novels which were also housed there. 

However, just as Kidd and Murray's (2022) participants found, being in my home rather than in the university space meant that there were some elements of my private life that I was just unable to conceal: the noise that emanated from the street outside for example, the neighbours next door, the doorbell ringing, or my on occasion my daughter walking into view and interrupting the lecture or workshop conversation. Working in a period of homeschooling, where I was managing the domestic space and my teaching commitments inevitably resulted in 'back stage difficulties'. There was fluidity between the front region and back stage and as a result aspects of my private life came into public view. 

Moreover, as I watched my colleagues in various team meetings, I could see how they too were experiencing this collapsing of boundaries, and how some had strived to manage their impressions, to varying degrees. Some could be seen framed by bookshelves, for example, bursting with academic texts, or situated in front of interesting artwork. Like many of the media commentators and politicians featured in news interviews at the time, they appeared to display their symbolic capital via their bookcases (Towheed, 2022), curating the composition of their backgrounds to ‘communicate a series of signs to those on the other side of the screen… deliberately or not’ (Sumner, 2022: 875). In the opening pages of ‘Presentation of Self in Everyday Life’, Goffman notes the importance of 'sign vehicles’, which he explains are sources of information and visual markers which audiences used to ‘glean clues’ about others’ identity, status and conduct. These signs help the audiences to make sense of others, and the interaction which will follow, and here in the digital space, it seemed that ‘sign vehicles’ were playing an important role, helping colleagues to cultivate an identity of a learned academic which framed the interaction with their students and colleagues. 

Though some had curated and controlled spaces, however, there were others where back stage and front stage merged. I soon became acquainted with some of my fellow academics’ homes, particularly their kitchens, their sofas and their dining tables, even their cars, spaces which I had not been privy to before. I saw their piles of recycling in the corner of the room, or their collection of ornaments on their fireplace. I met their pets and their children, and I heard other members of their families, their flatmates and neighbours. As Kidd and Murray’s participant (2022: 397) reflected, I went ‘through the keyhole’ into my colleagues’ homes and their lives outside of the academy, as being on camera and working from home ruptured the boundaries between the personal and professional. 

Reflecting on my own experiences offered me some insight as to students’ reluctancy to turn cameras on in their online learning sessions, for although these encounters have the potential to build greater rapport and combat feelings of isolation as the literature has shown, working from home and turning the camera on presents challenges for impression management and performance. Like staff, students are also confronted with the collapsing of front and back regions, resulting in their private spaces becoming visible to the class audience which in turn makes negotiating their identity in the learning environment much more difficult. 

While I was teaching during pandemic, I asked my students what the experience was like and how they felt about turning their cameras on. Many of the comments echoed the findings of other researchers, with students suggesting that not seeing each other led to a feeling loneliness. As one commented, ‘I haven’t made any friends, there’s no opportunity to socialise’. However, added to this were comments which concerned the effort required to manage their impression in the online. Turning the camera on, involved attempting to control what others 'did see' and raised questions about what others 'should see'. My students had concerns about what turning the camera on might disclose about their life outside of the university environment. They missed going to the physical space of the university, not only because they craved the social interaction that took place there but because going to the university had offered them a space, a stage, in which they performed a particular social identity. Going to university allowed for a separation between home and university life, and the social identities they had in these two spaces. Working from online and from home, meant they had lost that clear distinction.  

‘I feel like if we had to turn on our cameras there would be a lot more pressure. We automatically assume people are judging us, so we act different than we normally would.’

'It's very difficult at times. Trying to work out what the audience should see, and whether, or not, to put my camera on.’ 

‘I feel like I’d like to turn on the camera, but it feels awkward .... I know I’d have to get presentable.’  

‘It’s difficult to get it right, when on camera, when you have to deal with your home life and your presentation at uni.’ 

‘before there was a separate building, but now our performance at home (as a son/daughter) is blended into our student identity, it’s now blended into one, we can distinguish it’. 

Being (In)Visible: The role of the audience and feeling (in)secure
What also comes through in the comments from the students is their concerns about the audience's judgement. The anxiety about turning the camera on is not only about the back stage becoming front stage but the students' understanding of the audience; how much they feel they are being scrutinised by that audience and how much the audience's judgements matter to them. In Tseëlon’s (1995: 41) work, she argues that Goffman’s distinction between front and back region is not structural, but rather 'the distinction between a subjective experience of being visible or invisible', and therefore it is a distinction which is mediated by one's relationship with the audience and how (in)secure one feels. 

‘In a secure environment, one feels approved, accepted, loved, inconspicuous – in short, confident, and psychologically invisible. In an insecure environment, one is on display, on show, being examined and measured. One is invaded by scrutinising looks, attention or comments; over-shadowed by other people’s better presentation or judgment. It is a feeling of being threatened and psychologically visible.’ (Tseëlon, 1995: 55) 

Consequently, whether to turn on the camera is a decision that not only concerns one’s ability to manage an impression but is a decision shaped by the individual’s perception of the audience. If the audience is familiar, cultivating an environment in which one feels secure, there's a greater chance that the individual will turn the camera on and be visible. However, in an environment where students feel less familiar with the audience, unacquainted with their other classmates, and are concerned by how they may be scrutinised or judged by others, then they may opt to keep the camera turned off. Rather than putting themselves in a situation where they are visible, and feel visible, they can simply be invisible. Indeed, having the option to keep the camera turned off enables students to protect themselves from any potential judgement from their audience, and avoids any possible shame and embarrassment which may discredit them or result in a 'spoiled identity' (Goffman, 2009 [1963]). 

This may also explain why students are more inclined to keep cameras off when in large online classes, but more likely to have them on when in much smaller group settings. Though authors such as Day and Verbiest (2022) and Meishar-Tal and Forkosh-Baruch (2022) suggest that this is because there is a greater requirement for interaction in smaller classes and 'cameras on' is more likely to be mandatory, I wonder whether, in these smaller settings, students are more familiar with one another and thus feel more psychologically invisible, enable them to be visible on screen. Certainly, I found that in small personal tutor group sessions, one-to-one supervisions and seminars with final-year students more students did turn cameras on. These were also groups where students were much more familiar with one another, or where I alone was the audience, and perhaps then in these contexts, students felt the audience less significant, in the sense that they were less anxious about the judgement I or their fellow students would make. They may have felt more accepted, and more confident and therefore felt that they could be visible on screen. 

In these scenarios, I recall being given a tour of one student's flat, which she had recently moved into and I was introduced to a student's pet dog on more than one occasion. I had meetings with students held in bedrooms, giving me an insight into aspects of their private lives that I never would have seen before. Crucially, I had not asked the students in these situations for students to turn their cameras on, rather, they had made a choice to turn on the webcam as they felt comfortable enough to be seen. Reflecting on staff experiences too, the role of audience perception, secure and insecure environments and significant and insignificant audiences are most likely relevant too. Thinking about my own experience, I, like my students, felt more comfortable turning my camera on when in meetings with small groups of colleagues and those with whom I was much more familiar. 
Concluding Thoughts
The pandemic ushered in widespread online learning, and in many ways has created a new normal in higher education, which has seen the continuation of the digital classroom. As early experiences demonstrated, and research has underlined, one of the significant challenges of this new normal is the ability of students to be present but not have presence, to opt to have their cameras switched off and to not be seen. As research has already evidenced, the impact of 'cameras off' is felt across the classroom, affecting the learning and teaching experience for both staff and students. It results in fewer opportunities for interaction and feedback and can create a feeling of loneliness and isolation. 

As time has passed since the outbreak of Covid-19 and the initial adoption of online provision, staff have become more adept at working in this environment and managing the hybrid space, of working from home online. Many have found ways to blur out their private lives when on screen, as the boundaries of front stage and back stage blur in the home working environment, though few are having to juggle domestic life alongside teaching in quite the same way, as they were during the height of the pandemic. Nevertheless, for many of our students, the reluctance to be seen remains and as a result many lecturers still find themselves teaching 'into the void'. It is important then, to continue to research in order to better understand the reasons for cameras being off, to unpack students' concerns about privacy and appearance, and to provide students with the tool that can help them manage their online performance. 

The decision not to be seen is undoubtedly a complex one, which involves many more aspects than those discussed here. But perhaps it is useful to consider the ways in which having cameras on can collapse front and back regions, and perhaps even more importantly, to explore how students' ability to turn cameras on is linked to their feelings of (in)security, and their familiarity with the others in the room. If lectures can find ways to make students' audiences more familiar and less significant, to build rapport and peer-to-peer relationships, then perhaps they will be more willing to be seen. 
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