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PREFACE

Learning at a distance is not a new phenomenon. Indeed it might be said that the Epistles of St Paul provide
evidence of an early appreciation of this method of overcoming problems of distance and time. Itis, however,
in the 20th century and particularly in the last two decades that this form of education has entered strongly into
the theory and practice of education throughout the world. The growth of institutions providing this form of
support to students has been accompanied by the development of a body of knowledge about the principles
and practices which are essential for the creation of a successful and statisfying learning experience for
students. Clearly the practices will vary since they must be based upon methods of communication available in
particular areas of the world and an emphasis on broadcasting and postal communication is often a reflection
o.a region’s dominant communication medium rather than a conscious choice. Indeed, one of the strengths of
Distance Education is the variety of media which have proved successful for it.

ICDE celebrates its 50th anniversary in Oslo this year. In 1938 a group of pioneers from correspondence
institutions in 6 countries met in Victorla, Canada and founded the International Council for Correspondence
Education. After the Second World War the Council expanded steadily, holding the World Conference in a
different country every four years. In the 1960’s growth accelerated and the Stockholm Conference in 1965
attracted over 200 delegates from 25 nations. This growth was sustained through the 1970’s reflecting the
evolution of Distance Education and the creation of ‘“open” Universities and Colleges in many parts of the
world. In 1982, at the 12th World Conference in Vancouver, Canada, more than 400 delegates adopted a
name change — the International Council for Distance Education — better to express the contemporary diversity
of learning media and methods. The Conference in Melbourne in 1985 was only the second such Conference
to be staged in the Southern Hemisphere and the success of ICDE as well as the general awareness of the
longstanding tradition of Distance Education in Australia, led to a new attendance record of over 700 delegates
from some 50 countries.

The 14th World Conference of ICDE celebrates the 50th Anniversary of the association and this book
constitutes the basic document of the Conference under the theme “’Developing Distance Education”. The
book contains most of the major presentations and many of the supporting papers on which the Conference is
founded and was planned by the Programme Committee of ICDE which consisted of Dagny Blom (Norway),
Helmar Larsson (Sweden), Erling Ljosd (Norway), Marjan Lubbers (Netherlands), Torstein Rekkedal (Norway),
Reidar Roll (Norway) and David Sewart (United Kingdorn) as Chairm-.. The volume and range of the papers
which have been offered for the conference has necessitavad difficult decisions but we hope that the book may
be seen as representative of the wide range of themes and areas of the world which now enrich Distance
Education.

The entire project would have proved impossible without the help of many colleagues. It is a pleasure to
acknowledge the support received from Reidar Roll, Janniche Langseth and other staff of the Norwegian
Association of Distance Education and in particular Erling Ljos3 and his staff in NKS.

We are also particularly indebted to Pat Proctor of the Open University whose efforts have kept the whole
projecton time. Finally we would like to thank the contributors who have provided such varied and interesting
papers. Reading such a wealth of contributions has been a rewarding experience and we hope that readers of
the book will now be able to share this experience and make use in their own work of the variety of ideas and
practices in the development of Distance Education to which it is a witness.

David Sewart John S. Daniel
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Communications technology
YOSHIYA ABE

PREFACE: COMMUNICATION,
TECHNOLOGY AND DISTANCE
EDUCATION

Education began as a matter of dialogue, or commu-
nication, from its outset. In Greece and Rome, as
well as with Confucius and Buddha, dialogue be-
tween master and the disciples was the beginning of
education. Thus academia grew as an institution
where tie master and the disciples gathzred togeth-
er to exchange views about their observation and
analysis of the issues.

Communications technology, particularly the elec-
tronic devices developed in recent years, is capable
of overcoming the barrier that distance presents to
education. Indeed, new communications technol-
ogy has the potential to change the very nature of
educational instruction processes. It may also
change the methods used to manage or administer
the instructional system. Recognition of the impact
of these technological devices, in fact, resulted in a
change in the name of this association from the
International Association of Correspondence Edu-
cation to the International Council of Distance Edu-
cation several years ago.

Expansion of the educational mission through the
use of new communications technology is most vis-
ible in the developed world, particularly among the
member countries of OECD where are initial dis-
tance learning institutions have been established.
Following the lead of the British Open University,
educational outreach is new but important mission
for the higher education system in most of these
countries.

In Germany at the FernUniversitat; in Finland; in
Norway through the Norskfiernundervisning; in the
four provincial institutions of Canada; in Australia at
Deakin University; in the United States through tele-
courses offered through the Adult Learning Services
of the Public Broadcasting Service; in Japan with the
broadcast based University of the Air; and in the
Netherlands, where the new Open Universiteit
opened in 1984, a variety of new communications
technology is used to reach students. Many of these
students are adult, working or homebound and
would not be able to participate in higher education
witiout distance education.

Although distance education institutions in the de-
veloped world are not large in terms of the numbers
of students, they are significant because they serve
students off-campus in new and innovative ways.
Thus vital development within distance education
institutions, is seen in the employment of the new
communications technologies.

VARIETY OF SOCIO-CULTURAL
INFRA-STRUCTURE

In the United Kingdom the success of the British
Open University depends heavily upon the well
developed mailing system and public libraries, ac-
cess to which had been well established before the
formation of the new system. In Korea, the Korean
Air and Correspondence University makes bene-
ficial use of the existing national university system
for providing schooling and examinations as well as
part-time faculty. Similar arrangements have been




adopted by the Sukhothai Thammathirat Open Uni-
versity of Thailand, the Terubuka University of In-
donesia and by many other institutions of distance
education.

In Japan, however, tele' ision, radio and other com-
munications technologies are extensively used,
partly because its elementary and secondary educa-
tion provided the necessary infrastructure for the
effective use of broadcasting and other communi-
cations technologies in distance higher education.
In Japanese elementary and secondary education
the curriculum content and the sequence of instruc-
tion for each subject, and grade level are specified
in detail by the Ministry of Education thus facilitat-
ing the provision of instructional television pro-
grams commensurate to the sequence of instruction
nationwide.

In the United States on the other hand the curricu-
lum content and the sequence of instruction is left to
the discretion of local school districts and individual
teachers. It is this national standard that makes it
easier, or more difficult, to introduce instructional
television and radio as support materials for class-
room teaching. Most teachers in the United States
do not use instructional television regularly, al-
though fifty-four percent of those teachers who had
instructional television programming and a TV set
used televised programs during 1982-83 according
to Ronald ). Pedone (“Instructional Television in
Elementary and Secondary Education”, National In-
stitute of Education,june 1984).

PUBLIC AND PRIVATE INITIATIVES
IN THE ADOPTION OF
TECHNOLOGY

Because the Japanese elemientary and secondary
curriculum is cumulative and demanding, substan-
tial numbers of students fall behind. Parents are
anxious to provide whatever help they can and often
pay for outside assistance when necessary. In Japan,
students needing academic reinforcement most
commonly attend a juku, or private proprietary edu-
cational institution, which is designed to enable
children to keep abreast of the demanding curricu-
lum.

juku operators are often keen in developing techno-
logically supported programs of instruction. For ex-
ample, in view of the recent mass sales of Family
Computers to elementary school pupils throughout
jJapan in excess of 10 million sets as of 1987 — a
juku chain organization developed a special in-
terface to combine the use of a Family Computer, a
TV set (used as the display) and a cassette tape for
educational software. New educational software for
Japanese language, social studies, arithmetic and
science are produced every month and utilized by
the company’s approximately 1,000,000 corre-

spondence students at the fourth and fifth grade
level. This is the simplest and cheapest CAl system
to support students who find it difficult to keep up
vith the standardized classroom instruction. The
cost of a Family Computer 1s about $U550 and the
interface is about $US90.

It is interesting to note, in this context, the differing
arrangements in various countries regarding who is
to bear the cost of education. In the United States,
for example, elementary and secondary education
is regarded as a birthright for all citizens. In Japan
also education is compulsory and, in principle,
publicly supported up to the 9th grade. Most coun-
tries in the world today consider the provision of
elementary and sometimes secondary education to
be a public responsibility.

Although access to higher education has increased
in the past three decades, it is still not seen as a
universal right. There are, and always will be, ques-
tions about who should pay for higher education.
Whereas higher ecucation is often publicly support-
ed in European countries, in Japan, the United
States and most of the developing countries the
responsibility for financing this level of study has
most often been left to the student.

Nevertheless within the United States most states
have made a commitment to providing inexpensive
higher education through the systems of community
colleges. It is understandable, when one considers
the need to reach such large numbers of students
with such little money, that public community col-
leges were at the vanguard of producing, d. semi-
nating and utilizing telecourses as a means of of-
fering higher education to all the citizens in the
American community. It may also be noted that
approximately 80% of college and university stu-
dents are enrolled in publicly financed institutions
and these institutions often make use of available
telecourses.

According to the 1979 CPB/NCES Higher Education
Utilization Study, 72% of colleges and universities
inthe United States make some use of television and
25% offer complete courses over television; 1978—
79 enrollments in television courses totalled ap-
proximately half a miilion. Peter Dirr's 1985 Study
revealed substantial improvement both in terms of
the quality of the telecourses and the quantity of
enrolment thanks to the institutionalizing of the
Adult Learning Services at PBS, the foundation of the
International University Consortium and the provi-
sion of substantial funding for the production of
distinguished telecourses by the Annenberg/CPB
Project.

In Japan on the other hand approximately 80% of
college and university students are enrolled at pri-
vate institutions which rely on student tuition and
fees to cover, on average, up to 80% of the current
expenses, with the state providing about 20% of the




costs. College correspondence courses were incor-
porated into the official education system in 1947
with the explicit purpose of providing access to
college education for working youth who could not
afford to attend traditional college cn a full-time
basis. All the 12 four-year and 10 two-year Japanese
institutions offering correspondence courses are pri-
vate and financed almost entirely by the tuition and
fees of the students.

Apart from college correspondence courses which
depend on print and mail as the principal media of
instruction there are as yetonly a few opportunities
in Japan for those who did not enter college upon
graduating from high school to go back to college.
Since virtually all traditional colleges and universi-
ties admit students based on their performance in
entrance examinations (with the minor exception of
small quota for adult students in a few colleges and
universities) and because the traditional cycle of
Japanese education is structured for the young peo-
ple who are peaking in their exam-taking capa-
bilities at the conclusion of high school, adults find
it extremely difficult to enter formal colleger or uni-
versities after a working life of several years.

There is now, however, growing interest in improv-
ing opportunities for adult education. National pol-
icymakers have become increasingly concerned
about such problems as the ageing of the popula-
tion, the anticipated labour shortage and the need to
re-educate middle-aged and older people. One of
the major recommendations of the Provinsial Coun-
cil on Educational Reform submitted to the Prime
Minister in 1987 called for the formulation of an
educational system to meet the needs of continuing
education.

These factors have given rise to educational alterna-
tives such as the University of the Air, which accepts
adults who wish to enrolj without an entrance ex-
amination. The university, which cwns its own tele-
vision and radio stations, broadcasts a wide range of
courses continuously from six o’clock in the morn-
ing to twelve midnight; the courses are offered via
television and radio and supported by printed text-
books, face-to-face instruction at study centers and
correspondence instruction. By using these com-
munications tools, the University of the Air students
mav work towards a fully accredited bachelor’s de-
gree.

This is a unique example of the use of television and
radio broadcasting s the principal medium for
higher education. The University of the Air is also
noteworthy because, in a country where private
initiative so dominates most spheres of education,
public commitment to this institution is made clear
by its subsidy of nearly 90% of the school’s oper-
ational cost; student fees are minimal.

COMMUNICATIONS
TECHNOLOGY AND DISTANCE
EDUCATION

Broadcasting is without doubt, the system that can
deliver education most widely, cheaply (if there is a
large clientele' and effectively to students scattered
""ata distance”. The production of visual and audio
courseware and the use of television and radio
broadcasts have greatly expanded access to educa-
tion to those who could not have access to it other-
wise.

No matter how strong a device broadcasting is as a
medium of distance education however, it has an
intrinsic weakness in assuring interactive learning.
From the students’ viewpoint distance education
should be an educational system which makes
learning available either at home or during spare
time at work. Students study individually, share in
the payment of educational costs even if it is partial
ard comparatively inexpensive, and depend on
their own initiative for learning. They find therefore,
thatdistance education via mass media only partial-
ly satisfies their ideal of a learning opportunity. They
ask for their money’s worth which might easily un-
dermine the goal of providing cheaper educational
opportunities; and they expect their personal ques-
tions answered promptly, even though they are
raised at their home study sites.

Considering the fact that distance education is an
educational system based on the needs of the stu-
dents, the students’ viewpoint must be given ample
consideration. In order to fully achieve the missions
of distance education, the employment of modern
technological devices has thus become indispens-
able.

Individualized and interactive communication be-
tween the instructors and the students has become
economically and practically feasible due to the
introduction of new electronic media such as fac-
simile communication, micrucomputer comiuni-
cation, electronic boards, scanning television and
pickup phones, CATV and highly optical visual sys-
tems as well as commur:cation satellite. Research
and development into the use of these devices for
distance education has been promoted in Japan by
the National Institute of Multimedia Education
(NIME).

An experiment using facsimile was carried out in
conjunction with several courses offered by the Uni-
versity of the Air. Facsimile was found to e partic-
ularly effective in a poetry course where studen’s
wrote and submitted short poems via facsimile and
the instructor gave comments immediately after-
ward, also via facsimile. In view of the rapid diffu-
sion of office facsimile, even in small shops and
factories, and of inexpensive personal fa.'simile us-
ing the same telephone line without monopolizing a
line for facsimile communication, the application of
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this technology may provide an excellent interac-
tive learning opportunity for many working people
in small businesses and salaried workers.

Using computers and communication in an inter-
active educational process has been the subject of
experiments both domestically and internationally.
On-screen exchange of communication has been
conducted through computer terminals in several
subjects by connecting students at several colleges
and the NIME tutors via telephone lines and the host
computer. Contact is made either simultaneously or
with atime lag by saving messages on the computer.
This technology makes it possible to effectively
overcome the hurdles of both distances and time. A
serious bottleneck in this plan, however, is the
strong allergy of Japanese adults to key boards
which may be derived from a cultural heritage of
penmanship in Chinese characters.

A combination of electronic boards, pick-up
phones and scanning television are being used be-
tween the NIME laboratory and several study cen-
ters, located some 1,000 kilometers away, where
corporate workers gather. Some years ago a similar
experiment, called “Cyclops”, was conducted by
the British Open University but it was terminated for
technological and financial reasons. In Japan, these
hurdles have been overcome. The primary objec-
tive of this experiment is to make effective use of
various existing facilities for interactive education
rather than constructing new single-purpose facil-
ities. By doing this the University hopes to econo-
mize on the cost of interactive education as well as
minimize the physical burden for students who oth-
erwise might be required to commute to the learning
site. So far both instructors and students have recog-
nized the effectiveness of this method and its adop-
tion for practical purposes appears to be promising.

The highly optical visual system is a completely
interactive visual communication system in which
video cameras are set up in homes and in the studio-
classroom. The systems are connected by optical
glass-fibre cables and information is processed
through a computer. This system is almost an ideal
alternative to face-to-face instruction. An experi-
ment using this system has been conducted at a site
constructed in Nara prefecture; however, in terms of
cost, at the present level of technological devel-
opment it is far too impractical for educational pur-
poses.

The communication satellite is one of the most
promising technologies available to strengthen dis-
tance education. Several colleges in Japan have
begun to receive beams via Intersat and to use CNN
and other programs for instruction. Satellite com-
munication via Venus P and other services is exten-
sively used by many researchers and educators.

The extensive use of irstructional television and
radio in elementary and secondary schools and the

widespread use of family computers among young
pupils provided in Japan a strong infrastructure for
higher education to adopt new communications
technology. And yet the various technologies still
require much experimentation and careful consid-
eration before they can become widely used and
have a positive impact on the innovative advances
in distance education.

RAPID GROWTH OF DISTANCE
EDUCATION IN ASIA AND
THE PACIFIC

Newly industrialized countries and developing
countries in Asia and the Pacific are particularly
noteworthy in the utilization of distance education
for development. Korea Air and Correspondence
University was inaugurated in 1972 and today en-
rolls about 300,000 students. Allama Igbal Open
University of Pakistan was open in 1974 and its
enro!lment now is about 73,000 students. Sukhoth-
ai Thammathirat Open University of Thailand was
established in 1978 and its students number as
many as 450,000. In 1980, Sri Lanka Open Uni-
versity was established with emphasis on techno-
logical education and 12,000 students are enrolled
today. In 1984, Terubuka University was establish-
ed in Indonesia and in 1985, both Indhira Gandhi
National Open University of India and the Uni-
versity of the Air of Japan were opened.

These institutions are all autonomous higher educ-
tion institutions, strongly supported by the govern-
ment of each country and given legal status to grant
at least a bachelor’s degree. The degree of emphasis
uiey place on particular media of instruction varies
from one institution to another but they all list print-
ed materials, television, radio, video and audio cas-
settes, correspondence instruction and telephone
guidance among the media mix.

Efforts toward regional cooperation among the
above mentionad institutions bore fruit in Novem-
ber 1987 in the form of the Asian Association of
Open Universities (AAOU). Support for the AAOU
fromthe UNESCO Principal Regional Office for Asia
and the Pacific and from the Asian Development
Bank has been positive. The United Nations Uni-
versity, in conjunction with the British Open Uni-
versity, has been instrumental in building up an
information network for distance education also.

TEACHERS, STAFF AND
STUDENTS IN DISTANCE
EDUCATION

Teachers play an integral role in the development
and delivery of courses, programs, and counselling
provided through the new communications tech-
nology. Studies in the United States and Canada
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however, have shown that many teachers participa-
ting in distance education programs were teaching
only part-time, while holding other jobs separate
from their academic positions.

Good communications technology based courses
or programs must be the result of a combination of
many talents. In order to develop such courses a
group of people with diverse expertise needs to
cooperate. All course teams should include a schol-
ar deeply versed in the subject who, at the same
time, is also a talented and sensitive teacher. To
form a good distance education team, the academic
abilities of teachers must be combined with many
others including editors and graphic designers,
media-oriented television and radio program direc-
tors, actors and actresses, as well as a visual data-
base and other resources and the services of com-
puter laboratories and animation studios.

Some of the techniques and skills required are quite
different from those which traditional academics
have used in the past as tutors or classroor. in-
structors. The use of new communications te:h-
nology requires more organization, more advancd
planing and significantly more preparation tim:e
than would be required to teach a traditional class.

PRINCIPAL MEDIUM OF
INSTRUCTION

Distance education institutions rely on a mixture of
appropriate communications technology. Howev-
er, emphasis on the various technologies differs
from institution to institution. There are a number of
philosophies and circumstances to be considered
when selecting the principal media of instruction.

PRINT

The British Open University set a high standard in
the production of printed course units by course
teams. Whereas television and radio broadcasting
are used as a pace-setter and motivator of learning
and tutorial services as well as summer schools are
provided in order to identify the students with the
University, the studics atthe British Open University
are conducted on the basis of interactive learning
through its printed course units.

This model is followed by most distance education
institutions thorughout the world. Its innovative
course team approach in the production system has
greatly influenced such institutions as Sukhothai
Thammathirat Open University in Thailand, Allama
Igbal Open University of Pakistan and many others.

Its effectiveness in the instructional process is aug-
mented by the excellent postal system, public li-
brary services and, above all, by the British habit of
writing and reading. In Japan also college corre-

spondence courses rely on textbooks and corre-
spondence instruction as principal media of instruc-
tion.

BROADCASTING

In Japan however, a system based on the use of
television and radio broadcasting as principal
media of instruction developed with the inaugu-
ration of the University of the Air. Behind this em-
phasis lies the fact that almost all elementary
schools already employ in.tructional television
broadcasts by NHK, the Japanese National Public
Broadcasting Service.

NHK began radio school programs in April 1935.
The then Minister of Education defined the purpose
as supplementing and enriching school education,
not replacing it. Televisions school programs were
created by NHK almost simultaneously with the
beginning ot television broadcasting and, since Oc-
tober 1951, television school programs have been
produced and broadcast. Science, social studies
and ethics are the most popular programs.

Programs are broadcast weekly for each different
grade level and are 15 minutes long. Yearly pro-
gramming schedules are issued before the begin-
ning of the school year so that teachers can use them
in developing lesson plans. Each trimester, NHK
publishes a teacher’s guide for each grade level.
These guides contain detailed descriptions of each
scheduled program and provide notes concerning

. their use in the classroom. The programs are easily

incorporated into the teaching schedule because
the rlassroom as well as the media curriculum is
based upon the course of study set by the Ministry of
Education.

In the late 60’s and 70’s the use of inexpensive video
tape recorders spread widely in Japan’s schools and
the style of using academic television programs
changed substantially. In addition to elementary
school use the use of school television programs at
juniorandsenior highschoolsincreased veryrapidly,
owing *o the fact that recording devices solved the
problem of scheduling the class hours and the broad-
casting time. Furthermore, many teachers began to
edit the recorded programs to fit their own teaching
plans and more and more teachers started using ed-
ited portions as support materials in their teaching.

A 1986 survey of the students of the University of the
Air revealed that about 70% of the students own
video tape recorders at home, that practically 100%
own audio cassettes and that practically all those
who possess the instruments record lectures auto-
matically and replay them at convenient times.

When computers are used as tools of education the
new functions are labelled “computer assisted in-
struction” (CAl) and ‘‘computer managed instruc-
tion” (CMI). Extensive use of CAl has been reported
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in Great Britain where evidence confirms that CAl is
becoming more widespread in higher education. It
is extensively used in the British Open University
where they see CAl as offering great long-term edu-
cational potential because of its interactive ability
with individual students, its capacity for patient,
instant feedback, its simulation potential and its
communication and database capability which en-
ables students to access information quickly.

Ar American CAl system developed by Control Da-
ta Corporation in conjunction with the University of
lllinois and called PLATO, exerted extensive, in-
ternational ‘nfluence. A number of countries, in-
cluding Belgium, Luxembourg, Sweden, Finland as
well as the Netherlands and Japan, have experi-
mented with this sytem. PLATO continues to be
used as a CAl system at a number of American
colleges and universities. In Japan it is extensively
used in the national technical colleges and private
professional colleges. In particular at a private tech-
nological institute, complete paper questions and
library services have been replaced by computer
system. This Kanazawa Institute of Technology de-
veloped mathematics and English CAl software rele-
vant to the different {evels of the students and let
them work individually at the institute’s computer
labriratory so that all of them may reach a certain
stanacrd before the end of the suimmer vacation.

CMI, on th. ather hand, can accomplish a great deal
without requning computer access by the student.
CMI, to differing degrees, is utilized at most distanre
learning institutions. At the FerntJniversitit in Ser-
many and the University of the Air of Japan comput-
ers are used to correct and grade students. Similar
systems, sometimes interactive, are in operation at
the British Open University. In Canada, TV Ontario
has a computer managed learning system which
was originally developed at Miami-Dade Commu-
nity College.

Some universities in Japan have computer centres
specifically installed for educational utilization.
Last year the Ministry of Education set guidelines for
the introduction of computers into secondary
schools and began providing schools with funds to
purchase microcomputers for use by students. The
teaching of computer utilization skills to non-spe-
cialists is becoming increasingly popular.

In the United States, a number of colleges and uni-
versities have gone as far as requiring all their enter-
ing students, regardless of field of study, to purchase
microcomputers. The expectation at these schools,
which are mostly private universities, is that the
students will use microcomputers for at least part of
their work in all subjects.

Computer language, born from numerals, and bred
by English, is now facing a new challenge from the
Japanese and the Chinese. An automatic translation
system among several Asian languages is now being

developed under the auspices of the Ministry of
International Trade and Industry of Japan. A func-
tion to allow the input of information by voice is
almost complete. When these technological devel-
opments reach the level of practical application
international distance education will have been giv-
en a new horizon.

COMMUNICATION SATELLITE

New information techno! _.es are used extensively
in American colleges and universities to deliver pro-
fessional continuing education. Their use in such
programs as applied health, medicine, engineering
and high technol. “y, business, education, law and
real estate is most commonly observed. Particularly
noteworthy is the linkage of engineering graduate
schools with corporate learning sites via communi-
cation sateiiite organized by the Colorado-based
National Technological University. A similar ar-
rangement is now being developed in Europe
through the PACE program.

Corporations in Japan have developed extensive
corporate training systems at high education level.
Particularly in the advanced fields of technology
corporations are faced with the problem of how to
allow their responsible engineers to leave their work
site in order to be trained. To help alleviate the
problem KDD (International Telephone and Tele-
graph). NEC (Japan, Electronics Corporation) and
several other companies are applying distance edu-
cation in the form of teleconferencing systems
through communications satellite. These systems
employ computers, slow scantelevision, electronic
board, speaker phones, facsimile and other elec-
tronic devices to make distance education effective.

In an extraordinary period of rapid technological
development and change, these corporations are
eager to modernize their operating systems, train
new professionals and technicians and vitalize their
economic situation.

POSTSCRIPT

Does the medium change the message? How does
the content of a course offered via televisions, for
example, differ from the same course offered in a
standard classroom setting — if in fact it differs atall?
It can be expected that, as the new technology is
introduced into the learning environment, course
content will be in some way changed or modified.

Educators, when addressed with this question, may
respond that "it does not or should not make any
difference’”. Even in instances where instructors be-
lieve the medium does affect the message, they find
it difficult to specify in what ways the curriculum
changes. The medium may not necessarily affectthe
message for, generally, the same information is
transmitted regardless of medium.

The ability of a computer-based communica:.on




network tc provide immediate and comprehensive
access to a broad range of information and to offer a
broad data base for both students and faculty how-
ever, is already having widespread impact on higher
education. Just as automobiles and aeroplanes ex-
panded humanity’s ability to walk on two legs and
just as industrial robots increased humankind’s
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power to produce with two hands, the employment
of modern electronic communications technology
increases our ability to icarn through the use of the
brain. Distance education, with appropriate use of
modern  communications technology, will help
overcome the hurdles of distance, time and cultural
difference for all people who have the will to learn.
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Continuing education
New needs and challenges for distance
studies

URBAN DAHLLOF

FROM SECONDARY TO
CONTINUING EDUCATION

When the organizing committee for this conference
asked for a paper on continuing education, this
might be seen as a symptom of a need for distance
educators to prepare themselves for a shift of em-
phasis from programs for adults oriented towards a
formal competence at the secondary level of school-
ing or in higher education to a more diversified
menu of courses, more or less like the Swedish
"’smérgasbord’’.

In any case, such a shift of emphasis has already
taken place in national policies in education, in so
far as many of the economically more advanced,
and industrialized countries have by now expanded
their formal school systems to provide secondary
education for the great majority of the population
and higher education for a much higher proportion
of a birth cohort than was the case only a few years
ago.

This s not least the case in the Nordic family of small
welfare states on the geographical and cultural
fringe of Western civilization. In my own country,
Sweden, no more than 5 per cent of the 19 year old
cohort matriculated in 1950 from the upper second-
... ¥ school which corresponds to the requirements
for university entrance. After a period of intense
expansion, aiming at mobilizing the national re-
serve of talent as well as increasing the accessibility
to secondary education both socially and regional-
ly, that part of the school system in 1980 provided
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academic or vocatical training programs for a total
of 80 per centof a cohort. Of these about 25 per cent
had acquired a full competence for university en-
trance from a three year academic program, while
another 25 per cent had a more practically oriented
two year program behind them after the compulsory
school, requiring them to take supplementary
courses of less than one year full time studies in
order to gain entry to universities or colleges. Of the
rest, for those who have the ability to pursue theoret-
ical studies, university entry competence may re-
quire merely a somewhat longer time of study in
certain areas. Moreover, a great number of special
community adult secondary schools provide these
supplementary programs either in the form of eve-
ning courses or full day studies.

Under such conditions it is no wonder that such a
pioneer institution like the Hermods correspond-
ence institute in Malmé expanded heavily in the
1940s and 1950s, when the social demand for post-
compulsory edi:cation was rapidly growing but not
yet met by the public school system. During this
period a limited number of private and/or state sup-
ported correspondence institutes played a very stra-
tegic role in the provision of secondary education
both for youth and adults in sparsely populated ar-
eas and for adults in the work-force all over the
country.

The.e is still a role for distance providers to play in
the area of secondary education in serving those
who live far away from such a school or whose




working conditions or family situation do not per-
mitthem to participate in regula: evening classes. Of
course the expansion of the public school system
leads to a shrinking market for the distance provid-
ers in this field. Moreover, two specific circum-
stances do imply a new challenge for the course
designers:

(1) In pace with the increased diversification of the
program offerings — not least those of a voca-
tional kind — there are a greater nimber of
programs needed to serve a smaller aumber of
students, especially if society airv.s ut providing
the remaining target group with the same educa-
tional opportunities as the majority of the pop-
ulation.

(2) A great many of this specific target group are at
the same time not motivated or otherwise pre-
pared to carry on independent studies on their
own as in the days of a great reserve of academic
talent.

What steps should be taken to meet this double-
challenge? Perhaps somebody now would like to
object, that this picture of the situation at the sec-
ondary level of schooling is true only for a limited
number of highly industrialized countries. Thatmay
be the case, at least in quantitative terms. Also with-
in the Western world there are many countries
where secondary education has not yet expanded to
the same extent, or whose populations are of such a
size, that there remains for many years a large mar-
ket for distance education programs. This may be
still more valid for the developing countries, provid-
ed that an expansion of the secondary level is a
policy matter of high priority. However, that is no
longer always the case. Instead, it is now very often
recognized that a vocationally oriented, continuing
education program for adults in many cases pro-
vides the most adequate as we!l as the most rapid
way of promoting the living conditions of the great
majority of the population. Yet this may run parallel
to a low or moderate expansion of the traditional
secondary and tertiary sectcis. Nor should we over-
look the sometimes great need 10 carry out literacy
programs and to strengthen and prolong primary
education in other ways in the developing coun-
tries. However, these often overwhelming needs at
the primary level usually have to be met by quite
specific and context-related strategies of a kind
which often combine a central, large-scale produc-
t.on of basic teaching materials with local teaching
activities. All in all these mass education programs
at the primary level represent a unique case of edu-
cational planning which deserves its own treatment
and which ca~not readily be operated within the
frame of reference otherwise given for distance edu-
cation.

Irrespective of the size of the target groups and in
view of the now long tradition both of literacy cam-
paigns in the third world and of distance edis-ation

atthe secondary level, these areas do notany longer
represent new needs, calling for new strategies of
planning and design. t:)wever, it should nr* be
denied that old or even eternal problems may call
for a reconsideration of the strategies to tackle them.
An example of this is the double crux at the second-
ary level of a need for a great- variety of courses for
smaller groups combined with target groups less
motivated for traditional independent studies.

The shift of emphasis from secondary education
provision to continuing education has so far been
discussed mainly from the point of view of the de-
veloping countries. As far as the industrialized ne-
tions are concerned the preceding passages might
be interpreted to imply that nothing else now re-
mains for distance education than continuing and
higher education. Such a passive attitude is, howev-
er, not justified. Quite the contrary. There are a
number of strong arguments in favour of a new deal
in continuing education both with respect to the
types of programs offered, their quantity as well as
their qualitative design. Before turning to those is-
sues, a few specific words should be mentioned
about distance programs in the higher education
sector.

HIGHER EDUCATION AND A
CONTINUING EDUCATION
POLICY

In a way similar to that of secondary education, the
systems of higher education have undergone a rapid
expansion in most countries during the last 20 years.
In this connection iv makes no major difference if
this has taken place i terms of an integrated system
of universities and colleges as in Sweden cr in terms
of a dual system, often with some coordination of
course requirements for entry to graduate studies.

On this occasion there is specific reason to highlight
the importance of contextual frame conditions for
the organization of the higher education system,
including the creation of specific Open Universities
such as those in Great Britain, the German Federal
Republic, the Netherlands, Spain and Japan to men-
tion only a few well-known examples. On the other
hand distance education programs can be orga-
nized by many universities and colleges as one al-
ternative among a number of possible adaptations of
the traditional delivery mode of a tertiary institution.
Such rather smaller scale, decentralized models,
less heavily dependent upon the media of the air or
large package-systems of teaching materials, are
practiced in Australia, New Zealand, several of the
Canadian provinces and particularly in Sweden
among the Nordic Countries. So in this respect there
are good reasons to ask, it there are any specific
contextual conditions which characterize the Nor-
dic countries, creating a certain link also with other
Western fringe areas like Canada, Australia and
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INew Zealand but necessitating differences from the
situation in the U.K., U.S., Western Germany,
France and ltaly.

Three sets of factors seem to form a common de-
nominator for this Western fringe area. One has to
do with the scale of operations, primarily in terms of
population and size of adult target groups. The sec-
ond factor concerns the geographical distribution of
the ta-zet groups in relation to already existing cen-
tres of higher education. The third factor is concen-
trated on the university policies of admission as well
as adaptation to the demands on program contents
and delivery modes by new student groups. In gen-
eral the Western fringe areas under consideration
here seem to share a combination of characteristics
of relatively small target groups, particularly among
adults and a relatively high accessibility both in
terms of admission opportunities and course design
and in terms of geographical distances, even though
some of these countries, such a, Canada and Austra-
lia, have among the largest sparsely populated areas
in the world.

This does not preclude the fact that there are also
quite obvious differences within this Western fringe
area between the Nordic countries. Norway and
Finland are outstanding in their investment both in
universities and in qualified staff such as professors
and senior lecturers. Norway has four full universi-
ties and Finland has pursued a deliberate long-term
regionalization policy, implying the establishment
of universities or university colleges with a research
organization in at least one faculty area in as many
as nine towns.

When the Norwegian district colleges are added,
one finds that higher education is offered at a great
many more towns in Norway than the four uni-
versity sites. In this connection it should be stressed
that the Norwegian population is very unevenly
distributed in clusters, leaving vast sparsely pop-
ulated areas in the mountain regions between the
towns and often with time-consuming connections
over narrow, winding mountain roads or infrequent
ferry trips across the fjords.

Sweden'’s population of 8.3 million is twice as great
as that of Norway. Yet, there are no more than six
full universities and fifteen state university colleges.
However, thanks to the flatter landscape and the
real possibility of commuting larger distances, the
accessibility of higher education is about the same
as in Norway, particularly when one considers the
systematic use of a strategy for decentralized cours-
es and distance programs, with residential schools
or shorter weekend meetings two or three times per
semester. Sweden alsc has a specific set of entry
rules for adults through which work experience is
given special credit.

The conditions under which higher education oper-
ates in Scanr'inavia are quite similar to those of
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some of the Australian states and the Canadian prov-
inces. For example, the geographical conditions of
British Columbia are very similarto those of Norway
and some of the many community colleges, espe-
cially North Island College in the coastal region,
have adopted a policy of course offerings mainly
intended for adults, highly decentralized and delib-
erately designed to support the development of the
region.

When the total enrollment of adults in higher educa-
tion is considered, it seems justifiable to ask whethe:
the rates of participation are higher in those states
and provinces which follow a decentralizec small
scale approach to distance education as a “upple-
ment to other distribution forms. The establishment
of big, central < _ecialized universities, such as the
German Fernuniversitat in Hagen and Athabasca
University in Alberta, do notseem to have promoted
a high adult participation in the area as a whole, in
spite of the impressive student numbers for thoze
individual institutions. Perhaps such large, central-
ized solutions were undertaken primarily in coun-
tries where traditional universities were not partic-
ularly p epared to open themselves to new student
groups or to adjust the pattern of their course of-
ferings to the specific demands of these groups?

In any case Sweden is no doubt among those coun-
tries that have taken yet another step towards the
inclusion of a policy of continuing education at the
university and college level. In contrast to a great
number of other countries, it ncw has an official
policy of offering only a part of a full degree program
in its own right as a supplement to basic training at
the secondary level of education. Consequently, the
criterion of completion rates for a full degree can no
longer be used as an indicator of the effectiveness of
the studies in that part of the system.

This gives us a specific purpose for discussing the
reasons behind a more general policy of continuing
education and their consequences for the design of
distance education programs within such a system
of education.

MOTIVES FOR A GREATER
EMPHASIS ON CONTINUING
EDUCATICN

The term continuing education is here used in a
wide sense of the word. It denotes those parts of the
life-long learning concert that have to be metby any
kind of systematic educational program, including
both organized study circles and formal programs
leading to some specific competence, certified by
any type of diploma, certificate or degree.

In this connection it may suffice to distinguish be-
tween two main motives for a greater emphasis on
continuing education. First, we have a social motive
to even out differences in formal and/or real compe-
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tence due to the social bias in the application and
selection procedures in the ordinary school system.
In this perspective the main goal for continuing
education is to provide adults with a second chance
to a vocational, general secondary or higher educa-
tion competence depending on what level they
broke off from their earlier school career. This com-
pensatory philosophy directs particular attention to
differences between social classes or strata but also
between regions and age groups which are often
correlated with social background variables. Even
though recent school reforms aim at evening out
social and regional differences in the enrollments to
past-compulsory education, they are seldom quite
successful in doing so. Therefore, a pool of un-
tapped talent will always remain at least to some
extent, although its size will decrease with the - val-
attainment of the reforms. A specific case may be
the aim to bridge the generation gap. !t is regarded
as a matter of justice that provision should be made
for the adult generation of at least some of the edu-
cational opportunities which now so generously are
offered to the youth, since it is this older generation
who through taxes have paid and still are paying the
costs for the great expansion of the educational
system. However, if that wish to bridge the gener-
ation gap was the main social motive, the provision
of continuing education opportunities for adults
would mean just a temporary expansion for a num-
ber of years, until the older generation approached
the age of retirement.

The other motive is stronger and so much longer
lasting that one is tempted to speak about an eternal
need. It is based on the needs for education of all
kinds evoked by the changing society with respect
to new technologies, structural changes ofthe econ-
omy and other forms of rationalization. But new
educationa! needs do also stem from the social and
environmental consequences of new technologies
and econumic changes as well as fron the trends
towards more participation by blue and white collar
workers and other employees in the cecision mak-
ing processes in the work-place and in municipal
boards or working groups, in labour unions and
political parties.

FORMS OF CONTINUING
EDUCATION

Traditionally two main forms of continuing educa-
tion are recognized. First of all we have different
varieties of non-credit course, sometimes, as so of-
ten in the Nordic countries, in the form of a study
circle under the auspices of a free educational asso-
ciation, sometimes at a ‘““folkhdgskola” or peoples
college more or less in the Danish Grundtvig-tradi-
tion, sometimes in the form of a formal course, e.g.
arranged by a university department of continuing
education. The organization depends upon the na-

tional, cultural context and its traditions. There are
no formal entry requirements and there are seldom
any direct links to original research. Sometimes the
label of “consumer-oriented” studies are applied to
this category of continuing general education, even
though there are both arguments and some evi-
dence that the participation cannot that easily be
distinguished from more investment oriented, com-
petence-related studies.

The other category thus aims at developing a specif-

ic competence related to the demands of the work-

inglife. In contrastto the characteristics of a ~< “eral

education program, which often implies a n-

tation in a field, the main emphasis is here  oper-

ational skills for which the individual, after tke train-

ing, can take responsibility, although he or she in

some way is under somebody’s supervision. This

well-known category embraces

— upgrading courses, often of an inservice training
type

~ further education courses within the participant’s
ordinary field of work

— retraining courses for new job requirements in
another occupation at the same level of respon-
sibility

— programs leading to a higher competence in the
same or in a new occupation.

The rapidly changing world of work has made this
type of continuing education a very frequent one. It
is ofte: stressed that, in the future, everybody has to
be prepared to change occupational status several
times during a life-time. This is also the basic idea
behind the term ‘‘recurrent education’” as an expres-
sion of a deliberate policy to distribute formal edu-
cational opportunities more evenly over the life-
span and to launch financial schemes in order to
promote adult participation. In any case it means
that the old “ruck-sack model”” no longer works.
School can no longer be expected to provide the
school leaver with all the intellectual food needed
for the rest of the journey through life.

In this field there are immense demands to be filled
for which ditance education has a defin ie to
play. And here we should recall what was said
earlier about full degrees. There is no valid argu-
mentthat higher education always has to mean a full
degree also for adults. Instead, they may be better
served by getting a higher education credit course in
just one or two specialist areas, perhaps combined
with quite different subjects, depending on their
basic level of training, their specific work situation
and their own motivation and career plans. Contin-
uing education for adults in a position of responsib-
ility in working life ¢nes also provide an excellent
opportunity for the research community to dissemi-
nate their findings and ways of thinking directly to
key target groups which often are in a position to
influence the working patterns and to pave the way
for new technologies or administrative routines.
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Thus, an active participation by researchers may be
in their own interest and also promote speeding up
the research dissemination process.

Finally, a third variety of continuing education
should perhaps be added to the two traditional ones
mentioned above. This “third alternative”’ seems to
correspond to the demands for a more profound
knowledge base by those who in differentcapacities
cooperate closely with highly specialized profes-
sionals and by those who in various advisory oi
decision making bodies have to take a stand and
even cast a vote on complicated new schemes af-
fecting the economy, the environment, the working
conditior:s and the life quality in the local communi-
ty cr in society at large. The required competence
does not need operational skills but a deeper under-
standing of implications and consequences than
usually are connected with the outcomes of study
circle activities and other forms of general educa-
tion. The targets outlined here may often require a
direct link with the research front and imply in-
tellectual processes of evaluation and synthesis, as-
sessing probabilities against each other at a quite
high taxonomical level of cognitive educational
goals.

CONSEQUENCES FOR THE
DESIGN OF DISTANCE
EDUCATION PROGRAMS

Finally, we should consider the consequences of the
new continuing education needs, outlined above,

for the design of distance education programs. In
this connection it may suffice just to emphasize a
few crucial points as some food for further thoughts
and to promp. further thinking. Consequently this
summary of the main contents of my presentation
will deliberately end up with the following open
questions:

(1) What steps would be taken within distance edu-
cation to promote the use of the adult students’
own experience as a resource in the teaching
and learning situation?

How can distance education programs be
adapted to the rapidly changingresearch frontin
many key areas which is necessary for the deep-
understanding of the third variety of continuing
education mentioned above?

How can one better provide for an individual-
ized feed-back to adult students who, depend-
ing on their different starting points and varying
experiences, face difficulties at very different
points in a study program, which cannct always
be foreseen?

How can we promote a necessary professional-
ism among distance educators not only to write
teaching materials and study guides but to eval-
uate, plan and design distance education pro-
grams in a way that best suits the interests of the
different target groups?

How can we best promote research on distance
education as part of a program aiming at a deep-
er professionalization of the field as outlined
above?

2)

3)

(4)

5
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Distance education

and national development
JOHN S. DANIEL

DISTANCE EDUCATION AMONG
THE NATIONS: A WORLD TOUR

Distance education continues to grow and evolve in
a marvelously diverse fashion around the world.
The diversity reflects differences in political philoso-
phy between countries, the availability of new
methods of communication, world economic tur-
bulence and, in a few cases, the impact of particular
individuals. The following vignettes attempt to cap-
ture the salient features of distance education (DE) in
various countries and regions. The coverage is
somewhat biased toward postsecondary education
and we emphasize how distance methods have
been harnessed to the national ambitions of differ-
ent countries in conformity with their prevailing
politico-economic values.

THE SOVIET BLOC

The right to distance education forms part of the
constitution of the USSR (Article 45);

“Citizens of the USSR have the right to education.
This right is ensured by free p:ovision of all forms of
education... by the development of distance and
part-time education courses. .. by the provision of
facilities for self-education.”

The objectives of DE in the USSR are closely tied to

the efficient training of skilled manpower. ilyin

(1983) justifies the role of HDE in the USSR in four

points:

— better training of specialists by the combination
of studies and work;

— DE costs two or three times less than full-time
education;

— the work/DE ~.ombination prevents students from
switching professions after training— which 15—
20% of conventional graduates do;

— conventional graduates need two-three years of
work before mastering their skills.

The clientele for postsecondary DE in the USSR is
huge, involving some 1.5 m students or 30% of all
students in institutions of higher learning(llyin
1983). Entrance is on the basis of competitive exam-
inations. There are 14 specialized distance teaching
universities (DTUs) and 800 distance subsidiaries
and branches of full-time universities and institutes
offering a complete range of programmes. The tech-
nology of Soviet DE involves correspondence cours-
es (study guides and text books) and some television
on a national educational channel. Its distinguish-
ing feature is the 30% of study carried out in face-to-
face settings, sometimes called the “consultation
model”. Soviet DTUs operate branches acioss the
nation (e.g. 23 branches for the USSR Financial and
Economic Institute for Distance Education which
has 32,000 students). Students are given paid leave
from work to keep up with their courses and attend
lectures and practical work at these branches.

The countries of the Soviet bloc are pleased with the
results of this model of DE and seek to improve each
element of the system. Mohle (1983) talks about
better integration of independent work into the edu-
cational process. He repeatedly stresses the goal of
training “’creative personalities’’ who will take ‘per-
sonal responsibility”’. He advocates however, the
teaching of "clearly established positions” so cre-
ativity may not extend very far into the DE curricu-
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Jum itself. Holmberg and Keegan (1984) note that
reliance on marxist-leninist thinking as the frame-
work for teaching and research is repeatedly
stressed by distance educators from the Soviet bloc.
Itis too early to know what impact the emphasis on
openness (glasnost) introduced by Mr. Gorbachev
will have on distance education. An article by Jedr-
zycki (1984) on the proposed open university in
Poland is evidence of the hopes that exist.

ASIA

The most exciting development in distance educa-
tion in the 1980s have occurred in the Far East.
Faced with the common need to expand higher
education countries have used distance education
in ways that reflect their varied educational and
political traditions.

CHINA

China, home to one quarter of humanity, is expand-
ing the provision of distance education rapidly. The
objective is to meet the needs of the development of
the national economy and of society (Jianshu 1987)
as part of the modernization of education. While the
rationale behind DE in China and the USSR is simi-
lar, the Soviet emphasis is on improving a well-
established educational system whereas DE in Chi-
na is part of a massive catch-up operation. In 1983
only 0.6% of the population were university gradu-
ates while 23.5% were semi-literate or illiterate. In
relation to statistics like these, the numbers now
involved in DE in China, impressive though they are
in absolute terms, represent only a modest begin-
ning. But there is no lack of idealism. Staff are urged
to gain "'a deeper understanding of higher corre-
spondence education in the cause of socialist eco-
nomic construction, to get them to dedicate their
lives to the development of higher correspondence
education in China” (Jianshu 1987). The aim is to
provide DE to 20m Chinese over the next 15 years.

In 1983 around 1,000,000 Chinese, or some 40% of
the country’s university population, were studying
ata distance. One third of this clientele was enrolled
in the correspondence programmes that are offered
by 311 of China’s 800 colleges and universities; one
third was associated with the Radio and Television
University of China (RTVU) — a decentralized sys-
tem of institutions; the final third was associated
with the local TV universities which, since 1978,
have "’sprurs; up like bamboo shoots after a spring
rain in China” (Yu Xu 1986).

As in the USSR, entry to DE in China is by selection
and there are close links with the workplace. Jian-
shu (1987) reports on the unified entrance exam
introduced in 1986 and taken by 1.3 m people.
Many students at the RTVU branches are workers
released full-time with pay. They watch the TV pro-

grammes in groups at the branches where they also
have contact with part-time tutors. Although the TV
universities are not “open’’ universities, the Chinese
hope that the vast classroom without walls which
they represent will, as a side effect, raise the educa-
tional ambitions in the population at large.

The programmes offered by correspondence in Chi-
na cover a wide range of topics and lead to the same
diplomas as on-campus study. The choice of cours-
es from the TV universities is narrower but now
expanding outside the original offerings of science
and technology. A satellite TV teacher’s college
opened in 1986 (Jianshu 1987).

The technology of correspondence teaching in Chi-
na parallels that used in the USSR. Face-to-face
contact accounts for about 30% of the total time that
the student devotes to the five components of each
course; independent study; lectures; submission of
assignments; tests; examination and thesis. Because
of the importance attached to staff-student contact
the staffing ratios, at one full-time academic per
25-40 students, are high compared to systems
based purely on independent study.

China is pleased with the results of its DE and seeks
to expz~d provision. Strong emphasis is placed on
the quality of management as the determinant of
future success. This is the major motivation behind
cooperative projects with other countries. It is pro-
posed (Jianshu 1987) that all institutions offering
correspondence courses should have a vice-presi-
dent for correspondence education. In the TV uni-
versities there is awareness of the need to improve
text materials and their links witn the TV pro-
grammes. The independent thinking required by the
present TV university format is seen as an advan-
tage, however, in a country now trying to break a
tradition of rote learning in its educational system.
The new Chinese policy of encouraging personal
initiative will likely give DE an even better image.
Some institutions, such as the Shanghai TV Uni-
versity, would like to put greater emphasis on part-
time learners and short-cycle programmes if the
current emphasis on full-time students can be re-
duced.

TAIWAN

Taiwanese experience presents a fascinating con-
trast to DE on the mainland. Chen (1988) reports
that because of the traditional Confucian emphasis
on the teacher as role model in a face-to-face set-
ting, the National Open University of Taiwan can-
not award degrees, even though its curriculum and
examination standards are identical to those in con-
ventional universities.

THAILAND
Thailand has created the most widely admired DE
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institution after the U.K. Open University. Sukhot-
hai Thammathirat Open University (STOU) was
founded in 1978 and admitted its first students in
1980. As Carr(1984) notes: “its presentation of such
varied programmes so quickly is impressive by any
standards”. For its objectives STOU “holds to the
principle of lifelong education, aims at improving
the quality of life for the general public, seeks to
increase the educational qualifications of working
people, and strives to expand educational opportu-
nities for secondary school graduates in response to
the needs of individuals and society” (Srisa-an
1984). The University is also charged with preserv-
ing and developing national culture and has already
made a significant contribution in this area by in-
creasing the quality and variety of books in the Thai
language.

The clientele of STOU consisted of some 200,000
students in 1983 and is expanding to a target of 0.5
m by 1990. Students have either, (i) 12 years of
schooling, (ii) 10 years of schooling plus 5 years
work experiance, or (iii) a degree or diploma. Most
students are in the 26~-30 age group and govern-
ment employees are much the largest occupational
group. Males slightly outnumber females and the
regional distribution of students is close to that of the
population at large.

STOU'’s programmes focus on professional and vo-
cational training in education, management, sci-
ence, law, economics, health science, home econ-
omis, agricultural extension, cooperation, politics
and communication arts. There are also extensive
professional development programmes with bodies
such as the national police department. The target is
400 courses, 100 of which were available in 1983.
Delivery technology is based on quality corre-
spondence texts with audio-cassettes, radio and TV
broadcast ““unopposed” in prime time on the na-
tional channel. State-of-the-art TV facilities are part
of STOU’s new campus north of Bangkok. The cam-
pus also includes residence accommodation since
all students must attend 4-5 day intensive work-
shops during their studies.

The results of the fiist years of STOU'’s experience
are impressive. A large enterprise that is well in-
tegrated with the existing educational infrastructure
has been builtup quickly. Drop-outrates are modest
at around 25% and the pass rates of 80% are high.
Perhaps the most encouraging fact of all is that
510U can foresee the time when student fees alone
will cover the operating budget and government
support will not be necessary. Just as the success of
the U.K. Open University owed much to the lead-
ership of its founding head, Walter Pery, so STOU’s
success reflects the dedication and brilliant admin-
istration of its founder, Wichit Sris a-an. His appoint-
ment to a senior government post in 1987 deprived
distance educaticn of one of its world leaders.

VIET NAM

Viet Nam has awarded 50,000 degrens by distance
education since 1960. The focus now is on the
in-service training of workers, 30,000 of whom are
enrolled in distance courses offered by 30 conven-
tional institutions. The combination of correspond-
ence tuition and face-to-face contact in local cen-
tres recalls the Soviet distance education model.
The most pressing problem for DE in Viet Nam is
shortages of paper and equipment (Unesco 1983).

JAPAN

Japan kept the world waiting for 16 years, from 1969
to 1985, while it planned and designed its Uni-
versity of the Air. Separate from the existing corre-
spondence provision of Japanese universities, this
new institution was established in 1985 to offer
liberal arts programmes in domestic science, indus-
trial and social scicnces, and culturai and natural
sciences. These are 4-year programmes aimed at
both adult students and high school graduates. The
students’ weekly commitment of approximately ten
hours is divided between TV (3 hrs), written materi-
als (4-5 hours) and attendance at study centres (3
hrs). (Yabe 1983)

SOUTH KOREA

South Korea set upa correspondence college within
Seoul National University in 1972 to provide a 2-
year programme to those who failed the national
university entrance examination. Despite a drop-
out rate of 70% it was highly cost-effective and its
graduates had a very high success rate in entry to the
upper years of conventional university programmes
This college became the Korea Correspondence
University in 1982 and now enrolls some 250,000
students in 5-year programmes in 13 subject areas.
Admission is by lottery among high shool graduates.
The instructional strategy includes printed materi-
als, assignments, radio programmes, a student
newspaper, and two weeks of lectures per year at
local centres associated with conventional universi-
ties (Kim 1983).

HONG KONG

In relation to its population the capacity of the uni-
versities, colleges and polytechnics in Hong Kong is
small. For this reason it is the country with the
highest number of its citizens studying overseas
(50,000+). Legislation formerly prevented the
emergence of local DE providers to satisfy the high
demand for university study.

The largest provider of DE in Hong Kong is the Open
College of the University of East Asia. This college is
the most interesting collaborative venture in dis-




tance education in the world. According to Swift
(1986): “Our college is unashamediy parasitical.
We offer English language degrees using almost en-
tirely imported courses. We teach them in the same
way and at the same level as in the originating
institution and we examine them at the same level
by using external examiners (and often the exam-
inations) from that institution.”’

Planning for the college began in 1981, students
were enrolled in 1982 and the first graduates ap-
peared in 1986. The college already breaks even on
student fees alone (HK$40,000 for a 3-year degree)
at an enrolment of 1000 full-time equivalent siu-
dents. As enrollments increase and the college ben-
efits from economies of scale its performance will
improve even further . Already in the 5 years of its
existence withdrawal rates have decreased sharply
while pass rates have increased.

Swift’s account of the strategy of the Open College is
required reading for anyone interested in interna-
tional cooperation in distance education. He ad-
dresses such issuesas contract negotiation with oth-
er institutions the possibility of cultural imperialism,
governmental hostility to distance education, and
the opportunities for cloning the open college con-
cept.

INDIA

Faced with a huge unsatisfied demand for higher
education and alleged corruption in its external ex-
amination system (A ‘challenge” examination ar-
rangement), India turned to DE with the creation of
the correspondenceinstitute of the University of Del-
hiin 1962. Although the original intent was to create
only one such institute per state and to limit enrol-
mentin each to 10,000 they proliferated tothe extent
that 20% of India’s i 33 universities now have corre-
spondence institutes. Paul (1983) describes one
suchinstitute and Datt (1982) gives a profile of Indian
correspondence students. The results of this move to
DE disappointed the Indian auth orities. Theclientele
is only 115,000, programmes are mostly limited to
arts and commerce and the technology used rarely
goes beyond printed materials of inferior quality with
occasional use of radio and study centres.

Reddy (1984 lists the reasons why the correspond-
ence institutes do not enjoy high credibility and
describes the latest developments in DE in India.
These are the creation of stand-alone open uni-
versities intended to bring to Indian DE the serious-
ness of purpose and professional competence that is
lacking in the correspondence institutes. Carr
(1983) describes the background to the establish-
ment of the Andhra Pradesh Open University in
1982 and Singh (1985) reports on the creation of the
Indira Gandhi National Open L!niversity (GNOU)
in 1985. This will be the keystone of a national

system of Indian open universities. Fusthermore the
legislation creating IGNOU also gives it a coor-
dinating role for DE throughout India. This signals
the determination of Indian governments to use DE
more effectively.

PAKISTAN

Pakistan has concentrated its investment in DE in
the Allama Igbal Open University (AIOU), created
in 1974 as "“a People’s Open University ... to pro-
vide part-time educational facilities through corre-
spondence courses, tutorials, seminars, workshops,
laboratories, te.:vision and radio broadcasts and
other mass communications media’’. AIOU’s clien-
tele is defined as "‘the masses’’ and degree work is
intended to be only a small part of its programming.
In 1983 about half the 65,000 students were en-
rolled in degrec courses. There is a strong emphasis
on teacher education and some 60,000 teackers out
of a potential market of 160,000 had taken the
AIOU primary teachers orientation course by 1982.
The other main focus has been general education at
the junior college ievel (Fleming 1982). The tech-
nology used by AIOU consists of printed books to-
gether with radio and television broadcasts. Tutorial
support in some 150 study centres is given for certif-
icate courses.

After a rapid start and promising early results AIOU
is experiencing somz financial difficulties and suf-
fering from the shortcomings of the country’s com-
munications infrastructure. The acquisition of its
own printing press was an important step in reduc-
ing delays in the delivery of materials to students
(Unesco 1983).

THE SOUTH PACIFIC AND
AUSTRALASIA

THE PACIFIC ISLANDS

In this region one talsk not of the number of uni-
versities in the country, but of the number of coun-
tries in the university. From its main campus in Fiji
the University of the South Pacific (USP) services
eleven count:ies: Cook Islands, Fiji, Kiribati, Nau-
ru, Nieu, Solomon Islands, Tokelau, Tonga, Tuvalu,
Vanuatu and Western Samoa. DE is a sine qua non
for serving such a territory. Gillard and Williams
(1986) describe how USP has risen to the challenge
of serving this diverse student body distributed over
an area of ocean the size of Australia. The tech-
nology is essentially based on printed study material
but interesting use has been made of satellite tuto-
rials. Although only 5% of students actually used
this service, which was limited to a total of 300
hours per year, the existence of this possibility of
dialogue is believed to be psychologically impor-
tant. The satellite used (AST-1) having ceased ser-
vice, USP is seeking time on other satellites.
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NEW ZEALAND

New Zealand has a longtradition of distance educa-
tion since its population is dispersed throughout two
islands wheretravel is slow because of mountainous
terrain. There is one major provider of distance
education at each level: the Correspondence
School for elementary and secondary students; the
Technical Correspondence Institute for postsecond-
ary technical education; and Massey University for
university level work. More recently Massey’s work
has been complemented by an initiative of the Uni-
versity of Otago in Dunedin which has set up a
national teleconference network that will be used
for programmes in dentistry, humanities, social
work, wildlife management and continuing medical
education.

AUSTRALIA

If the organization of DE in New Zealand is simple
and logical a sharp contrast is to be found in neigh-
boring Australia which is a federal state. Appropri-
ately enough the latest book on postsecondary DE in
Australia is entitled Diversity Down Under (ASPESA
1985). White (1982) traces the history of DE in
Australia, Mitchell (1986) gives ire example of one
state and Gough (1983) highlights the problem of
proliferation of institutions providing DE.

The objectives of Australian DE have evolved from
"access” to ""equivalence” and "excellence” in re-
cent years according to Gough (ASPESA 1985). The
Australian government sees the provision of DE as
important because of :~ e trend to life-long recurrent
education, an ageing population, the increasing ex-
pectations of women, and a more cr.mpetitive la-
bour market. Australia is proud of its “dual mode”’
tradition whereby the same faculty teach conven-
tional and distance students. The results of the Aus-
tralian experience are a vibrant DE sector which,
perhaps because of its diversity and competitive-
ness, has contributed much to the international DE
literature. The lack of coordination among provid-
ers is the problem most frequently ide ntified.

AFRICA

No continent has a greater need for distance educa-
tion than Africa (Ansere 1982) but nowhere is there
a greater gap between need and supply. Apart from
the University of South Africa, which has expanded
to 60,000 students (ot which 13,000 Blacks) since it
began as the world’s first open university in 1947
{(Van As 1985), provision of DE in Africa has lacked
resources and continuity. A striking example of shat-
tered hopes was the Open University of Nigeria
which was closed down for economic reasons al-
most as soon as it began (Omolewa 1984, Oduaran
1985). Tanzania is another striking example of a

country where education and DE are claimed to be
central to national development but have lan-
guished because national development has not gen-
erated the economic resources to do much. Al-
though development policies are changing, Reuben
still calls education "a state ideological institution”
and describes Tanzanian DE against the background
cf Nyerere ,ocialism.

The greatest need for distance education in Africa is
at the secondary and technical/vocational levels, a
need which universities have been helping to meet
(e.g. in Kenya see Gitau 1984, 1986). Zambia offers
university level correspondence courses with some
radio to 600 students (Siaciwena *984) but teacher
education and upgrading have been the nearest
thing to university-level work attempted on any
scale in most African cour ries. Gitau (1986) de-
scribes Kenya’s programmes for teachers and their
cost-effectiveness has been assessed positively by
the World Bank (Hawkridge 1982). Holmberg
(1985) notes how these efforts suffer from "’a con-
stant lack of material resources and funds” with
""new activiti. virtually smothering older ones’’ all
too often.

On the positive side, however, asignificant cadre of
distance education workers have been trained in
Africa in recent years and 29 African agencies active
in distance education at some level responded to a
recent survey conducted for the Commonwealth
Secretariat (IEC/CET 1987). With more resources
and some international help DE could grow signif-
icantly in Africa in the years ahead. As in Zambia
(Siaciwena, 1988) a key goal of national devel-
opment in Africa is to reduce rural/urban disparities
and inculcate useful skills.

LATIN AMERICA

DE in Latin America presents a fascinating study.
Nowhere is the enthusiasm for distance education
greater. New projects, such as the Columbia open
and distance education system are described with
missionary fervour and an abundance of organiza-
tional and planning charts (Gomez 1984).

The Associacion |beroamericana de Educacion Su-
perior a Distancia publishes a bulletin that reports
on developments in a number of countries. These
have included operations within conventional uni-
versities such as the Universidad Abierta of UNAM
in Mexico, the Universidad de Antioquia and the
Universidad Javeriana in Columbia, and the Centro
de Teleducacion of the Universidad Catolica of Li-
ma, Peru. Anderson (1982) suggests that some 50
Latin American universities have made serious at-
tempts to offer distance education but that "like
grassfires on the savannahs’’ most of these initiatives
have been short lived.

Two universities designed solely for DE, Venezue-




la’s Universidad Nacional Abierta (UNA) and Costa
Rica’s Universidad Estatal de Educacion a Distancia
(UNED) have been described in detail by Yepez
(1984) and Trejos (1984). Rumble (1982, 1985) has
written about the evol “"n of both institutions. He
finds that Latin American DE initiatives suffer from
proyectismo, "'the elaboration of ambitious plans
out of all proportion to the resources available to
implement them”’. Furthermore, there are often un-
realistic expectations that the introduction of the
technology of distance education will then remove
undesirable featires of the existing system. In the
words of Tedesco (1983):

"“There is... a frequently encountered fallacy in
literature onthe subject that attributes the antidemo-
cratic, rigid and traditunalist characteristics of the
formal education system to its technical aspects; itis
thereupon assumed that by changing the technol-
ogy, these characteristics can be eliminated. This
kind of technocraticutopia has been rapidly refuted
by the facts, and it is becoming increasingly clear
that there is no reason to suppose that the objectives
that the traditional system fails to achieve could be
attained using new educational practices, if the var-
iables which define the social context remain un-
changed.”

Rumble concludes that the locus of DE develop-
ment in Latin America may move to the private
universities since they do not have the organization-
al traditions, political ebullience and lack of funds
that have hampered d~elopments in the public
universities.

ARAB STATES

For various reasons DE has come fairly late to the
Arab world. The creation of al-Quds University in
Jordan is an example of the use of DE to try to change
national characteristics judged inimical to national
development, such as a preoccupation with paper
qualifications and a disdain for technical skills (Wa-
lid, 1988).

NORTH AMERICA

North America is dominated by two federal coun-
tries, Canada and the USA. Their national govern-
ments have little jurisdiction in educational matters
and in neither case have they played any role in the
development of DE. This is almost as true of the
provincial and state governments, which do have
authority in educational matters but have usually
left DE initiatives to existing institutions. Exceptions
are British Columbia, which set up the Open Learn-
ing Institute and the Knowledge Network, and more
recently Ontario, which has established a Northern
Ontario Distance Education Access Network.
Against this background the distinguishing feature
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of DE i Nortn America is its very diversity. Institu-
tional free enterprise has given rise to hundreds of
programmes serving an array of objectives and us-
ing varinus technologies. For the USA Markowitz
(1983) reports 70 universities offering college-level
credit courses to some 150,000 students. His survey
shows that the typical programme is located at a
Mid-western university, had 2,055 college-level
carrespondence enrollments in 1981-1982 and
had a full-time staff of seven and a hzlf persons with
all faculty teaching on an overload basis.

Canada also has a number of conventional uni-
versities that offer correspondence courses, for ex-
ample Waterloo which has the largest English-lan-
guage programme (300 courses, 20,000 students)
«nd Laurentian which offers courses in both lan-
guages. Recent focus has been service to minority
groups. Like Australia, Canada has generated a liter-
ature of distance education that is disproportionate
to its size. Recent books in English (Mugridge and
Kaufman 1986) and French (Henri and Kaye 1985)
are good examples. English-Canadians agonize
over the use of electronic communications in dis-
tance education, French-Canadians, who mourn
the loss of a somewhat idealized teacher-student
relationship, stress the importance of l'encadre-
ment.

EUROPE

Distarce education is a century-old tradition in sev-
eral European countries. For example Sweden has
known distance education for 150 years (Baath and
Willen 1984) and it became a major component of
the educational system after the establishment of
Hermods in 1898. By the mid 1960s the proportion
of Swedes learning at a distance may have been the
largest in the world and correspondence education
had high credibility. However, by the mid 1970s
correspondence education was in decline in Swe-
den because the state began providing increased
opportunities for face-to-face adult education.

Norway shows a contrast between the blossoming
of non-university distance education — extensively
reported in the literature — and the paucity of re-
ports on postsecondary DE. Here, as in Finland
where some 4,000 are involved in postsecondary
DE (Hawkridge 1984) existing universities are now
cooperating to provide distance education courses
in a range of subjects using print and audio tech-
nology with some broadcasting.

Conventional universities have also been responsib-
le for postsecondary DE in France where Centres de
tele-enseignement Universitaire in 18 universities
offer courses to some 20,000 students (Lefranc,
1985). Other European countries, notably Britain,
West Germany, Spain and, most recently, Holland,
have opted to provide postsecondary DE by creating
cpecial institutions. The creation of the UK Open
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University (UKOU) attracted worldwide attention
and its success has been extensively reported (for a
brief summary see Harry, 1982). The objectives of
the UKOU are to be open asto people, geographical
location, methods and ideas. It now enrolls some
80,000 students in undergraduate and associate
courses using a rich multi-media teaching system
that includes, in addition to its basis of correspond-
ence texts, TV and radio broadcasting, experimen-
tal kits, telephone tutorials and a network of local
study centres. In contrast to the highly organized
and centralized structure of the UKOU has been the
Open Tech (Tolley, 1983; Freeman, 1986) a com-
plex venture involving the provision of 7,000 open
learning packages by 300 producers through over
150 college ceatres. The growth of the Open Tech
has been especially interesting in view of the com-
ment by Perry (1976) the founder of the UKOU, that
although the gre test need for distance education in
Britain might well have been at the pre-university
level when the UKOU was set up, an open uni-
versity had to be created first in order to establish the
credibility of distance teaching systems.

In West Germany a strong tradition of pre-university
correspondence teaching had little impact on high-
er education until the creation of 1966 of DIFF
(Rebel, 1983) which develops in-service courses
that are offered tc teachers through cooperating in-
stitutions. In 1974 the state of North-Rhine West-
phalia created the Fernuniversitat (Bartels, 1984,
1985; Keegan 1982) to relieve pressure on existing
universities. Israel created Everyman’s University in
1976. It now enrolls about 10,000 students in 115
courses (Shatzman, 1984) and has been judged a
cost effective contribution to the country’s system of
higher education (Melmed et al. 1982).

Legislation to create a natiunal distance education
university (UNED) was nassed ir Spain in 1970.
Later legislation aimed at c'ecentralizing the admin-
istration of conventional Spanish universities has
now left UNED in the advantageous position of
being the only national university (Popa-Lisseanu,
1985). It enrolls some 90,000 students (average age
around 30) and its graduates have high credibility
with employers. Finally, the Open University of
Holland began operations in 1984 (van Eesteren-
Smith, 1984; van Enckevort, 1985).

CONCLUSION

This country by country analysis reveals that the
general literature of DE gives a misleading impres-
sion of the purposes to which DE is put and the
methods it uses in the advancement of humankind.
Two examples will suffice. Firstly, acommon belief
if that DE is primarily an open learning experience
for part-time adults, aged 25 or over. The review
shows that most postsecondary DE students are

aged 18-24, must pass an admission examination,
and are enrolled full-time. Adding together the post-
secondary student enrollments listed in our country-
by-country survey gives a total of nearly 4 m. The
USSR, China, South Korea and Thailand, where the
conditions listed above generally obtain, account
for three-quarters of the total.

Secondly, DE for this majority consists of fairly sim-
ple media: correspondence texts, broadcast televi-
sion and tutorial meetings. The literature creates the
false impression that interactive telecommunica-
tions are now a major part of distance education
methods. What this tells us, of course, is that there
are two worlds of distance education, one focussed
on school 'eavers, the other on adults. Interestingly
the two reproduce what the OECD has found to be
the two best eductional predictors of national eco-
nomic prosperity, namely 1) the proportion of
youths staying in full-time education beyond the
school leaving age and, 2) the proportion of 20—30
year olds returning to postsecondary education
while working.

Naturally, countries that have long been industri-
alized have extensive provision for youths to contin-
ue full-time college and university education in net-
works of conventional institutions. For these coun-
tries the focus of DE is on the lifelong education of
working adults. Since these countries are richer,
they can use fancier technology and take time to
write articles and books about what they are doing.

For the countries in the throes of industrialization
the focus is on the postsecondary education of
young people. Their DE programmes are aimed at
mass audiences and use mass technologies like
printing and broadcasting that are characteristic of
the industrial era.

Besides these two worlds there is a third, where DF
must be used to a.xment and expand the provision
of primary and secondary education. In this world
postsecondary education at any age is still a luxury.

In the second world of DE, wh~re industrial meth-
ods are used to reach large numiars of people, DE is
also a vehicle for national cultural and linguistic
development. As major producers of print materials
these institutions have a special role in maintaining
and enhancing local languages. This is notably the
case in Thailand, India and Korea. The same phe-
nomenon can be observed in parts of the first world
of DE, such as French-Canada, Israel and Holland
(with Flemish-Belgium). The advanced countries al-
so use DE to reach particular groups in order to
achieve certain national goals. The Canadian prov-
ince of Ontario has created a DE network in its vast
Northern region to help equalize opportunity there.
Many countries have used DE for upgrading school
teachers in new curricula and methods. In the UK
special DE projects have included increasing par-
ents’ knowledge of the development of young chil




dren and teaching manufacturers about applica-
tions of the microprocessor.

These examples reveal the most important strengths
of DE as atechnique in the service of national devel-
opment. They are itsflexibility, rapidity of execution
and scale of impact. Furthermore, DE systems tend,
rnuch more than conventional educational institu-
iions, to be self-improving systems which evaluate
their effectiveness and make revisions as a matter of
course. There are, however, limits to the role or
distance education in national development. DE
cannot, of itself, change the values and habits of a
nation in a short period. It is a evolutionary, not a
revolutionary approach to education.
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Distance education

— a developing concept
JACK FOKS

INTRODUCTION

Distance education is a concept which has devel-
oped itself out of existence.

But it certaily proved useful while it lasted. A lot of
people have made their reputations because of it,
and have been able to meet in various pars of the
world to discuss it. More importantly it has led to
action by which students have benefitted.

In this paper | will look atsome of the ways in which
development has taken place and will propose that
the accumulative effect is that distance education is
no longer useful as a concept. In doing so, ! will
touch on the developments in the approaches tak-
en:

® to the preparation of study materials;

® to student support;

® tothe use of technologies, looking in particular at
the different effects on poor and rich countries;

® by government towards education in general and
distance education in particular;

® to the privatization of education;

® to the question of distance education as a sep-
arate philosophy.

STUDY MATERIALS

Materials have developed from being just duplica-
tions of lecture notes, through to being study materi-
als in their own right, based on highly developed
principles of instructional design. Notes reproduced
on spirit duplicators have been replaced by high

quality print productions with impressive levels of
surface design. And now printis being complement-
ed by, combined with, or replaced by a whole range
of alternative media and technologies which will be
looked at further in section 4 which follows.

Distance education programs and associated study
materials were originally planned designed and de-
veloped by a teacher or lecturer identified by his/her
superior as having spare time up his/her sleeve or
having suffered a nervcus breakdown, or being
pregnant, or not safe to It loose on the students.
Now development is carrie'd out oy teams of profes-
sionals, each with something to contribute to the
process — content expertise, instructional design,
sub-editing, media selection and application and
technological prowess.

STUDENT SUPPORT

Students have changed. They are more sophisti-
cated and expect more. They have access to more
resources (even in developing countries radio and
television are reaching more people).

There continue to be those who learn at a distance
because they have no choice but there are many
others who prefer to do so. This preference may
reflect many things, including greater compatibility
with life style; greater personal control over time,
place, pace and manner of learning; a way of avoid-
ing a return to the sort of institution with which there
are too many unhappy associated memories.

Students interact more with each other. And there
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are far greater variations in the ages, gender and
social backgrounds of distance education students.

Student support systems have developed in many
different ways. The general trend has been to in-
crease the level and sophistication of support.

Pre-enrolment counselling is now often more than
the provision of basic information on what courses
are available; assistance in interpreting course in-
formation can lead to more involved and sensitive
interaction between intending students and a dis-
tance education institution. Cross-institutinnal re-
ferral services add to the enrolment support.

Learning support has developed from situations
where students were left pretty well to themselves to
cope with correspondence notes and associated as-
signment work. Tutors are encouragad to engage in
meaningful two way communication with their stu-
dents, in writing or via other media. Seminars,
workshops and summer schools are being looked at
more critically and, when appropriate and possible,
alternative strategies, more suitable to the needs of
students, are being used. Personal contact between
students and tutors, and students and students, sup-
plements more formal arrangemerts. Arrangements
are made for students to have access fo learning
resources in addition to formal study materials.

Student-tutor interaction has also changed signif-
icantly. Once upon a time this involved students
receiving materials, reading them, submitting writ-
ten assignments and receiving marks in the form of
alphas or numbers. Whilst this still continues, there
is now also a whole range of complex two way
communications taking place between students and
tutors.

Tutors are now often expected to provide much
more than a simple alpha or numerical mark; in-
deed they are encouraged to continue and enhance
the learning process by indicating to students how
they might improve their responses, referring them
to references which will add to ideas raised in as-
signments, supporting them when they are having
difficulties and bringing them back to earth when
they get too carried away. These communiations no
longer take place only on paper. They may involve
interaction in face to face situations, by telephone,
via computers, during television and radio broad-
casts, by exchange of audio and video recordings
and by various combinations of two or more of
these.

And then there is learning management, a process of
ongoing educational support and counselling dur-
ing a student’s course of study. If a student experi-
ences particular difficulty, if a student is not suffi-
ciently challenged, if the chosen course of study
turns out not to be appropriate, the student can
discuss this with a mentor, responsible for that stu-
dent’s pastoral care and consider ways of dealing
with the situation. At its most passive, learning man-

agement is provided in response to students’ re-
quests. Itcan also be pro-active with mentors on the
alert for, and taking action in response to, danger
signals such as late return of assignments, poor
marks, changes in students’ personal situations and
unsatisfactory performances by tutors.

Behind services to students are administrative ser-
vices which distance education institutions have
over the years developed to high levels of sophisti-
cation. They include processes for employing tu-
tors, stock control systems, assignment traffic rec-
ording/monitoring systems and processes associat-
ed w'th certification.

Computers are increasingly being used to provide,
or help provide, services to distance education stu-
dents. Their usefulness may be more apparent in the
case of students records but there are also very
useful programs associated with counselling, stock
control, assignment traffic control, tutor payments,
and so on. However, the decision to use computers
to supplen.ent or provide student services should be
based on a thoughtful analysis of the tasks to be
performed and a considered weighing up of the
mitial and ongoing investment against the projected
output, :

TECHNOLOGIES
GENERAL

Developments in technology have had a tremen-
dous impact on distance education. They have
opened up opportunities but they have also high-
lighted problems, in particular those associated
with the differences between rich and poor coun-
tries. Sections 4.2 to 4.6 which follow examine
some of the advantages of technologies in distance
education, some of the general barriers to their ef-
fective use, specific problems for poor countries and
some of the issues involved in overcoming the diffi-
culties.

ADVANTAGES

New technologies have added to the extent to which
distance education overcomes disadvantage.

Whilst there is a tendency for distance educational-
ists to argue that traditional face to face teaching is
unique in placing restrictions on actual and intend-
ing students, they themselves can, and often do,
impose limitations — students can be required to
submit assignments according to prescribed sched-
ules, attend compulsory residential schools and sit
for examinations at set times. But the way that dis-
tance education creates barriers, which is relevant
here, is to use the printed word as the basis for its
study materials and the written word as the basis for
student assignment work. This is inappropriate for a
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large number of students, ranging from those who
are simply not comfortable with the printed word
through to those who are illiterate. Depending upon
the nature of the educationzi program which is be-
ing provided, it may weii be more meaningful to use
alternative technologies — young people who shy
away from printed materials 1.1ay, for example, be
far more at ease with learning experiences based on
video games.

The new technologies also provide the capacity for
far greater interaction. There is the immediate inter-
action of computer aided instruction and the de-
layed interaction of recorded audio tapes sent be-
tween student and tutor.

In the past many practical activities have not been
possible for distance education students, due to the
inaccessibility of appropriate equipment or due to
the expense and danger associated with the equip-
ment or processes. The new technologies offer the
possibility of increasingly realistic simulated experi-
ences in a whole host of areas — flying areoplanes,
conducting chemical experiments and handling ex-
plosives.

Many students have to overcome various levels of
apathy and hostility to the learning process in gener-
al and to traditional methods and media in partic-
ular. Using media which create interest, which pro-
vide novelty and which are, in fact, the media with
which students are comfortable because they are
using them at home, at work or at play, can provide
a degree of motivation that students do not always
associate with education and training.

As | have indicated elsewhere, there is increasing
pressure on educational organizations to be more
cost effective. The new technologies add to the
means by which distance education programs pro-
vide economies of scale and lessen the need for
capital intensive and quickly out-dated buildings
and equipment. But the new technologies also pro-
vide increased economiz when they are used to
prepare and produce print-nased materials. The in-
troduction of computerised qord processing and
type setting provides the opportunity for more effi-
cient editing and exchange of materials; computer
aided graphics reduce the need for repetitive art
work; desktop publishing programs introduce grea-
ter efficiencies still; and new high speed printers
offer cheaper materials more quickly.

There is growing recognition that, for many students
and for many educational programs, eductors need
to go beyond their traditional roles of lecturers and
markers of assignments and examinations. They
need to manage diverse and complicated individual
learning programs and to become facilizators and
mentors rather than the focus of all attention and the
source of all knowledge and wisdom. But this re-
quires careful record keeping for some very in-
volved processes, record keeping which is not only

accurate but is also capable of providing informa-
tion which will enable educators to assist students to
make their individual progress through, amend, or
even abandon, their courses of study. A fundamen-
tal requirement for the distance educator to be able
tofulfill this role is a sophisticated assignment track-
ing system. There are how many computer based
programs which provide such learning manage-
ment at high levels of complexity.

SHARING TECHNOLOGY-BASED
RESOURCES

There are two main reasons given for sharing educa-
tional resources. | have already mentioned the asso-
ciated economies and | now add the sharing of
academic and instructional expertise. Both are tell-
ing reasons for distance education programs to be
based on shared resources-as their most significant
costs are associated with the development and pro-
duction of their study materials and because they
have some potential for sharing expertise around.
The new technologies offer considerable scope for
sharing; indeed the very high level of sophistication
and resources required to develop technology
based resources makes it essential if programs of any
usefulness are to be developed.

Not only is it possible, with the correct planning, to
share audio and video tapes, audio and video discs,
radio and television broadcasts and computer based
software and courseware. As more and more print-
ed materials are based on computerised word-proc-
essing, type setting and graphics, the potential in-
creases for the cost-effective sharing of copy in dig-
ital form.

GENERAL BARRIERS TO EFFECTIVE
USE OF TECHNOLOGY

I have written elsewhere about significant trends in
the new technologies (ICDE Bullet 1, May, 1984). |
identified decreasing cost, increasing versatility, in-
creasing user friendliness, standardization of for-
mats and protocols and the capacity for technol-
ogies to interact.

In that article ! also wrote of barriers to effective use
of the new technologies, mentioning educational
imperialism, lack of communication and co-oper-
ation between organizations, the unfair and exces-
sive reliance on enthusiastic amateurs, educational
conservatism and the high level of resources and
sophistication needed for meaningful development
and implementation of technology based learning.
To these barriers | now add the "cargo cult” of
technology. This assumes that, if the equipment is
obtained, the courseware will appear by magic. The
most recent, example of this is the satellite but it is
equally true of computers, broadcast television, rec-
orded video and recorded audio The "cargo cult”’
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mentality manifests itself in a number of ways —
capital investment which is not backed up by recur-
rent funding; installation of complicated equipment
without a corresponding provision of technical staff;
reliance on one enthusiast who may move on leav-
ing behind equipment that no one else understands
and/or cares about; the acquisition of equipment
which is not appropriate to the educational tasks
and the situations of students; and the development
of courseware which assumes student support sys-
tems which are just not there.

BARRIERS IN POOR COUNTRIES

In addition to the general barriers listed above, de-
veloping countries have specific difficulties if they
wish to use the new technologies effectively. | have
attended a number of conferences including, | re-
gret to say, those organised by the ICDE, where
delegates from well-to-do organizations in well-to-
do countries deliver to their less well off colleagues
gratuitous a' +ice on how to solve their educational
problems — especially those of access by students
— by the use of expensive and sophisticated tech-
nologies which rely upon expensive and sophisti-
cated technological infra-structures, in particular
those associated with telecommunications.

This does not provide much joy to educationalists
from countries which do not even have an effective
postal system, let alone terrestrial or satellite based
telecommunications systems. However, it is inter-
esting to note that satellites do offer the opportuni-
ties for developing countries to leap straight into the
new systems of communicatons without having to
compete with, discard, or complement well estab-
lished existing systems (because they do not have
them). Of course this is only possible if — and it is a
big "’if’ — a generous benefactor donates the neces-
sary equipment and training. This happened to
some extent when the University of the West Indies
made effective use of satellite space and equipment
donated by the USA.

The lack of equipment, resources and expertise is
often evident in developing countries and in indi-
vidual educational institutiuns and systems in those
countries. Even when institutions have the neces-
sary resources, this does not mean that students will
have access to them. In particular, distance educa-
tion students, who are unable to get to the campuses
where the resources are located, may be required to
obtain their own equipment or *» make arrange-
ments to gain access to local equipment. This raises
considerable problems for students from low socio-
economic backgrounds.

Another problem for poorer countries and poorer
educational institutions is that, whilst they may re-
ceive donations or grants which enable them to
acquire equipment and systems, they will not have
the recurrent funding necessary to develop software

and courseware, t, maintain the equipment or to
replace it. In addition there may just not he the
technical expertise available to provide that sort of
expertise.

Before enthusiastically adopting technology to de-
liver learning, one must consider the nature of one’s
students. Their cultural backgrounds, the language
with which they are most comfortable, their atti-
tudes to and their familiarity with technologies,
must all be considered. One cannot assume a ho-
mogeneous population in any country, but in cer-
tain developing countries student backgrounds can
vary tremendously, from each other and from those
seeking to educate them. The:e are five hundred
languages spoken in New Guniea. The sense of
humour of a tribal member of that country’s High-
lands is quite different to that of che well meaning
city dweller, educated in an Australian university,
who is attempting to develop an audio tape from
which the tribesman is to learn; and certainly their
experiences with various technologies will not be
the same.

In most countries, politicians are interested in edu-
cation and they are interested in telecommunica-
tions. In developing countries, where they are con-
cerned to see rapid and co-ordinated development
in both areas, they may see it as necessary to set
parameters for educational institutions in terms of
their curricula and use of technologies. In those
developing countries where there is some volatility
in the political situation or where the governments
see the education systems as the means to promote
particular values educationalists will need to take
account of how this may affect their use of tech-
nology, particularly when they consider using cour-
seware developed elsewhere.

USING TECHNOLOGY
EFFECTIVELY

There are four areas to consider when dealing with
the question of providing meaningful technology
based distance education to the many and varied
persons and groups in the different countries of the
world:

planning is about taking informed decisions. It is
about establishing educational priorities within a so-
cial, economic and pulitical context and translating
these priorities into investment in capital, in recur-
rent activities and in program development. At a
more specific level, it is about designing learning
prcgrams which will use appropriate combinations
of learning strategies and learning resources to
achieve identified educational objectives; and it is
about planning appropriate student support systems
— it is not much use designing interactive comput-
erised learning programs if students do not have ac-
cess to the equipment or if they are reluctant to use it;




co-ordination of the development of technology
based courseware is often preferable, even neces-
sary. In educational terms, academic and technical
expertise can be concentrated in the development
of resources to be made available to those who
would not normally have access to it. The devel-
opment of much of the courseware is complex, time
consuming and expensive. More and more govern-
ments demand co-ordinated approaches, some-
times directly, sometimes indirectly, for example,
through a telecommunications policy. Where co-
ordination is to be found, it is usually within in-
stitutions and educational systems; sometimes it is
evident at a provincial or even national level;

co-operation is a way of achieving more education-
ally effective and cost effective use of the tech-
nologies where co-ordination is inappropriate or
impossible, for example wien we consider the shar-
ing of resources and talent between nations. It can
apply to the development of resources and to the
delivery of programs and will involve various levels
of involvement by participants and various services
to students;

sharing information and resources is a more specific
form of co-operation.

How willing are institutions, systems and countries
to share?

Much has been made of the "not developed here”
syndrome as a barrier to sharing. Whilstthis contin-
ued to be the case in countries and institutions
which can afford to take such a stand, itis certainly
less true of those whose resources are severely limit-

ed.

The "“aid versus trade” dilemma reflects conflicting
pressures, often from government, placed on edu-
cational organizations. It will not go away but it can
be reduced by clear foreign policy guidelines within
countries and economic support from international
organizations like UNESCO and the World Bank.

When it comes to sharing resources between coun-
tries, cultural differences may present special prob-
lems. Given the diversity of and tensions between
cultures in some countries, it will be important to
obtain advice from those who understand the cul-
tural backgrounds of the intended students.

The problems associated with differences in lan-
guage operate at various levels and in different ar-
eas. First there are differences in languages between
countries. Then there are colloquial, social and
educational differences. The spoken language may
vary from the written language. Technical language
is different to social language which is different to
academic language. Maybe none of these differ-
ences matter because we can assume that English is
the universal language of eduction. This istoo gliba
solution. One must accept that often this is not the
case and that, to use resources developed in one

country, there could be a need for translation. There
is remarkably little information available on the
translation of print and non-print based learning
resources from one culture to another and from one
language to another. There is a need for a study tobe
conducted on the need fortranslation, on the extent
to which the need is presently being met and on the
methods being used. The study should lead to rec-
ommendations for providing information on avail-
able translations and translation services and for
improving present strategies.

For there to be meaningful inter institutional and
international co-operation in the development and
sharing of technology based resources and informa-
tion, various levels of staff development and interac-
tion are necessary. Firstly, there is a need for senior
personnel to meet in order to establish broad policy
guidelines — these meetings should be kept to a
minimum. Secondly, operatives must communicate
to develop specific plans. Their meetings should be
more frequent than those of senior personnel and
must therefore take forms other than face to face
meetings. Teleconferences, exchange of written
and recorded communications and study tours are
all useful if planned correctly. However, much
more use should be made of staff secondments and
staff exchanges which involve substantial periods of
time and have clearly identified practical outcomes,
in particular the development of learning programs
and learning resources.

GOVERNMENT AND DISTANCE
EDUCATION

The relationship between government and distance
education has changed. At onetime governments in
most countries displayed only luke warm interestin
distance education, if they displayed any at all.
Interestingly enough, governments in developing
countries were the first to look to distance education
as a means of achieving their social, economic and
political objectives, probably because they were
more desperate. Governments in developed coun-
tries have now also seen the possibilities of alterna-
tives to face tn face teaching to develop in their
populations the knowledge, attitudes and skills to
which they attach high priority. This s a reflection of
a change in attitude by governments to education as
a whole — from fairly unthinking support because it
was a good thing, to making quite specific demands
to implement government priorities.

As economic situations in all countries become less
favorable these demands increase and education is
required to play its part in training work forces better
able to contribute to economic improvement. If
public education appears unable or unwilling to do
so, various levels of encouragement are provided. It
is not surprising that the encouragement is often
linked to funding. This may be in the form of grants
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earmarked for special projects, the withdrawal of
funds if government expectations are not met the
increasing tendency to direct government funds to
educational activities conducted by organizations
other than the traditional public educational institu-
tions and greater government encouragement for
the community and the employment sector to con-
tribute to meeting the cost of education and training.

Governments have begun to concentrate on dis-
tance education and other non-traditional learning
strategies as the appropriate means of meeting the
educational needs of specifically identified groups
of actual and potential students. | will take the liber-
ty of quoting myself as | described the attitude of the
government of Victoria, which is one of six states in
Australia (Smith, Kelly etal (1987) ). This dealt with
"open learning” to which i will refer again later in
this paper but | have selected extracts which equally
apply to distance education:

”The Victorian government's social justice policy
seeks to overcome disadvantage within the commu-
nity and has two broad implications for education. It
means that members of the community must be
helped to overcome educational disadvantage and
that education must be used to help them overcome
social and/or vocational disadvantage... If those
students are persons for whom traditional learning
methods are inappropriate, then alternative meth-
ods will need to be provided. Adults with social and
work commitments, geographically isolated per-
sons, house-bound women, physically or mentally
disabled persons, Aborigines and the young unem-
ployed are some groups for whom regular attend-
ance at (eucational institutions) atsettimes may well
not be appropriate. ..

Both at the state and the national levels, govern-
ments look to (technical and further education) to
contribute to their economic and labour market pol-
icies. .. (technical and further education) is being
asked to do more for less. .. there are further effi-
ciencies inherent in... an... approach which is not
dependent upon... the use of capital intensive
buildings. .. the provision of expensive and quickly
out-dated facilities... having to cover the cost of
travel and accommodation necessary for students to
attend campus-based classes (looking back on this
extract, lwould wantto add the additional economy
of providing statewide, even nation-wide, resources
at one go, without the need for local educational
institutions having to set up their own courses, staff
structures and processes for developing learning re-
sources).

...both state and federal governments are con-
cerned with Australia’s internal and international
trading situation. The (learning) packages... are
considered to be marketable commodities both to
sections of industry and the community, and to an
education hungry third world.

... open learning is expecied to be a significant way
of providing flexible and relevant training to support
the... governments’ manpower planning pro-
grammes, which range from training unemployed
youth ... through to retraining adults, already in the
workforce, whose skills have bec~.:.> outdated.”
{pages 86 to 88).

PRIVATIZATION OF EDUCATION

Privatization of education is a world-wide trend,
paradoxically often under governments concerned
to exercise greater control over education and its
outcomes. Distance education institutions and sys-
tems will need to:

compete more strenuously for government funds,
against each other and against private organiza-
tions;

consider various entrepreneurial ventures which
might have seemed slightly distasteful in the past;

seek funds from sources other than ministries of
education and, for that matter, government;

enter into more co-operative ventures with each
other, other educational bodies and with the private
sector.

They are well placed to do this provided that their
approach is flexible and adventurous. They already
have available learning resources developed earlier
and the skills to develop more. Distance education
learning modules can be combined with each other
and with other resources and activities so as to suit
the needs and requirements of different students and
other clients.

DISTANCE EDUCATION AS
A SEPARATE PHILOSOPHY

Paranoia is not uncommon amongst distance edu-
cationalists. How sensitive we all are to any real or
imagined suggestion that our mode of learning is
second rate has no legitimate theoretical basis and
can easily be handled by face to face teachers as
incidental parts of their work loads. How hard we
have worked to establish respectability for our mode
and how strenuously we strove to establish distance
education as a separate branch of educational phi-
losophy with its own experts and requiring ained
specialists to implement it.

There certainly is justification for concern at the
entrenched positions of educational conservatives
who believe that the only worthwhile method of
learning is to attend teacher centred, face to face
classes at fixed times and fixed places. It certainly is
necessary to achieve “parity of esteem” (Jevons,
1987) for alternative learning and teaching strate-
gies. This conference is one testimony to the success
of efforts to do so. The interest and support demon-
strated by government and industry for alternative
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learning are additional evidence. And the many,
many learned articles, books, lectures and confer-
ences on correspondence education. .. that is, ex-
ternal studies. .. that is, off-campus studies. .. that
is, distance education, are powerful signs of re-
spectability.

The pity of it is that this has developed its own
entrenched positions and self indulgences. In par-
ticular it has resulted in a perceived need to identify
distance education as a separate mode of learning,
together with the consequent need to categorise
learning activities, institutions and systems as being
either distance education or not.

Active and fertile minds have be:2n devoted to estab-
lishing the correct definition of distance education.
In the first edition of "The American Journal of Dis-
tance Education” (1987) Garrison and Shale contin-
ue the debate with their challenge to Keegan. As one
reads through this article and thinks back on others
by such leading distance educationalists as Peters
(1971) and Holmberg (1981 and 1987), one won-
ders at the futility of it all. What started off as a very
necessary reaction against traditional barriers to the
needs of various students has become a game of
semantics, philosophical hair splitting and defence
of empires. No matter how sincere and dedicated
educationalists may be, they will be drawn into
these games because they invariably begin by ask-
ing the wrong question, namely ""What is distance
education?”’ This opens the way for a process which
is highly entertaining for those interested in point
scoring but does precious little in terms of meeting
the educational needs of the community. As the
article by Garrison and Shale demonstrates, one
ends up attributing to ’‘distance education” any
characteristics one wishes. If, for example, a philos-
opher of distance education believes that the new
technologies are wonderful, then any educational
activity involving effective use of satellites, comput-
ers and laser discs is included under the distance
education heading.

The only problem is that traditional educationalists
play the same games.

As a result, confusion and territorial disputes rage.
At the same time life, as they say, goes on and
confuses things even more. Distance educators use
face to face strategies, face to face teachers, use
distance education techniques. New learning strat-
egies emerge, especially in the area of the new
technologies and both camps lay claim to them as
part of their doma’... Resources nominally devel-
oped for use in one mode are increasingly used in
the other.

What really happens is that educators who decide to
get on with the job do so by asking a quite different
question — ““How can | best achieve identified edu-
cational objectives with this particular student, or
group of students, given the limitations of available
talent and resources, administrative requirements,

social conditions, the economy, industrial factors
and prevailing politics?”’

This leads to considerations which are independent
of notions like distance education and traditional
education. These, as | have suggested above, are
too broad and value laden to be useful. Instead, one
must look at a range of much more specific strate-
ysies and resources which will be combined, in dif-
ferent ways on different occasions, to provide the
best learning possible. If the package ends up look-
ing like one that the disciple of one school of
thought would identify as being pure distance edu-
cation, this is a coincidence and does not matter. In
any case, the discipline of another school would
probably find a feature that excluded it from his or
her definition.

Many of the developments in distance education
which | have descrilbed have been leading to this
“open learning’’ approach — as indeed have devel-
opments in other areas of education. Technologies
have blurred traditional distinctions and have
opened up the possibilities of combining a whole
range of strategies. Government expectations, eco-
nomic pressures and encouragement to privatize
require flexible and rapid responses which are im-
peded by strict conformity to prescribed definitions
and associated processes of distance education.
Student support systems designed with distance
education students in mind have meaningful appli-
cation for other students. The team approach to
developing structured, resource based learning pro-
grams makes a tot of sense for all educational activ-
ity, as has been demonstrated in various mixed
mode and fleximode programs.

CONCLUSION

Correspondence education began because of a con-
cern for students. It developed teaching methods
which overcame barriers to education put in the
way of certain members of society. That tradition of
genuine concern for students continues, even
though it is often at odds with the very natural tend-
ency to promote the interest and comforts of educa-
tors and institutions. Inevitably it leads to an ap-
proacl) which provides students with the best re-
gardless of into which theoretical compartmen* they
may or may not fit and regardless of the conve-
nience, fame and glory of educators and their in-
stitutions.

So the question is where to go from here. It would be
a pity not to meet again in three years’ time in some
exotic part of the world. But when we do, maybe it
should be as educators concerned with an open
approach to learning, rather than adherents to an
educational religion of days gone by.
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coordination in distance education
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INTRODUCTION

““Myopia”’ is a condition easy enough to diagnose in
others even without the benefit of a medical train-
ing. In this non-clinical sense it is applied to those
who, from our own perspective, seem to be protect-
ing some sectional interest against a broader vision.
Less well known is myopia’s opposite, ‘“hyperme-
tropia’”’ which denotes ‘““farsightedness” but which
is nevertheless still a clinical condition requiring
optical adjustment. When any scheme for the coor-
dination of resources is said to have been frustrated
by “institutional myopia” it may therefore be impor-
tant to look with some care at the organisational
context in order to ensure that any existing problem
has not been compounded by “planner’s hyper-
metropia’’.

In this paper | want to use a number of case studies
from current developments in Australian higher dis-
tance education to examine some aspects of pos-
sible tension between organisational autonomy and
broader coordination. | wantto indicate some of the
factors which may need to be addressed in devel-
oping schemes for rationalisation of resources with
the hope that we, as practitioners in distance educa-
tion, may assist in providing the best possible condi-
tions for these to work effectively.

EFFICIENCY, EFFECTIVENESS AND
AUTONOMY

Towards the end of 1986 the Australian Common-
wealth Tertiary Education Commission published its
Review of Efficiency and Effectiveness in Higher

Education.” The intent, and the substance of the
report were obvious from its title and, significantly,
it had a chapter devoted exclusively to External
Studies.

It is widely known that Australia, like Sweden, orga-
nises its higher distance education according to the
“integrated’’ model, with on-campus and off-cam-
pus students receiving the same curriculum taught
and assessed by the same academic faculty. In a
paper presented at the 13th 1.C.D.E. Forum | identi-
fied Four models of organisational structure in the
Australian University sector, these reflecting the rel-
ative degree of integration between internal and
external studies.2 A most important element in this
integrations is the capacity for students to move
readily between the modes of study as their circum-
stances change, or in some cases, to take course
units in both modes concurrently. The relative ad-
vantages and disadvantages of ““mixed-mode’”” and
"“single-mode” distance education institutions have
been argued at length but rarely from a student’s
perspective. Emphasis tends to be placed on the
greater commitment of academic effort and of in-
stitutional resources in the purpose-built institution,
rather than on the relative accessibility of course
writer to the student and flexibility of study mode
choice in the dual mode structure. The Australian
Review of Efficiency and Effectiveness focuses aiten-
tion on rationalisation of effort in course delivery in
one mode only — the external. It must therefore
pose some threat to the central feature of Australian
higher distance education, the integration of “in-
ternal’’ on-campus and ‘‘external”’ off-campus stud-
ies.
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Open systems theory offers an approach in which
exchanges between an organisation and its envi-
ronment provide the central focus. Rumble® has
shown how this approach can be applied in an
analysis of distance education organisation. He de-
fines two operational subsystems (course materials
and student services) and specifies the logistic and
regulatory boundary activities necessary for the sys-
temto operate. Various writers have warned against
applying the organic analogies implicit in systems
theory too readily to educational organisations. The
concept of a primary task output fits rather awk-
wardly and system "’goals and objectives” will in
reality reflect a complex of rational, political, colle-
gial and purely random pressures and strategies.
Nevertheless, the open systems model does help in
emphasising two major features of organisational
structure and development which have particular
importance when we wish to consider the pressures
for or against inter-institutional collaboration. First-
ly, in systems analysis an organism, (or an orga-
nisation) seeks to survive in adaptation to, and con-
trol of, its environment. The impetus is towards
STABILITY in theface of outside pressure. Secondly,
itis seento adapt its structure through feedback from
its transactions with other organisations: the impe-
tus is towards a reinforcement of AUTONOMY.

Over the past decade Australian higher education
institutions have been encouraged to differentiate
their academic profiles rather than to replicate each
others course offerings. They have responded with
varying and fluctuating degrees of enthusiasm and
success but most have fought tenaciously to rein-
force and strengthen the autonomy of their individu-
al profiles. Will Universities, under pressure toiden-
tify their unique and differentiated qualities, be able
or willing to respond to calls for them to establish
collaborative networks whict will reduce their indi-
vidual autonomy in an uncertain environmental
context? What arethe influences which will encour-
age or drive them towards establishing networks of
shared effort? It might have been anticipated that a
Government Review of Efficiency and Effectiveness
in Higher Education would seek to rationalise the
teaching being carried out in the lecture theatres of
19 Universities and 34 Colleges of Advanced Educa-
tion across the country. The prospect of inter-cam-
pus teaching by electronic media links could have
been addressed. The problem of overteaching, re-
ferred to in passing, could have been linked to the
opportunities already demonstrated in some dual
mode teaching Universities whereby independent
study materials developed for off-campus students
are used systematically by on-campus students and
their tutors. But the opportunity was either over-
looked or recognised and put back in the "too-
hard”” basket. Commenting on the prospects for ra-
tionalisation between dual mode institutions the
most that the Commission’s advisory body could do
was to speculate, somewhat diffidently;

”’it may be that such a method of cooperation would
require the modification of an institution’s face-to-
face courses to fit in with the external materials the
institution is using!*

Such wishful thinking is unlikely to have the desired
effect if institutions of higher education do indeed
have a central propens:ty to protect their autonomy.
In these circumstances itis hardly surprising to find
many of those involved with integrated dual mode
studies concerned at the prospect of having the
external mode detached from the autonomous orga-
nisation for a separate process of "’rationalisation”’.
External mode teaching is highly visible whilst in-
ternal mode lecturing is generally not. Whilst the
case for collaboration in, and rationalisation of,
face-to-face teaching is just as clear, the capacity or
perhaps the will to address the issue is not equally
strong. The political scientist Wildavsky has this
advice for pianners:

"If you can’t change what you should, change what
you can.”’’

The Australian Federal Government seeks to estab-
lish a network through which specified providers of
external studies will develop national mandates for
particular academic disciplines. Insofar as students
may enrol with these institutions across the conti-
nent, there is no argument of principle since dis-
tance education may be presumed to be distance
independent provided adequate provisions are
made for local support services and localised resi-
dential schools, tutorials and laboratory attendanc-
es. But the scheme goes further. Because a range of
Australian higher education institutions are depend-
ent on external enrollments for their viability, they
will be permitted to continue — but only if they use
course materials developed elsewhere. Academic
faculties’ resistence to adopting imported course
materials for their own external mode teaching has
been dismissed as merely the expression of individ-
ualistic myopia or the N.I.H. (not invented here)
factor. If the integration of dual mode teaching is to
be maintained, critics will however now have to
extend the N.I.H. principle to the internal mode. Is
the logical outcome of this development, a national
curriculum centre of the Italian Universita a Distin-
za type — but serving both modes for Australian
higher education? It seems unlikely.

FUNCTIONAL AUTONOMY,
CONTEXTUAL CONSTRAINTS
AND COLLABORATION

If educational organisations favour autonomy and
their academic members are strongly influenced by
collegial rather than organisational values, then itis
hardly surprisinig to find several pessimistic reports
of attempts at the development and operation of
Consortia. The Uni.ersity of Mid-America is one
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well known example and Rumble quotes Neil in
reflective mood.

"practical schemes of collaboration are difficult to
design and implement and are consequently rather
rare. Further, even when a scheme is launched there
seems to be a rather high chance thatit will atrophy
or collapse after a depressingly short time’’”

As against this we have (as | write in October 1987)
the very interesting and promising examples of the
British Columbia Distance Education Consortium
and of the Commonwealth initiative for cooperation
in distance education. There will no doubt be other
opportunities for people closer to these develop-
ments to discuss them during the Conference. | will
confine myself to examples closer to home even if
they are much less ambitious.

The organisat-onal theorists, Katz and Kahn writing
in 1966 made this interesting observation:

""The fact that organisations have built-in protective
devices to maintain stability and that they are noto-
riously difficult to change in the direction of some
reformer’s desires should not obscure the realities
ofthe dynamic interrelationships of any social struc-
ture with its social and natural environment’’.®

Educational organisations are not just hopelessly
inert but neither is collaboration between them self-
evidently attainable as planners assert. Are there
then any factors which may help us to compare the
relative chances of success in schemes intended to
improve cooperation between educational institu-
tions involed in distance education? | want to sug-
gest two and to relate them to a number of current
examples of cooperation with which | am familiar.

Alvin Gouldner the American Sociologist talks of
"functional autonomy"’ to distinguish between sys-
tems in which the parts are highly interdependent
(low functional autonomy) and those in which the
component parts are relatively independent and
therefore have high functional autonomy.

""Operationally speaking we might say thatthe func-
tional autonomy of a system part is the probability
that it can survive separation from the system’’.?

Using this concept we may argue that the School of
External Studies in the University of Queensland
had (at least until very recently) higher fur:ctional
autonomy than the Off-campus Programme at Dea-
kin University. But, whilst the "Queensland model”’
might survive better under an imposed structure of
rationalisation because it would not have to take the
whole system of classroom teaching with it, that
does not necessarily imply that the University of
Queensland is more likely to adopt such a collab-
orative structure than is Deakin University. For that
type of indicator we need to turn to the work of the
Swedish writers Dahllof (1977, 1986} and Willen
(1981) who have identified Contextual Frame Con-
ditions as:

“’those parts of the immediate environment which-
may be subject to change but which most often act
as fairly fixed restrictions within which the task must
be performed”.'

For Dahllof the important question is ""under what
conditions. .."” will voluntary cooperation between
institutions, or rationalisations imposed from out-
side be most likely to succeed or to fail. The types of
frame factors or contextual constraints likely to be
significant range from external environmental fac-
tors such as demographic and geographic distribu-
tionto background historical factors and established
political conditions.

In summary it is important to stress that the two
factors introduced here in relation to a range of
Australian case studies — functional autonomy in
organisational structure and contextual frame fac-
tors — are used merely as indicators of comparison;
they are not explanatory.

A. COUNTRY CONTRACTING IN
WESTERN AUSTRALIA

Dahllof has pointed to geographic and demograph-
ic contextual frame factors which have influenced
the development of higher distance education in
favour of dual mode rather than Open Universities
both in Australia and Sweden."

In Western Australia an additional factor is the
heavy concentration of population in the metropoli-
tan capital city and the absence of substantial pro-
vincial centres beyond. The development of tech-
nical colleges and, more recently, “community”
colleges in a number of relatively small country
towns has nevertheless led to pressure for some
tertiary level education to be provided locally in the
classroom mode. Country contracting has been a
collaborative response through which metropolitan
tertiary institutions have accredited selected tech-
nical education sector staff to teach some first year
courses (Computing, Accounting, Australian Stud-
ies) to locally based students. By providing its own
external studies course materials both to contracted
staff and students the city institution can effectively
control notonly the curriculum but also its delivery.
Since it is now standard practice in several dual
mode institutions for common print material to be
used in both modes the extension of such a practice
under country contractual arrangements does not
create an anomaly and the extension of campus
teaching in this way does not result in a high level of
functional autonomy for distance education. For
this reason, and also because the metropolitan in-
stitution extends its recruitment base and absorbs
the students into its own second year programme,
prospects for the success of this collaborative
scheme appear good.
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B. AJOINT PRINCIPAL PROVIDER
OF EXTERNAL STUDIES IN
WESTERN AUSTRALIA

Three Western Australian tertiary education institu-
tions are each providing a range of generally com-
plementary programmes to a relatively small num-
ber of students but each form an organisational
structure which closely integrates curriculum con-
tent, teaching staff and assessment methods for on
and off campus students. Federal Government con-
cerns, expressed through its Review of Efficiency
and Effectiveness, have focussed on the perceived
need for greater economies of scale to be effected in
course materials production even if these may cut
across the identification of students with their
awarding institution.

If, as has been suggested earlier, educational in-
stitutions may generally be expected to act in ways
which serve to protect their autonomy, it may also
be assumed that they will resist outside attempts to
impose collaboration of their externul studies pro-
grammes upon them. Their specific responses may
however depend on the degree of functiunal auton-
omy attained by the distance education operation in
relation to the organisation as a whole. Integration
of the study modes and regular movement of stu-
dents between them indicates that the functional
autcnomy of the external mode will be low.

imposed rationalisation of the institutions’ academ-
ic profiles for one study mode only must therefore be
disturbing for the integrity of educational pro-
grammes and the students using them even if they
can be justified on economic grounds. Shared stu-
dent supports, extension of credit transfer provisions
and co-ordination of planning processes so as to
avoid future duplication of offerings, are all ways of
improving services to students without cutting
across their integration with a specific dual mode
programme. Unfortunately these are likely to be
seen by central planners as necessary but not suffi-
cient to meet their criteria of rationalisation. By
insisting on a pattern of institutional specialisation
of course offerings in distance education but not
also in campus teaching, the planners will force a
high level of functional autonomy on the external
studies operations which could well isolate them
from the mainstream educational activity of their
institutions. In the Western Australian context it
should be noted that one of the institutions involved
has no less than 70% of all its awards fully available
for study in both the internal and external modes.
This degree or interlock is unusual, some would say
extravagant. But is it myopia?

An interesting comparison with the current Western
Australian situation is offered in Brit'sh Columbia,
Canada, where the University of Bri*ish Columbia,
Simon Fraser University and the University of Victo-
ria agreed, together with the Open Learning Institute
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and the Knowledge Network, to establish a consor-
tium

""to coordirate formally the planning and delivery o\
their off-campus program activities to ensure that
every person in British Columbia, regardless to
place of residence has an opportunity to compiete
appropriate recognised university degrees.”’'?

To an outsider, it seems very unlikely that these
Universities each with its own distance education
programme, would have agreed to such coordina-
tion without the catalytic influence of the Open
Leaming Institute and the Knowledge Network.
Once established however the corsortium’s powers
are substantial.

”’...to ensure the opportunity and appropriate aca-
demic management for the zompletion of an ‘Open’
degree on the basis of credits obtained by candi-
dates for coursed taken from the offerings of mem-
ber institutions and from various other institutions’’

and

"to coordinate needs, assessment procedures and
program planning for the purpose of developing an
annual program and budget submission’’'?

Itis likely that other contextuai factors facilitating or
hindering inte.institutional collaboration in \Vest-
ern Australia and in British Columbia will have been
quite different. Political will, backed by substantial
financial resources s significantly more powerful
than political will alone. At a rather different level, it
would be interesting to know just how common it
was for students as the University of British Colum-
bia to study an award course concurre~tly on and off
campus or to move regularly between the study
modes.

C. WOMENS STUDIES AND THE
AUSTRALIAN DUAL MODE
UNIVERSITIES

The development of Womens Studies degree pro-
grammes in three Australian Universities (Deakin,
Murdoch, Queensland) has been well document-
ed." None of the three institutions had either the
staff resources or the academic resolve to set up
such a programme on its own. By pooling course
units through distance education, committed aca-
demic staff in each University were able to bring
about a desired academic result without having to
win collegial commitment of substantial resources
in L. mpetition with other academic and institution-
al prioi *ies. The development of collaboration here
reflected strategic use of academic planning contex-
tual factors. In order to achieve the desired result the
distance education mode played a valuable facilitat-
ing role but remained firmly imbedded in the aca-
demic structure of each University, its functional
autonomy was appropriately held at a low level.

4i
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Aruitoxt provided by Eic:

D. THE TOOWOOMBA ACCORD
AND THE NATIONAL DISTANCE
EDUCATION CONSORTIUM

There have been two recent initiatives taken with
the object of establishing national networks of high-
er distance education in Australia. The first, dating
from 1983, has seen the five dual mode Universities
increasing opportunities for their students to cross-
enrol in a range of course units from the other pro-
vider institutions. Progress l.as been steady rather
than dramatic and, because the scheme is based on
the idea of enlarging student choices rather than
reducing the range and number of courses offered, it
has not directly met central planners’ objectives for
rationalisation. It has, however, had one very im-
portant advantage in tiie Universities themselves;
cross-enrolment in the external mode is largely in-
visible to academic faculty already well accus-
tomed to dealing with their own distant students and
it therefore poses no challenge to the integration of
teaching modes even when the faculty memker’s
class includes a number of students working ‘or an
award from an institution on the other ~"e of the
continent. In this structure the functional autonomy
of distance education remains low and well embed-
ded within the individual institutional structures.

The second initiative fostered by the Colleges of
Advanced Education in 1987 places emphasis on
increasing opportunities for institutions to buy and
sell their course materials. This follows closely the
conventional wisdom of rationalists in the central
planning processes, namely that economics of scale
in course materiai production represent the sinyle
most important objective in the rationalisation proc-
ess. The test will be to see how institutions opting, or
forced, to use imported materials for teaching one
half of their enrollees (the externals) maintain the
integration of their studies with that of the other half
{the internals). In this situation the isolation of dis-
tance education would not only become very obvi-
ous, it could also rather easily be pushed to the
periphery of institutional vision.

E. OFFSHORE DISTANCE
EDUCATION

The practive of "'tuition-free”’ distance education in
Australia has largely precluded enrolment of over-
seas students in courses financed by Australian tax-
payers. "Offshore” provision of distance education
was therefor until recently a matter of inter-institu-
t'onal collaboration such as that developed by the
®oyal Melbourne Institute of Technology with the
Open College of East Asia: provision of course ma-
terials and external examining towards a local
award. Now various institutions are enrolling off-
shore students directly i:1 their programmes. oftenin
collaboration with agencies, or colleges in an over-

seas country. An example of this collaboration is
provided by the international network established
by Disted College in Malaysia in conjunction with a
range of universities, colleges and correspondence
schools in Australia, Britain and Canada. The ar-
rangement provides for Malaysian resident students
to enrol directly in the overseas a*varding institu-
tion’s courses and to receive that institution’s learn-
ing resources whilst Disted provides enrolment, tui-
tion and counselling. Although these students must
pay full-cost fees for their courses, they avoid the
additional subsistence costs incurred by their fellow
nationais who attend the provider institutions in
person. In some cases Disted enrolled students may
also operate an "open sandwich’’ study arrange-
ment with a final year being taken on-campus. For
current purposes it may be noted that this type of
offshore distance education structure retains rela-
tively low functional autonomy in the awarding in-
stitutions; course curriculum and course materials
are those used in the originating country and assess-
ment is also integrated. The possibilities for wider
international networking under this structure are
readily apparent and reflect the basic aim recently
declared through the publication of the Initiative for
Commonwealth Cooperation in Distance Educa-
tion:

.. .that any learner anywhere (in the Common-
wealth) shall be able to study any distance-teaching
programmes available from any bona fide college or
Universiuy (in the Commonwealth).”’'3

With or without my parentheses this is certainly a
challenge worth accepting.

CONCLUSION

It is interesting that when cooperation is planned
between organisations rather than between individ-
uals we very often use words withssignificant double
meanings. My Macquarie Dictionary tells me that to
collaborate is (i) "to work one with another” but
also (i) ""to cooperate treacherously’’, whilst to ra-
tionalise is (i) "’to reorganise resources so as to pro-
mote efficiency or economy’”’ but also (ii) "’to justify
onre’s behaviour by plausible explanations so as to
deceive oneself or others’ .

It would be unfortunate to end on a pessimistic or a
cynical note. Much cooperation is in fact going on
in Australian distance education. Most that is suc-
cessful has come about from grassroots initiatives.
The Swedish eductional analyst Jan-Erich Lane has
argued persuasively that, in fact,

"’autonomy is not inversely proportional to coor-
dination as is sometimes believed. Governmental
control is neither a sufficient nor necessary condi-
tion for coordination which may result from the
voluntary activities of various parts of the system.” '

The real problen- with rationalisation in the interests




of efficiency and effectiveness seems not to be that it
is coordinated, not that it demands collaboration,
but rather that it involves centralised directions and
control. Planners have argued that distance educa-
tors have been offered the opportunities to regulate
themselves but have been too shortsighted to take
advantage of them. It is to be hoped that in pressing
higher education institutions to look well beyond
the ends of their noses the planners have not inad-
vertently moved distance education out of sight —
and therefore out of mind.
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Distance teaching and credit transfer

JOHN HORLOCK

Distance teaching and credit transfer are intimately
linked. Distance teaching is frequently carried out
in modular form, with students “stacking up” a
series of modules into a qualification. With credit
transfer (which involves mutual acceptance of aca-
demic material by two institutions) students can
obtain a qualification by accumulating credits from
more than one instiwtion.

Such credittransfer is not new to some countries; for
example the United States “conventional” first de-
gree system is closely geared to credit transfer. How-
ever, it has not been widely used in the United
Kingdom (except through the distance teaching ret-
work centred on the Open University, as described
later). In the higher education system based on the
conventional universities of the U.K., with a rela-
tively short first degree (three years), the opportunity
for credit transfer is limited because the courses
must be planned carefully and precisely to fit into
the short time available. For example, a third year
course in chemistry may be closely related to and
heavily dependent on an earlier second year course
in the same instituticn and this clearly restricts the
opportunities for credit transfer.

However, a system of credit transfer has been firmly
established within the U.K. by the Open University,
with some twenty other universities and the whole
polytechnic sector (via the Council for National
Academic Awards (CNAA)). Open University stu-
dents can move to other institutions taking with
them credit for their Open University work. Stu-
dents from elsewhere can register with the Open
University and gain credit towards an Open Uni-
versity degree from work successfully completed
elsewhere. More generally a national information

system, the Educational Counselling and Credit
Transfer Information Service (ECCTIS), has been set
up as a computerised informations system about
courses and as a facilitator of credit transfer opportu-
nities for the whole of U.K. higher education.

The incentive for credit transfer is probably greatest
in a distance learning scheme for mature students.
Such people may move from one part of the country
to another and opportunity to study at a new "'con-
ventional” location, rather than "at a distance’” may
arise and may prove more attractive or convenient.
Thus credit transfer should be designed to operate
across the boundary between “conventional”’ de-
gree-awarding institutions and distance learning
educational establishments, as well as simply with-
in the latter.

There are two exciting developments in distance
learning/credit transfer which are now coming to
the fore. Firstly there is the opportunity of credit
transfer at international level between various coun-
tries and secondly there is the development of dis-
tance teaching into the postgraduate area. Coupled
with the latter is the possiole recognition of "in
company” ccurses as part of a post-graduate de-
gree.

International credit transfer may be thought of with-
in regions (e.g. within Europe, within South East
Asia); or across a natural grouping of countries (the
Commonwealth). In Europe, credit transfer is being
examined by the members of the European Associ-
ation of Distance Teaching Universities (EADTU).

There are two obvious problems in such credit trans-
fer:

0] language barriers;
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(ii) the different forms that modular courses
may take in different distance teaching in-
stitutions. (For example the U.K. Open
University “full credit’” course requires
some 400 hours of study and this is in
excess of many courses offered elsewhere
in Europe. An equivalence has to be estab-
lished — e.g. one Open University credit
(400 hours) equals say 4 Dutch Open Uni-
versity credits (100 hours each).

One of the attractions of international credit transfer
lies in widening the profile of courses that is avail-
able to any one student in a particular country. It is
less designed for physical transfer of the student
between one country and another, for in general
students are undertaking distance learning because
they are relatively immobile. (They find it conve-
nient to study at home rather than study at a full-time
institution and this is one of the advantages of the
distance learning system.)

An interesting current development is the proposal
for a Commonwealth Open University by the Briggs
Committee, agreed in principle by the Common-
wealth Heads of Governments in October. Al-
though a university is under consideration, it is real-
ly difficult to describe the proposal as a University as
such for it will not register students for degrees.
What is suggested is more of a brokerage agency
which will take courses from one country (or com-
mission new courses) and make them available
more widely, throughout the Commonwealth or
through regions of the Commonwealth. Obviously
if these courses do become available world wide
then the question of credit transfer will arise and the
U.K. Open University expects to play a part in es-
tablishing the mechanism for Commonwealth credit
transfer.

The Open University’s experience to date with in-
ternational credit transfer is limited to the University
of East Asia in Macau and Hong Kong. Students
there may take Open University courses which may
have been modified locally to deal with individual
circumstances; they are then examined, with ex-
ternal examiners drawn from U.K. Open University
staff. Students obtaining credit from these courses
can work towards a degree of the University of East
Asia, or if they move to the United Kingdom they
can bring credit with them for what are essentially
Open University courses delivered overseas and for
which examining standards have been effectively
validated by Open University staff. The U.K. Open
University will probably require similar arrange-
ments for credit transfer through the Common-
wealth Open University.

Also very exciting is the recent development of dis-
tance teaching at postgraduate level and, coupled
with it, possible credit transfer between institutions
(within one country, between two countries or be

tween a non-educational institution (e.g. an indus-
trial company) and an educational institution).

In Many Western countries recruitment of post ex-
perience students to postgraduate Masters courses
has been weak. Nevertheless the necessity for these
taught Masters courses, particularly in the rapidly
developing science and technology areas, is clear.
There is consequently a mismatch between recog-
nised need (for updating the professional work-
force) and demand (from a community of students
who are unable to break off from a career to attend
an educational institution for a largely full-time
course).

There have therefore been rapid developments in
distance education at postgraduate level in the Unit-
ed Kingdom and a series of courses, established at
Masters and Diploma levels, has been produced
(the Open University alone now has 10 professional
and postgraduate diploma courses and 7 postgradu-
ate Masters courses, all delivered on a distance
learning basis). In the United States development
has occurred within the “candid’* T.V. area, in
which lectures (recorded from those given at a con-
ventional institution) are circulated to students in
industry and commerce where they are tutored.

iere are thus two parallel developments — multi-
media courses ofthe U.K. Open University type and
candid T.V. courses. These are to some extent com-
peting but the former have been developed for large
numbers of students (as for undergraduate work)
while the latter are being designed for relatively
small numbers (the cheap cost of production then
becomes important).

For the multi-media productions with which my
own institution has been concerned there is a query
as to whether we can justify the considerable costs
of productions of these courses for relatively small
numbers of students that are available in any one
country. The question of availability of courses
thrcughout Europe, eitherdirectly or by credit trans-
fer, then becomes an important factor.

SUMMARY

As was statad at the beginning of this paper, credit
transfer and distance teaching are intimately linked.
Credit transfer between distanc learning institutions
within one country is relatively straightforward.
Credit transfer between a distance learning institu-
tion and conventional institutions is similarly
straight forward and provides a major benefit for
mature students who wish to study in a variety of
ways, in a variety of places. Credit transfer across
international boundaries is developing and has also
been described. The importance of credit transfer in
postgraduate study between academia and industry
has been emphasised.
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How to develop a comrespondence

course
MICHAEL P. LAMBERT

INTRODUCTION

Correspondence instruction, or distance study, in
the United States is undergoing a vigorous rebirth, a
renaissance in virtually every aspect from public
acceptance to marketing sophistication to increased
academic respect from traditional resident school
educators.

Perhaps the most obvious area of change in U.S.
home study education over the past two decades
has been the dramatic improvement in course de-
sign and appearance. As a result, courses today are
experiencing lower non-start rates, higher lesson
completion rates and higher graduation rates than
ever before. Public acceptance of home study has
never been higher in the United States. Today, near-
ly 5 million students study by correspondence in the
United States.

The purpose of this paper is to outline some of the
basic steps used in home study course development
in National Home Study Council member schools.
Practical ideas and suggestions are offered which
will hopefully help other distance stud; =ducators
who are interested in the methods used by American
course developers.

CORRESPONDENCE
INSTRUCTION IN THE UNITED
STATES

In the United States today, there are as many as 400

correspondence schools offering hundreds of differ-
ent subjects by mail. The most popular courses are
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in electronics technology, computer literacy, ac-
counting, travel training, and service-related career
fields.

In the private home study school field in the United
States there are 104 accredited institutions which
annually enroll over 3 million students in 1,500
various courses.

A home study "’course” is a series of printed texts,
learning aids and other materials which can take
students from 3 months to 4 years to complete. The
typical course takes about 12 to 18 months to study.
Most courses are vocational in nature and they at-
tempt to import a "’job skill”” or income-producing
competency in course graduates. Academic de-
grees at the associate or two-year level are also
offered.

Home study students in the United States are gener-
ally in their 30’s, are currently employed full time
and seek job promotion as a result of completing a
course.

In view of this, United States home study courses are
designed as specially written, self-contained, self-
paced and flexib!~ learning experiences for busy
adults. Most home study courses are prepared as
self-instructional learning modules. The use of pub-
lished, hard bound text books are the rare exception
in the United States.

Correspondence courses in the United States are
intended as an extension of classroom education
and as an alternative learning opportunity for adults
who are too involved in their careers to attend a
residential school.
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COSTS

The typical cour<e today costs about $100,000 to
$250,000 (in U.S. funds) to develop On a per page
(of final text) basis, it costs about $200 to $300 per
page to create a major home study course which
teatures audio, video and printed texts.

The expenses incurred come from:

® course manuscript writers, editors and printers
® artists and graphics experts

® |earning media developers

® packaging experts

PHILOSOPHY OF TEAT DESIGN

Over the years, United States home study school
educators have embraced some basic principles of
course and text design. Important among these are:

1. The home study text is not like the typical resi-
dent school text; it must do more than just pre-
sent lectures or information.

2. Home study courses must teach, explicate, ca-
jole, anticipate questions and, in general, serve
as teacher, facilitator, classroom mate, motivator
and be the source of further information. Courses
are targeted for specific kinds of people: mature,
self-starting, goal oriented learners.

3. Good courses must come with "built in” read-
ings, assignments, evaluative instruments and
inspiration for stud nts to continue. They must
challenge the fast learners and still hold the at-
tention of, and teach, the less gifted. A mix of
media is important: audio cassette tapes, leam-
ing kits, job aids, as well as printed text are all
used in combination. There is no use or depend-
ence on broadcast radio or TV lectures in private
school courses.

4. Home study courses must teach the essential,
current body of knowledge, skills and attitudes
to meet course objectives using media that are
economically feasible and educationally effec-
tive for the intended audience.

5. Home study instructors serve primarily as eval-
uators of achievementand "'responders” to tech-
nical queries. Their role as dispensers of infor-
mation, "lecture givers” is minimal. Their role as
tutors is less significant as compared to university
independent study instructors. Their role as mo-
tivators of learners, via written or oral commen-
taries, is an important function.

SUGGESTIONS ON COURSE
DESIGN
In the spirit of sharing with distance educaiors

around the world the experiences American home
study educators have had, we offer these suggesti-
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ons. Hopefully, one or more of these ideas will be of
practical help to those approaching the daunting
task of creating a correspondence course:

1. Use a "‘course development team’’— involve 3
to 7 experts in creating the course: Team Man-
ager; Writer(s); Subject Expert(s); Editor; De-
signer; and Marketing Specialist would com-
prise a minimum team.

2. Set up a budget and a schedule — assign re-
sponsibilities for different functions — most
courses take 12 to 18 months to develop.

3. Perform a needs analysis— examine the critical
job/career tasks — create performance objec-
tives based on the tasks.

4. Create a course outline — divide the course
into learning units — select media (print being
the base media for each unit) — assign learning
objectives for each unit— match career tasks to
course oojectives.

5. Create written text — each lesson (i.e. learning
unit) should result in the student coming to a
sense of "’psychological fulfillment’ or mission
accomplishment — most units should be com-
pleted by the student in 40 to 60 minutes, so
that students can get up from their desks feeling
they have “learned something” — vary the
number of pages in each lesson, from 5 to 30
pages.

6. Make use of illustrations and graphics — use
"’sidebars”, graphs, and instructional photos
intelligently — as much as 40% of text copy
should be illustrations/graphics — today’s
desktop publishing computer systems.

7. Create functional exams and assignments —
require the student to solve real life problems
and on the job situations — use realistic, job
related assignments — match exam questions
to the learning objectives — use self-quizzes
throughout the text (every 5-6 pages of copy)
— vary examination lengths — intersperse for-
mal, written exams with projects which encom-
pass more than one lesson’s coverage.

8. "Field test’ the course on a group of students
whose demographic profile matches the in-
tended audience for the course — fine tune the
course using their comments — have them
study the course at home and call in small
groups of 4 to 5 of them for group interview
sessions.

9. Print and package the course attractively —
keep a unifiec theme in color, layout, binding,
etc. —most United States courses are 8.5 by 11
inch photo offset, using 2 colors, half-tones and
shaded side bars — most courses are saddle-
stitched lesson booklets of 20—-30 pages with a
glossy, colorful cover — lesson booklets are
shipped at pre-set mailing intervals and contain
"how ‘v study”” sheets — never overwhelm the
student with too much material all at once.




10. Offer prompt, warm, creative service for
lesson assignments anc exams — most
United States institutions evaluate and re-
turn exams within 24 hours of receipt —
most United States institutions offer a toli-
free telephone service for students to call
their instructors — most courses combin~
computer-graded exams with personalized
instructor analysis and service.

CONCLUSION

One of the most successful and respected course
developers in the United States today is Dennis G.
Foltz, Director of Operations at the Gemological
Institute of America, in Santa Monica, California,
USA.

Mr. Foltz has stated:

“A home study course is not simply a bunch of
lessons with examinations to take or projects to
complete. It is a complex information delivery sys-
tem, intended to meet a number of goals. Unless itis
designed as a system, as a total package, it will not
accomplish what you, and your students, want it to
do.

The first step is to analyze the demographics of your
prospective students. The more data you have about
their age, gender, educational level, reading skills,
and vocational experience, the better. Ideally, you
should understand their dreams and aspirations,
too. The more you know about the prospective stu-
dents you are targeting, the more successful your
planning, and hence your course, will be.”

Well-designed home study courses will result in
higher course completion rates and more effective
learning for students.
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If student services are so important, then
why are we cutting them back?

ROSS PAUL

OVERVIEW

There can be little doubt that distance education
and open admissions policies have done much to
extend accessibility to post-secondary education
throughout the world in recent years. Too often,
however, the responsibility inherent in this provi-
sion of educational opportunity to ensure that the
"’open” door does not become a "'revolving” one
receives insufficient attention.

Isolated home-study can be extremely difficult, es-
pecially for the part-time adult learner with other
major demands on his or her time and energy and
attrition rates are much higher than they are for
campus-based institutions (Shale, 1982; van Wik,
1983; Holmberg, 1982). While the issue of atirition
rates in distance education is extremely complex (as
discussed below), the evidence suggests that per-
sonal factors, such as changes in time availableor in
personal circumstances and major gaps between
student expectations and the realities of homestudy
are more important influences on a decision to
drop-out than are such institutional factors as course
design, course content and marks received (Wood-
ley, A. and Parlett, M., 1983; Brindley, 1987).

Atfirstglance, this sort of evidence would support a
laissez faire attitude on the part of the institution,
based on the premise that most of the factors are
beyond its control. However, further analysis sug-
gests that such key student support services as tutor-
ing, counselling and advising can help students to
overcome the difficulties inherent in homestudy.

The principal argizmment here is that the notion of the
self-actualized adult learner perpetuated in much of
the literature on adult and continuing education is
more myth than reality and that the distance educa-
tion institution bears considerable responsibility for
helping its students to cope with the difficulties in-
herentin this mode of education. A strong argument
for the retention and development of student sup-
port services, including tutoring and academic ad-
vising, is thus posed.

This is not merely an academic argument, for there
is some evidence to suggest that such institutions
tend to cut these first in times of fiscal restraint. Itis
submitted that such cuts are based more on political
factors within the institution than on data which
demonstrate that they are less effective than other
academic provisions in responding to the needs of
distance education students. An attempt is made to
understand this and hence to suggest ways in which
those involved in the provision of such services can
make their case more effectively.

There may be several limitations to this position
paper. It should be noted that many of the premises
are based largeiy on experience at Athabasca, an
open university providing educational opportuni-
ties to part-time adult students in Canada. It can be
suggested that there may be a greater dichotomy
between the academic and service sides in a uni-
versity than there are in other ICDE member in-
stitutions but discussions with representatives of
other milieu have suggested thatthe issues are wide-
spread and characteristic of every form of educa-
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tional institution involved in distance education. As
well, Athabasca caters to part-time adult learners in
the main and there may be important differences in
commitmant and attitudes towards academic work
between full-time and part-time students. Fiaally,
Athabasca’s open admissions policies may yield a
greater proportion of students lacking formal qual-
ifications and basic skills than is the case in distance
education institutions with more formal entrance
requi-ements.

BASIC PREMISE: THE MYTH OF
THE SELF-ACTUALIZED ADULT
LEARNER

In its earliest forms, correspondence or distance
education had a rather limited place in the educa-
tion world. It received kudos for providing educa-
tional opportunity to isolated or disadvantaged lear-
ners but had a relatively low status. It survived and
developed not only because of its successes but also
because of the almost missionary zeal of some of its
earliest practitioners, a zeal that led some adult
educators tobelieve thatdistance education was not
only the equal of any traditional system but that it
was even preferable to classroom teaching.

For many early distance educators the well-de-
signed course package was a sort of ideal, a "'teach-
er proof”’ set of learning materials which would
allow the student to learn in his or her own time and
workplace. Some even carried this belief so far as to
view it as inappropriate for a distance education
institution to use face-to-face techniques at all be-
cause they were too expensive or they belied the
very raisor. d’etre of the specialized institutions.

However, | would argue that the overwhelming ex-
perience of distance educators has been an increas-
ing recognition that part-time adult learners, espe-
cially those at a distance, require all the personal
support they can get if they are to succeed. While it
is critical that such students have the support of
family and friends in their academic endeavors, itis
also submitted that the institution has important re-
sponsibilities to provide its own forms of support as
well. In fact, an objective scrutiny of the following
would suggest that student support services should
be ir. the ascendancy at all distance education in-
stituticns.

THE CASE FOR STUDENT
SERVICES

1. The notion advanced by earlier adult educators
of the self-actualized independent adult learner
is largely a myth to anyone who has had the
experience of working closely with students in a
distance education environment. Even experi-
enced and previously successful students find

homestudy a daunting challenge but the inher-
ent difficulties of being isolated are exacerbated
for those taking a home-study course for the first
time, especially if they also have been out of
formal education for a long time, lack basic liter-
acy and study skills, are uncertain as to their
educational objectives and/or blame themselves
rather than the institution when they find the
course work difficult or confusing. Whatever the
variations in clientele among the various ICDE
member institutions, few authors have perpetu-
ated older notions of the ’stand-alone’ value of
a course package in the face of overwhelming
experience to the contrary.

2. Distance education is almost never "’better” than
face-to-face teaching for it faces a series of chal-
lenges unique to the distance mode of delivery
which must be overcome:

a) ISOLATION OF THE LEARNER

The learner is typically isolated geographically from
the institution and from contact with peers. On a
traditional campus, upon leaving a bad or difficult
lecture, a student receives immediate support from
peers who also found it useless or confusing, where-
as the isolated distane education student gets little
such reinforcement and is apt to think that he or she
is just not "’smart” enough to understand a passage
(which may be merely badly written or designed).
The tendency for distance education students to
blame themselves rather than the institution (Bar-
tels, 1982) may make life easier for those working at
the institution but it does little for their awareness of
student problems.

This sort of isolation tends to exaggerate the poor
self-concept of those who were uncertain of them-
selves to start with. Itis very easy for an institution to
be quite unaware of this, except by the number of its
’non-starts”’, students who drop out before doing
very much at all in a course.

Without scheduled classes the student may not be
able to get the support services just when he or she
requires them. Athabasca University has an elab-
orate netwoik of telephone tutors for each course
but a frequent problem is that a tutor is not readily
available just when the student is ready to deal with
him or her; conversely, the tutor may contact the
student when he or she is preoccupied with person-
al or family concerns.

Another basic problem, identified by Cross (1 ~1)
as the critical one for the part-time adult learner, is
basic information — simply knowing what the rules
are and what services are available. Even when an
institution has a wide range of support services for
students, many may not avail themselves of them
because they are unaware of their existence.

Finally, "informal’’ learning of the sort which takes




place in common room:, cafeterias, in residences
and pubs is less readily available in distance educa-
tion, especially if the homestudy student does not
attend study sessions or have a supportive network
of family and friends.

b) REIFICATION OF KNOWLEDGE

Distance education is supposedly non-traditional
and innovative, and yet there is a considerable case
for suggesting that it can be extremely conservative.
It may perpetuate the worst of traditional rote learn-
ing, encouraging students to regurgitate what has
been presented rather than really thinking the mate-
rials through. There is a certain tyranny to the print-
ed package, its slick design perhaps giving false
credibility and permanence to its contents.

Another disadvantage of the printed homestudy
package is that it cannot so easily be adpated to the
needs of a particular learner or to accommodate
new knowledge. Whereas the volume of course
content is frequently cut back during the year by a
professor who has underbudgeted the time or found
that his students cannot cope with the volume and
pace, this almost never happens in the distance
education setting where the course is the same for
every student.

One of the most frequent student complaints, de-
spite the best efforts of instructional designers, is that
distance education courses are too long and that
one has to work twice as hard as required at a
traditional university to achieve the same credits.
One way of combatting this would be to give more
powers to course tutors to modify courses or to set
“local” examinations but, typically, they are not
given such powers out of concerns about maintain-
ing the integrity of course design and protecting the
academic credibility of the course through central-
ized examinations and marking.

While distance education makes particular de-
mands on a student’s time management and study
skills, it may not provide him or her with sufficient
opportunity to acquire and develop such basic aca-
demic skills as library research or learning how to
advance an argument in a seminar.

c) PERSONAL CONSIDERATIONS

The literature on “’drop-outs’” and course comple-
tion rates in universities, adult education centres
and distance education institutions overwhelmingly
identifies personal rather than institutional factors as
being the critical ones in determining a student’s
success or failure (see, especially, Bean and Metzn-
er, 1985). This is contrary to those identified for
young, on-campus, full-time students where the
emphasis is on the individual’s ability to adapt to the
social and academic demands of the institution (see,

for example, Spady, 1971; Tinto, 1975; and Len-
ning, Beal and Sauer, 1980). In fact, it is easy to
conclude from a scrutiny of research inthis area that
what the institution does car make very little differ-
ence to student persistence and success if it merely
focuses on academic and pedagogical considera-
tions.

While research by Brindley (1987) has emphasized
the importance of such personal factors as *’changes
in time available/personal circumstances” and
“students’ personal realizations about the course”
as the critical variables in a distance education stu-
dent’s decision to drop-out, her findings have also
challenged the notion that the institution cannot do
much about such factors.

In particular, she found that while changes in per-
sonal circumstances and/or time available were the
critical incidents most frequently reported by dis-
tance education students {and over 90% of these
were “hindering” rather than “facilitating” inci-
dents), course completers reported these almost as
frequently as non-completers (Brindley, 1987, p.
84). In other words, both the completers and non-
completers faced similar difficulties in trying to
learn at a distance but the major difference ap-
peared to be in the ways with which the two groups
coped with them. This suggests the need for more
interactive models of attrition, but it also contributes
to the notion that students can be taught coping
skills and strategies and hence it reinforces the need
for student support services.

d) GAP BETWEEN STUDENT
EXPECTATIONS AND REALITIES

A phenomenon that has received particular atten-
tion at Athabasca University is the “non-start”’, a
student who enrolls in a course, does not withdraw
within the formalized “’withdrawal” period but nev-
er completes an assignment, quiz or otherwise par-
ticipates in the course. An overwhelming percent-
age of the university’s non-completers fall into this
category (AU TRENDS #4). While many rationales
have been suggested for this non-start problem, in-
cluding poorly designed first units, insufficient pro-
vision of positive feedback early in the courses and
unreasonably demanding courses, attention has fo-
cused more recently on the gap between student
expectations for homestudy and what they actually
face when the course package ar-ives. This includes
such concerns as ensuring that students have a well-
informed sense of the demands on such basic skills
as time management and study habits which dis-
tance education makes, the need for better academ-
ic advising and programme planning and a number
of other services typically provided by student ser-
vices units. This gap betwee expectations and real-
ities can have serious consequences — a recent
Athabasca University study (Conway and Powell,
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1987) found that students took far fewer distance
education courses than they had intended when
they first entered the institution.

e) STUDENT IDENTITY

Another often overlooked iactor is the relatively
small number of students for whom their identity as
"student’ is first priority. Many of the students may
not be interested in programmes or in completing
credentials and their "’student”’ identity may be rela-
tively minor compared to their roles as worker, par-
ent or homemaker. This contrasts with the full-time
undergraduate fresh out of high school for whom
""university student” is almost their exclusive label
for the duration of their stay on campus. This is not
to suggest that the part-time adult student is less
important in any way but simply to note differences
in the relative priorities attached to formal learning
by these two categories of students.

f) UNDERSTANDING
THE INSTITUTICN

While distance education institutions are dedicated
to overcoming the barriers which have previously
prevented students from gaining access to formal
education, they also create barriers of their own. In
particular, students may find the modes of oper-
ation, from initial registration and course selection
through the various non-traditional delivery op-
tions, strange and confusing. Student services units
can play a critical role in assisting students to over-
come these, through effective information, orien-
tation and advising roles through a host of pro-
grammes offered in regional centres, over the tele-
phone, through regional seminars, by
correspondence and through the imaginative appli-
cation of newer, more interactive technologies. A
student’s first contact with the institution is a critical
one and it will usually be with a regional office,
student services, the registry or a tutor. The quality
of service received will v~ +ally play a critical role in
that student’s subsequern success in pursuing a
homestudy course,

g) THE AFFECTIVE DOMAIN

By definition, course materials focus on acaclemic
content and hence there is usually a strong sep-
aration between the cognitive and affective do-
mains in homestudy courses. This places an extra
responsibility on the course tutor, who is usually
chosen exclusively for his or her academic creden-
tials, to respond to personal conicerns as well. Effec-
tive student workshops and a referral system to
counsellors organized by student services can great-
ly assist students and enable the tutors to concen-

trate on the teaching role for which they have been
engaged.

h) COMBATTING GEOGRAPHIC
ISOLATION

An effective student services unit can complement
the use of innovative delivery modes and technol-
ogies in combatting the geographic isolation faced
by so many students. Regional centres, travelling
tutors and counsellors, regional worksho:s and self-
help orientation and learnine matenals are impor-
tant additions to the basic ..urse package providad
by distance education institutions.

i) FINANCIAL AID

While distance education in itself helps students to
afford their post-secondary studies by allowing
them to study while working or bringing up a family,
student services can assist students further through
the provision of financial aid services.

j) STUDENT ADVOCACY ROLE

Homestudy students are usually isolated from each
other and have very little power to influence deci-
sion-making or to plead a particular case in a dis-
tance education institution. It is vital that student
services provide a strong student advocacy service,
botk in assisting students to organize their own asso-
ciations and in taking up student causes, both indi-
vidual and collective. This role also involves bend-
ing the rules on occasion to serve the needs of a
particularly disadvantaged individual student, a
role which may lead to corflict with other units in
the institution (notably the registry).

WHY CUT STUDENT SERVICES?

Given the above analysis, it would be logical to
conclude that institutions involved in distance edu-
cation would increase the proportionate share of
resources in student services, counselling, regional
offices and tutorial support as they gained more
experience in dealing with part-time adult learners
at a distance. In the author’s experience, this hap-
pens to some degree but more as a part of the
following cycle of development which seems to be
repeated in new institutions of distance education as
they develop.

When a new distance education institution is estab-
lished, student support services are usually second-
ary to establishing the basic course development
and delivery systems. Since one of the principal
arguments in favour of such institutions is their rela-
tive cost efficiency in reaching outto disadvantaged




students, it is not surprising that more expensive,
face-to-face services receive lower priority. Typical-
ly, however, the experience of trying to serve isolat-
ed learners through distance education leads to the
int oduction or improvement of such support ser-
vices as telephone tutoring, counselling and ad-
vising and regional centres. This trend is reversed,
however, when the institution faces tighter fiscal
times and pressure increases via formal evaluation
to demonstrate conclusively that the respective ser-
vices are both cost efficient and effective in in-
creasing student success. Indead, while the trend
may not yet be dramatic, there is considerable evi-
dence to suggest that the more established distance
teaching institutions are cutting back on student
services as they face tighter budgets in the late
1980’s.

If the case is so strong for the adult homestudy
student requiring personal and profestional support
services, why are student services one of the first
areas cut when distance education institutions face
tighter budgets? My own analysis would focus on
the politics of decision-making within a university
or college.

1. As already noted, there has been a tendency to
separate the cognitive from the affective, the
former being emphasized in the early develop-
ment of most institutions and the latter gaining
prominence when student success has fallen be-
lo expected levels. However, the strong tradi-
tions of universities for research and scholarship
have ensured that priority status accrues to the
academic staff, those closest to the traditional
role of contributing in the "helping’’ or “service”
areas.

2. The relatively lower status of student services
may also have been affected by the predom-
inance of women in counselling roles, given the
traditional difficulties faced by women-dominat-
ed occupations in achieving full professional sta-
tus (e.g. school teaching, nursing, social work).

3. Faculty members, who tend to be the most pow-
erful political group within an institution (with
the possible exception of the senior adminis-
tration), may be less sensitive to the personal and
skill development needs of part-time adult stu-
dents, given that the great majority of them com-
pleted their degrees on traditional university
campuses on a full-time basis and were success-
ful students who faced far fewer academic prob-
lems.

4. Marketing and promotion materials for distance
education institutions tend to play up the conve-
nience to students who can study in their own
time and in their own place. As a consequence,
far too many students enter these institutions
with very little idea of what homestudy entails
and what demands it makes on the individual’s
skills and fortitude. If it is to be effective in pre-
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paring students better for what they will face, it is
incumbent upon student services personnel to
do everything they can to expose students to the
realities of homestudy. This “’reality therapy”’
may sometimes lead such staff to be quite critical
of the institution in a manner which may not be
very compatible with advansing their political
case in the institution.

5. The aforementioned student advocacy role,
while crucial, has its pitfalls for student services
as well. Advocating the cause of the individual
frequently runs up against academic policy and
is often perceived as threatening the standards
and hence the academic credibility of the in-
stitution’s credentials. This tends further to in-
creace the gap between student services profes-
sionals and the academic faculty.

The senior administration can play an important
balancing role here but deans and vice-presidents
typically are products of the academic ranks rather
than student services and their loyalties tend not to
lie with the latter.

The student advocacy role is also rendered more
difficult by the relative absence and isolation of the
students themselves. Even where student represen-
tatives sit on sector councils and other important
academic bodies, they tend to be disadvantaged by
their lack of familiarity with the staff and the almost
impossible task of trying to represent thousands of
students whom they can never hope to meet. Even
where they do successfully take up a student cause,
their ability to represent student views may easily be
challenged, given the difficulties faced by student
representatives in this regard and given the absence
of student advocacy groups to support them.

WHAT ACTIONS CAN BE TAKEN?

The problem for student services staff in a distance
education institution has been presented with a kind
of inevitability thus far in this paper. Relatively low
status and political power have been portrayed as
built-in factors in a college or university and the
implication has been that student services staff at-
tempts to change this would be rather futile.

Without denying the power of some of these forces,
| believe that a great deal can be done to redress the
balance more in favour of student support services.
There are a number of potential strategies which can
be employed, although their relative effectiveness
will vary considerably according to the local con-
text:

1. INTEGRATION OF ACADEMIC
AND STUDENT SERVICES

One strategy is to amalgamate academic and stu-
dent services units, so that each faculty, for exam-
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ple, has its own registry, advising and counselling
and tutorial services. While this can lead to better
informal contact among academic and professional
staff, it may be less cost effective (if student services
staff are spread among a large number of faculties)
and it can undermine the development of strong
professional identities and collegial relationships
within student services by isolatii.g ihe staff from
each other. As well, academic (in the narrowest
sense) concerns will usually take priority in the fac-
ulties and the relative distribution of resources to
student services may decline over time. That this
strategy is more frequently voiced by faculty than
student service representatives is often seen by the
latter as evidence of adesireto assimilate ratherthan
integrate student services into the academic pro-
gramme,

2. STRONGER ACADEMIC
PROFILE WITHIN STUDENT
SERVICES

This strategy addresses directly the criticisms of fac-
ulty members by placing a much higher priority on
the credentials of student services staff (masters and
doctorate degrees) and by encouraging such staff to
conduct and publish more research. This is a double
edged sword, however. Student services staff with
doctorates and a strong research orientation may be
less willing (or have less time) to do the more mun-
dane information and advising functions on which
so many students depend and the quality and quan-
tity of basic student service may decline while indi-
vidual members of the staff are enhancing their indi-
vidual academic credibility. There is considerable
danger of a displacement of goals here, where the
means (research and scholarship) become ends in
themselves at considerable cost to the primary stu-
dent service mandate of such a professional unit.

3. AMORE POLITICAL ROLE FOR
STUDENT SERVICES

One crucial response is for deans and directors of
student services to pay more attention tc the politi-
cal aspects of the university. Too often, student ser-
vices staff are naive politically, expect'ngtheirargu-
ments to prevail simply because they are on theside
of the student. Student services staff should develop
close relationships with political leaders and lobby
actively for their causes. They should also develop
programmes which are directed at problems which
faculty members themselves have identified, such
as poor student writing skills, inadequate "“front-
end” advising and low completion rates. They can
also influence faculty opinion through institutional
research which identifies major student concerns
and inadequacies in the university’s provisions, pro-

vided they don’t advance these primarily as crit-
icisms of faculty practices — in other words, the
way in which such research is presented is probably
as important as the results themselves in influencing
subsequent facuity and aministrator actions.

Concerns about encouraging prima donnas more
interested in research than student advising should
not dissuade student services units from going after
the best qualified staff or from pushing existing staff
to upgrade their skills. Professional staff who are
well qualified in their areas of expertise will have
more credibility within the institution and ultimately
contribute to the advancement of their services.

In making this presentation, | should admit to some
prejudices myself in this area. | am an advocate of
student services because | believe that distance edu-
cation institutions are doing worse than a mediocre
job if they encourage adults to return to formal
education only to leave them to experience yet an-
other failure and hence to do them a greater disser-
vice than would have been the result of not serving
them at all. Atthe same time, my primary responsib-
ility for the costs of academic services often places
me in the position of limiting expenditures in sup-
port areas and | am thus forced to recognize the
limitations and constraints on the university’s role.
One notable example is extensive personal counsel-
ling with students — counselling resources are limit-
ed and should not be dedicated to helping the very
few who have scrious personal problems beyond
the scope of .he educational institution. Surely the
answer here is to refer such students to more special-
ized agencies and to apply the counselling re-
sources to issues directly affecting the clients as
students. In the film Educating Rita, the power of an
education on an individual’s life chances was clear-
ly demonstrated but there must be limits to the in-
stitution’s responsibility to then help the individual
solve his or her consequent personal trauma. There
are ot+er agencies for that and the counsellor's role
should normally end at educating the student about
these and/or making referrals.

Being more ’political”” should not be interpreted in
the narrow partisan sense. At least superficially, a
university places a high premium on the results of
research and it is important that Student Services
units work actively to test and to demonstrate the
effectiveness of their services. The relative lack of
long-term experience with distance education is
never more evident than from the paucity of re-
search on its effectiveness. Research has takenona
much higher profile among ICDE members in very
recent years, however, and it is to be hoped that a
great deal more empirical evidence will be present-
ed in Norway tnan has been the case at previous
international conferences. Among the issues which
require much greater and more rigorous scrutiny are
the impact of such student support services as tele-
phone and personal tutoring, counselling and ad-




vising on student success and persistence. |n addi-
tion to conducting and publicizing such research
and to using it in decision-making about what ser-
vices to offer, Student Services staff also have a
responsibility to articulate better the rationale for
their services and how they advance the mission of
the particular institution. Their case is a good one
but they need to improve their ability to convince
students, faculty and administrators.
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1. INTRODUCTION

This contribution on ""Women in Distance Educa-
tion” is concerned with the issue of gender and with
some of the ways in which this issue affects both
students and staff at distance teaching institutions.
Gender must be seen in broad contexts, some of
which are mentioned here to illustrate the point:

— Asfar as students are concerned, one of the most
important issues facing distance teaching institu-
tions is the attrition rate and the problem of identi-
fying factors which might contribute to either
continuation or drop-out. Research has shown
that women have higher drop-outrates than men,

i.e. they are more affected by factors working °

against continuation.

— Asfar as content and presentation of study materi-
al is concerned, questions have been raised as to
whether women couid — and should — be at-
tracted into fields which are traditionally consid-

ered the domains of men. And, if so, do the
contents of these coir ses and the way they are
presented have to c. 1ge in order to reflect a
more general, non-sexist approach? What is the
place of women’s studies and feminist research in
distance education and how can equal opportu-
nity programs affect it?

As far as the study system is concerned, the mode
and organization of teaching affects women and
men in different ways. For instance, women,
more than men, prefer to study in groups and
have contact with other students and with staff. A
study system which contains more elements con-
ducive to shared learning situations would thus
be mor+ suited to the needs of women and might
serve tc attract more female students to participa-
te and to pessevere, while a system which relies
more on isolated, totally "’independent’’ learning
tends to deter women. Another instance of devel-
opments which adversely affect women'’s partici-
pation is the indiscriminate introduciion of in-
formation technology which often is inaccessible
to women.

While the issue of gender affects \  :en every-
where, it takes on additional relevance fcr wom-
en in Third-World countries. For one thing, gen-
der effects might be more marked due to the
overall economic conditions and the organiza-
tion of the educational system. In addition, the
traditional roles of women in society might make
their participation in distance education even
more difficult.
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The following sections cover some aspects of the
gender issue in more detaii. They are intended to
raise questions about the effects of gender on indi-
viduals and institutions in the field of distance edu-
cation and to provide some ideas as starting points
for finding solutions.

2. EQUALITY AND RESPECT:
SOME IMPLICATIONS FOR
DISTANCE EDUCATORS OF
TAKING GENDER SERIOUSLY

Jane Thompson, in her feminist critique of adult and
continuing education (Thempson 1983:106), ar-
gues that

“Unless women think much more deeply about
themselves, make sense of their experience and
expectations in reference to their own needs and
interests, and consider strategies for redefining the
relationships with men in ways which will change
the distribution of power and oppression to one of
equality and respect, learning new roles will contin-
ue to be a poor substitute for the practice of freedom
and liberation.”

These are not comforting words. Those of us dis-
tance educators who are also adult educators are
probably more athome with notions like facilitating
learning, building confidence in the learner, meet-
ing needs, and starting where the learner is. Thomp-
son’s point, however, in chorus with a burgeoning
number of feminist educators, is that in order to
make these notions real for women — who constitu-
te the majority of learners in most of our institutions
— we must free ourselves as well as our students
from male-centered notions about how adults learn,
what content adult learriers need and what kinds of
structure and support most effectively facilitate their
learning.

First, how do adults learn? Until recently, answersto
that question have been based on how men learn.
The authors of the major theories of human learning
and intellectual development have been men and,
ac Carol Gilligan (1979) has pointed out, women
have been missing even as research subjects. In a
ground-breaking study, Gilligan (1982) listened to
girls and women resolve serious moral dilemmas in
their lives. The development she traced as she lis-
tened was of a morality organized around notions of
responsibility and care, in sharp contrast with the
morality of rights described by Piaget (1965) and
Kohlberg (1981, 1984), which is based on the study
of moral reasoning in boys and men. In an equally
significant study, four women psychologists (Be-
lenky, Clinchy, Goldberger, Tarule 1986) also lis-
tened to women, diverse in age and ethnic and
socioeconomic background, as they talked about
what was important about life and learning. On the
basis of what they learned and building on Perry’s

(1970) scheme of epistemological positions, Belen-
ky etal. grouped women'’s perspectives on knowing
into five major categories:

“silence, a position in which women experience
themselves as mindless and voiceless and subject to
the whims of external authority; received knowl-
edge, a perspective from which women conceive of
themselves as capable of receiving, even reproduc-
ing knowledge from the all-knowing external au-
thorities but not capable of creating knowledge on
their own; subjective knowledge, a perspective
from which truth and knowledge are conceived of
as personal, private and subjectively known or in-
tuited; procedural knowledge, a position in which
women are invested in learning and applying ob-
jective procedures for obtaining and communicat-
ing knowledge; and constructed knowledge, a posi-
tion in which women view all knowledge and value
both subjective and objective strategies for know-
ing.” (Belenky et al, 1986:15).

Unlike Perry’s scheme, that of Belenky et al. is not
structured as a hierarchy of stages. Many of the
women who participated in the study shifted from
one mode of knowing to another at points in their
lives. Belenky etal., however, leave the questions of
why and when and whether these modes have any
"’stage”’-like qualities to future work.

Even at this stage of their work, however, the ways of
knowing mapped by these four women have impor-
tant implications for distance educators. in their
chapters on ""Toward an Education for Women’’ and
"Connected Teaching”, Belenky et al. draw out
some of the implications these categories have for
the classroom. They argue, for example, that in
designing education appropriate for women, we
need to begin by asking, "What does a women
know?"”. This may sound like the adult education
dictum of "’start where the student is”’. However, if
the student is female, our “'start”” will take us to the
very foundations of whatever disciplines we are
teaching and require us to redefine the questions we
ask and seek new answers rather than simply select
whatever existing questions and answers we decide
are most relevant. In the words of the researchers
(Belenky et al. 1966:198).

“Traditional courses... are about the culture’s
questions, questions fished out of the ‘mainstream’
of our disciplines. If the student is female, her ques-
tions may differ from the culture’s questions, since
women, paddling in the bywaters of the culture,
have had little to do with positing the questions or
designing the agendas of the disciplines.”

What does this listening, questioning and seeking
behaviour entail for the teacher of women? It
means, for one thing, creating an open learning
climate, in which the teacher respects the student's
own rhythms and agendas rather than imposing an
arbitrary timetable on her learning. In some ways
distance education is better able to provide this




climate than is any other mode since most distance
learners are allowed within relatively flexible limits
to learn at their own pace. Atthe same time, howev-
er, there must exist a network of support, consisting
of teachers who are "’partners”’ rather than "’bank-
ers” in the learning process. In Freire’s terms, part-
ner-teachers treat knowledge as something to be
shared with students, whereas banker-teachers deal
with it as the teacher’s property, to be deposited in
studentstorehouses (Freire 1971). Belenky et al. use
the term “‘midwife-teacher”” to name the required
role: “Midwife-teachers draw (knowledge) out.
They assist the students in giving birth to their own
ideas, in making their own tacit knowledge explicit
and elaborating it.” (Belenky et al. 1986:217).

The medium Belenky et al. propose for this process
is the “connected class’ in which participants can
nurture each other’s thoughts to maturity. The ques-
tion this poses for distance educators is how to
create “’connected”’ classrooms ata distance. Fortu-
nately, as creative and innovative folk, distance
educators have already developed and are using a
great number of strategies which can put the neces-
sary connections in place and make them work in
the interests of women.

For example, programs and courses exist which
incorporate the learners’ own experiences and
knowledge as valid and build on them. Compe-
tency-based approaches are one instance of this
kind of course. Women's Studies courses are anoth-
er. In Women's Studies courses, as Thompson
pointsout (1983:116), “'the learning is controlled by
women, not men, and that which is regarded as
useful, crucial and important knowledge comes first
from women’s own experience of the world.” As
another example, several open and distance educa-
tion institutions offer (and some prescribe) inter-
disciplinary courses. Women's studies courses are
by definition interdisciplinary reflecting the wom-
en’s movement’s fight for wholeness (ibid.), the de-
sire to make connections between knowledge
drawn from different disciplines rather than to con-
tinue to isolate it within specialties.

Distance educators have also developed a multi-
tude of ways for providing learners and person-
alized support and evaluation. Trained tutors and
counsellors nurture and confirm rather than cen-
sure, seeking to understand the mode within which
an individual learner is operating and helping her
break out of the silence, for example, ifthat is where
she is trapped. In addition, personalized marking
schemes exist, certainly but not exclusively in
Women's Studies courses, in which a learner’s pro-
gress is measured in terms of individual growth rath-
er than competitive position with others.

As for creating opportunities for learners to meet,
share and struggle not 1ly with teachers but also
with other learners and their ideas, distance educa

59

tors use whatever means are at their disposal. At the
very least, teachers and learners can meet by mail
and, where population density and means permt,
in study centres and summer schools. When avail-
able, a variety of more sophisticated technologies
are employed, including telephone and teleconfe-
rencing, interactive broadcasting via satellite and
computer conferencing.

When all these components are combined — cours-
es which confirm and build the learner’s compe-
tencies as a knower and help her make connections,
support networks which nurture rather than censure
and opportunities to meet, share and struggle to-
gether — the result is the empowerment of women
to “think deeply about themselves, make sense of
their experience. .. and consider strategies for rede-
fining the relationships with men in ways which will
change the distribution of power and oppression to
one of equality and respect...” The means exist.
What is needed is the will on the part of distance
educators who take gender seriously to ensure that
they are used.

3. EQLJAL OPPORTUNITIES FOR
WOMEN? GENDER IN RELATION
TO ACCESS AND CONTINUED
PARTICIPATION

Distance education is supposed to be especially
suited to meet the needs of people who, for various
reasons, find it difficult or impossible to attend tradi-
tional institutions in order to obtain their formal
education. Apart from factors such as distance,
health, or employment, there is one obstacle which
exclusively affects women’s access to education:
they are held responsible for raising children and for
taking care of their homes and families. This hinders
access to formal education in different ways. Firstly,
on ideologica! grounds, it may prevent women from
obtaining higher levels of education and profession-
al training as it is assumed that they ""don’t need it”’
for their future as wife, mother and homemaker.
Secondly, on practical grounds, it may prevent them
from attending classes and pursuing formal pro-
grams of education as their schedule is determined
by the needs and wishes of their families and time
for “extraneous’’ activities is severely curtailed and
not freely disposable.

Distance education, which allows for a flexible
study schedule and does not require attendance at
fixed times and places, would therefore seem to be
ideal for women who wish to pursue higher educa-
tion at a later stage in life. Why then do enroliment
statistics not necessarily reflect this?

In West Germr any, for instance, only one in four
distance students is a woman while the proportion
or womer: in traditional universities is about forty
per cent. Among the newly matriculated students at
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the West German FernUniversitat (Distance Uni-
versity) women comprise a slightly higher percent-
age but even in this group only three in ten students
are female. Thus women are extremely underrepre-
sented in terms of access and even more so in terms
of continued participation

As far as access is conceined, there are various
factors which adversely affect women'’s enrollment
as distance students. At the FernUniversitat one of
these is the fact that the available degree programs
are predominantly offered in areas traditionally pre-
ferred by men and that women are not system-
atically encouraged by the institution to enter these
fields. Another factor seems to be the cost of dis-
tance studies which discourages especially those
women who are less interested in completing a
formal course of studies but wish to register for
individual courses rather than studying for adegree.
This could be due tott e fact that women, who often
have no income of th eir own, frequently are entitled
to only a small share of the family income and have
little or no right to dispose of it on their own. A third
contributing factor is the double or triple workload
women would have to take on if they decided to
become students on top of their family commit-
ments and, possibly, their paid employment.

While barriers such as these serve to keep women’s
enroliment in distance education ata comparatively
low level, there are additional factors which miti-
gate against their continued participation.

For instance, distance education is often equated
with individualized learning and this, in tumn, often
means isolated learning. Recent research, however,
has shown 1hat women, more than men, prefer to
work with others and to have contact with fellow
students and with members of the teaching staff.
Thus they are more interested in the availability of
study centres and study groups where their needs for
interaction, both on academic and personal levels,
can be met. At the same time, women find it more
difficult to avail themselves of these facilities since
they often lack the time and the money, or are
prevented by other commitments, to travel to study
centres for meetings or tutorials. It is therefore not
surprising that women, more often than men, give
the lack of communication and contact with others
as a reason for discontinuing their distance studies.

These findings pose -  hallenge to distance educa-
tion institutions in the sense that an increased and
continuous participation by women regiires the re-
solving of a seemingly inherent paradox: enabling
women to learn in groups, facilitating face-to-face
interaction between students and teachers while at
the same time providing individualized and flexible
teaching and education at a distarce.

One factor which causes students to discontinue
their distance education is the initial misjudging of

the requiied time and workload on the one hand
and the available spare time on the other hand. At
first glance this affects both women and men but
closer analysis shows that women are experiencing
distinctly more pressure than men because they are
not only affected by work commitments but also by
their parenting and homemaker responsibilities. For
men, changes in their jobs, transfers, promotions
and new or broadei career responsibilities are the
single most relevant factor in their decision to slow
down or discontinue their studies at the FernUni-
versitat. For women who are in paid employment
these are important factors as well. But in addition,
women — whether they are solely unpaid home-
makers and carers or also in paid work — have to
find the time to meet the needs of their families and
to respond immediately to private changes and to
crises at home. In mos: cases the priorities, which
are prescribed by tradition and not easily nego-
tiable, are clear and conflicts of .nterest have to be
resolved in favour of firstly the woman’s family,
secondly the woman'’s paid employment ard lastly
the woman’s personal, educational or other needs
and interests.

In view of these circumstances it is not so surprising
to see that more women than men discontinue their
studies. Rather it is surprising how many women
manage to complete their degree courses success-
fully. One of the reasons for this might be the fact
that the women among the FernUniversitat's newly
matriculated degree students are decidedly more
goal-oriented than their male colleagues. This sug-
gests that only women who are determined to obtain
the degree manage to get past the access barriers
and enrol in a degree program.

A distance teaching institution, one might assume,
must be interested in attracting such highly motiva-
ted students and in providing them with the means
and the environment conducive to successful study-
ing. And while the University itself has little or no
influence on the employment-related pressures and
constraints, it is not so limited in the influence it
might exert over the students’ private environment
and resources. Given the necessary funding and the
setting of priorities, a distance teaching university
could support its women students in a variety of
ways such as childcare, travel, financial assistance,
study material and equipment, organizational mea-
sures, etc.

As we have shown, these measures would primarily
benefit the women among the student population
and would ultimately contribute to lower attrition
rates and, possibly, to higher levels of female enrol|-
ment. Thus it might also help to resolve a second,
seemingly inherent, paradox of distance education:
the discrepancy between women’s initially high
goal-orientation and their low continuation rate.
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4, TWO STEPS FORWARD, ONE
STEP BACK: GAINS AND
SETBACKS FOR WOMEN AT THE
OPEN UNIVERSITY (OU) IN
BRITAIN

There are at present more initiatives to benefit wom-
en students and staff at the Open University (UK)
than there ever have been, as | will go on to de-
scribe. However, each of these, for various reasons
is very vulnerable to being undermined by factors
ooth inside and outside the university. We cannot
afford to relax. As countries like the UK go through
economic and ideological change, changes in the
policies of central government as well asan artifem-
inist ’backlash” can undo the educational gains we
have made for women. Internationally we need to
discuss what nev initiatives could be most produc-
tive and how be: . to defend what we have.

The OU initiative. have been characterised by their
fragmentation — that is only one of them is a Uni-
versity wide initiative — and by their reliance on
energetic women (often junior members of staff),
developing them on top of already onerous work-
loads. The one University wide initiative is an Equal
Opportunities motion passed by the Senate in 1987
which demands that the University adopt policies
for equal opportunities in employment and increas-
es the recruitment and provision of services for stu-
dents from racially, socially and economically dis-
advantaged groups. Women, although not specifi-
cally mentioned, should 11ll into more than one of
these disadvantaged categories. Italso recommend-
ed that these policies are monitored. Unfortunately,
in a large organisation such as the Open University,
working out how to do all this is like dancing
through a minefield.

The first thing to happen in the Open University has
been that the motion has been split into issues deal-
ing with students and those de~ling with staff. Work
on recruiting and supporting students in academic
«'eas where there are few women staff suggests that
the two issues are closely bound. Student issues
have been debated at a committee on Student Pro-
gress and comments have been requested from all
the faculties and units across the University. The
staffing side of the motion is being taken up by other
appropriate committees.

The niotion has been welcomed by all of us working
onwomen'’s issues. Many other UK institutions have
designated themselves "“Equal Opportunities Em-
ployers’” and have had a policy in place for some
time. However, the eventual policy adopted by the
University could be either in a strong form, which
would mean employing people with special respon-
sibility to promote and monitor the policy and to
train all staff in carrying itout, or a weak form which
would be no more than a statement of intent. Obvi-

ously we v-ould prefer the strong form which means
that we are at the beginning of a long struggle since
the idea of positive discrimination, quite legal in
some aspects of training and education is seen as an
attack on the whole liberal ethos of Open Access,
itself a corner stone of the University’s philosophy.
In the immediate future the University again faces
financial economies and increased resources for
training and staffing will be hard to get.

The Senate motion came initially from a Social Sci-
ence group called the Equal Opportunities Group.
Until now individual faculty initiatives have been
much more common. Most of the faculties have a
group which has the interests of \women staff and
students of that faculty as a main prior:ty. And each
group has had some success. The Equal Opportuni-
ties group managed to get money from the faculty to
pay for a consultant to come and examine the em-
ployment within the faculty.

Two of the longest running groups have been the
Equalities Working Group in the School of Educa-
tion and the Women into Science and Engineering
(WISE) group which, although housed in the Tech-
nology Faculty, draws members from the faculties of
Science and Mathematics.

One of the first things the Equalities Group did was
examine course material for sexist bias and produce
a video compilation of bad examples from Open
University TV programmes. Since then they have
functioned as a pressure group within the faculty on
a number of issues, as well as supporting the devel-
opmentof modules of Masters courses that deal with
the study of gender in education. Courses specifical-
ly addressing the needs of women students and tak-
ing feminist scholarship seriously have existed for
some time in the University. The first Women’s
Studies Course, The Changing Experience of Wom-
en, was first presented in 1983, It is still being pre-
sented but is a very old lady. The course team has
been producing plans for a replacement course but
has staffing problems. The course is, as are most
Women'’s Studies courses, interdisciplinary. As the
University tries to make financial savings by not
filling posts, faculty priorities are for mainstream
faculty courses. Potential members of the new
Women’s Studies course are having to make time for
it out of their mainstream activities. Sadly the effect
of all this has been to make the course team and the
course very insecure.

When the WISE group was formed there already
existed a special bursary scheme funded by a central
government body, the Manpower Services Commis-
sion {(MSC). This had been developed by a woman
miember of staff who at the time was in part-time
employment in a regional office. The scheme has so
far funded nearly 350 women to study courses in
technology or science for retraining purposes. 95
will be studying in 1988. It has been one of the most
successful initiatives in this area. However, it is at
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the moment under threat because the MSC has
adopted new criteria for the success of such
schemes, namely that the women on them should
have jobs in the private sector three months after the
completion of the course. This ignores the fact that
many women are studying in areas of high unem-
ployment and, because many have husbands and
children, they have not the mobility to follow jobs. It
also ignores the fact that women in general are
overly represented in employment in the public sec-
tor, which for MSC purposes will not count. Every
year there have been a number of teachers on the
scheme who are retraining to enter teaching in tech-
nology. It would be to the advantage of the scheme
not to take these women any longer. For many wom-
en the scheme has set them off on a longer course of
professional training so that it is a couple of years
before they are in full-time employment. It will be to
the scheme’s advaiitage in future to iscourage
women from further education. This is a .ase where
central government policy in attempting to make
training more directed towards specific areas of em-
ployment, could end up closing a very successful
scheme because of its unwillingness to recognise
that male and female lives, employment patterns
and therefore training needs are different.

A new women’s course in management, Women
into Management, is faring better. The MSC funded
the production of the materials for this course, and
funded some pilot students for the first year. Now
the course is for sale and has high registration fig-
ures. Unfortunately it is expensive (£100). The
course team are still trying to work out ways in
which funding can be found for one of the groups of
women for whom the couurse was originally de-
signed: women who could not convince their em-
ployers that they would make good managers and
who could consequently not get funding for man-
agement courses. Getting funding for women to
come on courses remains problematic and will do
as long as the measure of a woman’s income is ’the
family income”. Although research has shown that
the income of the male wage earner is not equally
available to all members of the family, special fi-
nancial award schemes like that of the Open Uni-
versity work on the prit ciple that they are.

New developments in di.iance education can also
indirectly attack the gains we have made. For exam-
ple in the last ten years the proportion of women on
the first year technology course has risen from 14%
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to 24%. But in 1989 it will be compulsory for stu-
dents on this course to use a microprocessor for a
significant amount of their work. It is argued else-
where in this conference that the increased use of
information technology by students in distance edu-
cation could, for a variety of reasons, significantly
discriminate against women. Groups, such as
WISE, have spent time trying to get this argument
accepted, with some success. But they are now
having to suggest changes to the policy for the distri-
bution and use of these machines to alleviate its
effects. We are facing an attitude that accepts such
technical innovation as inevitable for the future of
distance education, and in many cases regards the
effect on women as also inevitable: the price of
prog:ess. For us progress is no such thing if it does
not include progress for women as much as for men.
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Economics in distance education: time
for a change of direction?

GREVILLE RUMBLE

My central thesis in this paper is that the study of the
cost structures of distance education from an eco-
nomic point of view is now a closed field ofenquiry.
| do not mean to deride the results that have been
obtained: they were and are illuminating — and all
those concerned with distance education should be
aware of the findings. Furthermore, the fact that the
field of enquiry is closed, in the sense that the con-
ceptual and methodological questions have been
solved, does not mean that further studies should
not be undertaken. They will tell us something
about particular distance education institutions, but
they will not tell us much more about the funda-
mental nature of the cost structures of distance edu-
cation as compared with traditional forms of educa-
tion.

I am not saying thatthe application of economics to
the study of distance education is no longer a valid
activity. The study of the social and economic rates
of return on investment in distance educ ation seems
to me to be a field which we have scarcely touchkzd
as yet. Of course, itis a field fraught with conceptual
and methodological problems, but asking whether
the investment of private or public funds in distance
education is worthwhile is a valid activity — partic-
ularly where one is trying to measure the rate of
return not in commercial terms but in terms of the
value of the social and economic returp to the na-
tion. Commercial correspondence and distance
education systems have it easier — they at least can
measure their rate of return in terms of their profit
margins. Firms who invest in distance education as
& means of training their workforce — and there are
n>w many of them — can measure the rate of return

to their businesses through the direct impact of the
training on their workforce. But it is much harder for
the State to decide whether the investment is one
which itshould make. This, however, is not a theme
that | shall explore in this paper.

My thesis is more prosaic: that distance education
institutions have to look to their financial and bud-
getary management if they are to survive in a world
which increasingly expects educationalists to pro-
vide more for less.

LESSONS FROM THE ECONOMIC
STUDY OF THE COST
STRUCTURES OF DISTANCE
EDUCATION

It is said, particularly by distance educators, that
distance education is cheaper than twraditional forms
of education. This is usually a short-hand way of
saying that the cost per student or per graduate is less
in distance than in traditional forms of education.
Since students can progress at different rates (either
full-time or part-time) the cost per student is often
expressed in a standard measure such as the cost per
full-time student equivalent. Sometimes the mea-
sure of comparison is the cost per student hour. The
latter is particularly useful when one comes to mea-
sure the relative costs of individual media.

Cost comparisons between distance and traditional
educational systems are often difficult to make be-
cause the systems may have different objectives or
teach different subjects, or the same subjects in very
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different ways; the previous educational qualifica-
tions of the students entering the systems may be
different, and this may affect their success in pro-
ducing graduates; and the quality of the teaching
may be different. Any one of these variables may
affect costs and the way we view them. Generally,
however, cost comparisons are confined to institu-
tions teaching atthe same level (primary, secondary
or tertiary) and it is assumed that the quality of the
education offered is similar.

Distance education systems are not set up just be-
cause they are believed to be cheaper. Still, cost is
an important factor. The Organising Committee for
the Venezuelan Universidad Nacional Abierta
stated its belief that the institution would “contrib-
ute in significantly reducing the annual cost per
student and the social cost per graduate” (COUNA,
1979). Unfortunateiy the hopes of politicians and
planners are not always realised. There are exam-
ples of distance teaching schemes where the cost
per student or cost per graduate, and sometimes
both, have been higher than costs in traditional
systems doing comparable tasks, just as there are
plenty of examples of distance teaching systems
which have been cheaper (Peraton, 1982).

We know a great deal about the economics of dis-
tance education. The early studies by Laidlaw and
Layard (1974) and Wagner (1972, 1977), and the
criticisms of the case made for the relative cheap-
ness of distance education advanced by Carnoy and
Levin (1975) and Mace (187%), said virtually every-
thing that was important in terms of the economics
of distance education. If | can summarise their find-
ings in a few words | would say that their message
was as follows:

(1) The cost structures of distance and traditional
forms of education are different. Distance edu-
cation systems generally have high fixed costs
and low variable costs, whereas traditional
forms of education typically have low fixed
costs and high variable costs. As Wagner
(1982:ix) put it, distance education offers edu-
cationalists ““a mass production alternative to
the traditional craft approach”.

(2) This high-fixed low-variable cost structure is
typical of both the institutions offering distance
education and individual courses.

(3) Distance education systems need a high level
of investment before a single student can be
enrolled. The investment in capital (buildings,
equipment, etc.) can be enormous — partic-
ularly if studio-based technologies and satellite
or terrestial broadcasting have to be put in
specially. (If existing facilities are used, then
the cost is a recurrent one.) Use of computer-
based technologies for teaching and adminis-
tration also adds significantly to capital cost —
notjustin equipmentbut also the investment in
developing computer-based systems for stu-

dent administration. Warehouses may have to
be built and will certainly need to be equiped
to mee* the institution’s needs. Further capital
costs will be incurred if itis decided to set up an
in-house print shop rather than use existing
commercial printers. All this equipment will in
due course wear out and need to be replaced.
There are compensating savings for distance
education — for example, one does not need
to provide student residerces o, (generally
speaking) permanent classrooms.

(4) All institutions have recurrent overhead costs
(covering such management functions as per-
sonnel, finance, management services, admin-
istration, institutional planning and evalua-
tion, etc.). The more sophisticated the manage-
ment and control task, the greater these costs
are likely to be, and this too is likely to load
costs on to distance education. All these sys-
tems will need to be working before a single
student can be enrolled.

(5) Theextentto which fixed costs predominate in
distance education was shown in comparative
study of the costs of courses at conventional
British unversities and at Britain’s distance-
teaching Open University: whereas the ratio of
variable to fixed course costs at conventional
British universities was about 1:8, at the Open
University it was about 1:2000 (Laidlaw and
Layard, 1974).

{6) Because the cost structure is so different, those
setting up and operating distance systems ex-
perience considerable difficulty in describing
the operation and economics of their institu-
tion to officials in government and funding
agencies (Snowden and Daniel, 1980:76, Swi-
nerton and Hogan, 1981:1). The shere invest-
ment in starting a project, and the fact that one
has to wait for a return on the investment, may
put governments or commercial backers off. In
contrast, the early investment in a small tradi-
tional school or college may be much less.

(7) Because the variable cost per student can be
low, distance education systems can be cheap-
er per student and/or graduate than conven-
tional educational systems, but only if the high
fixed costs can be spread across sufficient stu-
dents to bring the average cost per student or
graduate down below the level attained in tra-
ditional forms of education. (The average cost
per student is equal to the fixed costs divided
by the number of students, plus the variable
cost for one student).

(8) If the variable cost per student in a distance
system is higher than that in a conventional
system, one will never have a cheaper system.
In designing the system, one has to keep the
variable cost per student (cost of materials giv-
en tothe student, distribution costs of the mate-
rials sent to each student, and the cost of corre-




spondence and face-to-face tuition) below the
direct cost per student in traditional systems
{typically, the cost of staff and consumables).
Obviously, the cost per distance-taught student
goes up if one gives students (a) more rather
than less material, (b) more expensive as op-
posed to cheaper materials, and (c) more tui-
tion.

Not all courses will attract sufficient numbers
of students to bring the average cost per student
down below that found in traditional systems,
The same course can be both inefficient and
efficient in comparison with the costs of tradi-
tional education, depending on the effect of its
cost structure and the number of students it has
on average student costs.

(10) The fact that some courses are not cost-effi-
cient compared with similar courses offered in
traditional institutions does not mean that the
whole institution is inefficient, provided there
are other courses which are cost-efficient in
comparison with conventional courses. One
can justify having such courses if they are an
integral part of a system providing wider access
to degrees, diplomas etc. (Laidlaw and Layard,
1974:458). However, the more courses one
has, the greater the investment cost in those
courses and the greater the overhead cost of
supporting their presentation, so the greater
the number of students needed to justify the
programme as a whole. Wagner (1977:371)
suggested that one of the reasons why most of
the economies of scale of the UK Open Uni-
versity were reaped in its first years (ie. 1971
73) was that in the period 1974-76 the rate of
increase in student numbers did not keep pace
with the increasing number of courses present-
ed.

Each course involves an investment in devel-
opment and production. The longer the course
is used, the greater the number of years over
which the cagital cost of the investment in
design is spread, and hence the more efficient
the system. The corollary of extended course
lives is that the course may become outdated.
This wiil undermine the quality of the educa-
tion seriously.

The time it takes to develop different media
varies enormously, as Sparkes (1984:219) in-
dicated (e.g. one to ten hours of staff time to
develop one hour of small group teaching,
from two to ten hours to prepare a one hour
lecture, 50 to 100 hours to prepare a teaching
text which will occupy a student for one hour,
300 hours or more to prepare one hour’s worth
of material on interactive video disc — though
these figures need to be treated with some
care). Choice of media is crucial to costs.
Each media has its own cost structure. Some
medium which are cost-efficient for low stu-

9)
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(12)

(13)

dent numbers (e.g. face-to-face tuition) are not
cost-efficient for large numbers of students.
The reverse will be true of a medium such as
video in the form of transmitted televisicn.
(14) One can affectthe cost ofa medium depending
on how you use it. For example, the costs of
giving students video cassettes, loaning video-
cassettes to students on a returnable basis, sell-
ing video-cassettes to students, and transmit-
ting video in the early moming for personal
recording by students on their own video-cas-
sette recorders, are different, both in absolute
terms and in terms of who bears the cost (in-
stitution or student),
The cost to students can affect access signif-
icantly.
It is difficult to establish the relative pedagogic
effectiveness of different media. It is therefore
always a question of judgement as to whether
or not a given institution could teach as effec-
tively or even more effectively using cheaper
media. This was the substance of one of Mac-
€’s criticism of the UK Open University — not
that it was not on the face of it cost-effective in
comparison with other traditional British uni-
versities (although he had some doubts here
too), but that it might be even more cost-effec-
tive if it were only more efficient (1978:305).
Mace particularly queried the value of broad-
casting, which is expensive.

(15)

(16)

THE LIMITATIONS OF ECONOMIC
MODELS OF DISTANCE
EDUCATION

The early economic studies of distance education
led to the development of simple cost functions for
distance education (see, for example, Wagner,
1977; Snowden and Daniel, 1980; Rumble, 1981;
1982a; Guiton, 1982). In Wagner’s cost function for
the Open University, for example:

Total recurrent costs = (the number of students x the
average cost per student) + (the number of courses
presented x the average cost per course presented
including an allowance for its eventual replacement
at the end of an agreed life) + overheads.

Whatever the value of such simple cost functions in
demonstrating in simple terms to politicians and
others the fact that distance education could be
more cost-effective than traditional forms of educa-
tion, they are frankly inadequate as management
tools for making choices about costs. As Rumble,
Neil and Tout (1981:235) remarked, they "do not
adequately specify the fundamental variables,
which affect costs, in sufficient detail to be of practi-
cal value to people who are trying to prepare an
operating budget for an institution”’.

Totackle this problem, Rumble, Neil and Tout iden-




tified a whole < s of cost functions which would
make explicit . tundamental variables affecting
costs in a distance education system, and which
would be of practical help to those trying to fix a
budget for a distance teaching institution. Never-
theless, even detailed cost functions have limita-
tions, since they too involve simplifications. In par-
ticular, they will not solve the management prob-
lems posed by the need to cut costs. This led Rumble
to argue that, faced by the need to implement cuts,
distance teaching institutions had to return to more
basic principles of financial management, including
the examination of baseline budgets, the need to
cash limit budgets, the need to ensure that those
responsible for the activity are responsible for the
budget, the need to give budget holders only the
minimum necessary to the job, and the need to deal
with uncertainty (2982b:200-01). The approach
taken to budget cuts is likely to be different, depend-
ing on whether one is facing a short term crisis or a
long term run-down in financing such as may follow
from the progressive cut of value of public funds
given to the institution. The latter may well necessi-
tate a fundamental rethinking of the basic strategies
for developing, producing and distributing materi-
als, teaching, and administration.

STRATEGIES AND THEIR COSTS

The basic strategic choices made by an institution
do affect costs significantly. Planners who are set-
ting up distanre teaching institutions on a limited
budget, and those managing such institutions in
situations where resources are declining, can be
much better informed about the nature of the strate-
gic choices open to them, thanks to the growing
literature on distance education.

To start with, the way in which distance learning
materials are developed affect costs.

(1) One can use existing material as it stands or
adapt it to meet the needs of distance taught
students. This approach involves hardly any cre-
ative effort on the part of the teaching institution
and vastly reduces the costs of de*.clupment, but
will usually involve the payment of copyright
fees to the originating institution.

One can "tack” a distance teaching system on
to a conventional system by videoing lectures
given to conventional students and preparing
lecture notes to accompany the videos. Once
lecture theatres have been equipped with video
cameras and recording equipment, the addi-
tional per capita costs of preparing videos and
lecture notes for use by off-campus students can
be very little (Wagner, 1975; Leslie, 1979). A
vast library of video material can be built up
rapidly for relatively little total cost. While the
quality of these videos may not be very high,
they are adequate for their purpose. Broadcast

2

~—

by satellite, they can enable students spread
over very wide geographical areas to "listen
into” lectures providing up-to-date information
on technological advances. Students may also
be able to participate in the lectures through
telephone links (tutored video instruction or
TVI). Such approaches are now being used by a
number of universities including the National
Technological University in the United States.
(3) Onecan plan the curriculum and specify course
content in broad outline, and then appointaca-
demic consultants to develop the written materi-
als and scripts for broadcasts and audio visual
materials, as at the Universidad Estatal a Dis-
tancia in Costa Rica. This has the great advan-
tage that payment is by results. The academics
are not permanent members of full-time staff, so
there is no long-term commitment to them. If
they fail to deliver the goods, they do not get
paid. Advance notification of a course may be
given, but sometimes (as at the Open Learning
Institute in British Columbia), a course is only
announced once all the materials have been
handed over for production. The process has
more in common with a publishing house than
an educational institution.
Finally, one can employ a core of full-time aca-
demic staff to create the course materials. This is
the most expensive way of staffing up to develop
distance education materials.
Similarly, what one needs to produce (given one’s
choice of media), how one produces it, and where
one is doing the production, can affect one’s costs
dramatically. To take the case of print, all material
requires editing and design work. The costof ed....ig
an author’s manuscript into a form suitable for a
self-instructional learning package is likely to be
greater if contract authors are used. The cost of
design can vary, depending on the extent to which
illustrations and artwork is used. The way text is set
affects costs. Offset lithography from typed originals
is generally cheaper than letter press printing frem
hot metal typesetting. Use of word processors in-
stead of typewriters makes the preparation of cam-
era ready copy even easier, and can affect authoring
costs. Timmers (1986) reckoned that at the Van-
couver-based Open Learning Institute word proc-
essing cut the time taken to develop and prepare for
production a page of text from 120 hours to 50. On
the other hand, where texts have to be handwritten,
costs can escalate. The Allama Igbal Open Uni-
versity pays its calligraphers on the same scale as
university lecturers. The Sri Lankan Open Universi-
ty prepares its texts in more than one language, thus
incurring the costs of translation. The costs of print-
ing can also vary. Paper costs differ from country to
country; different grade papers may be used. The
costs of the offset litho process are affected by
whether paper or metal plates are used. The former
are cheaper but are good for only about 500 copies.
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The use of colour adds greatly to the costs of print-
ing. The length of the print run makes a difference to
the unit cost per title. On the other hand, where
more than one year’s stock is printed, the costs of
storage need to be taken into account. Variations in
distribution costs are also significant. It is difficult to
make generalisations, but obviously it depends
whether the materials are mailed direct toindividual
students’ homes, as happens at the British Open
University, or are trucked to local centres for collec-
tion by the students, as happens at the Universidad
Estatal a Distancia in Costa Rica.

The production costs of video varies enormously
too. The costs per hour of video-tape lectures is
much less than “broadcast quality”” television, and
these will vary from country to country, depending
on technical standards and staffing levels. What
constitutes broadcast quality television is subject to
different standards. In the United States the Public
Broadcasting Service broadcasts 3/4 inch Lo-band
Umatic tape generated material, which is cheaper
to produce than the 3/4 inch High-band tape materi-
al used by the television companies in the United
Kingdom. It is perfectly feasible to produce "’broad-
castable”” educational material at low cost. The Na-
tional Technological University, for example,
broadcasts low cost video-tape lectures by satellite
which is perfectly adequate for its purpose. The
distribution costs of video can also vary significant-
ly, depending on whether video-cassettes or terres-
tial or satellite-based systems are used ithe latter
encompassing both direct broadcasting by satellite
(DBS) and satellite to cable head ends), and the
extent to which the distance education institution is
responsible for meeting the capital costs of the distri-
bution system or has access to transmission time at
economic or marginal costs. Those interested in the
costs of broadcasting should consult Eicher et al
(1982).

The costs of computer-based systems have been
insufficiently studied to date, but the experience of
the Open University, which has some 80,000 stu-
dents taking degree level courses, has been that the
cost of providing each student with a home-based
personal computer is such that the institution itseif
cannot hope to fund the project, while provision ofa
study centre based service does not provide suffi-
cient accoss to computers to meet the academic
needs of computing and other courses. Even if the
University restricted itself to providing computers to
students taking courses where a significant level of
computing is deemed to be academically essential,
it would quickly have to provide for the needs of at
least 13,000 students. A machine meeting the needs
of the University’s students costs in the region of
£500-600 at 1987 prices, so the University cannot
afford to equip students with personal computers. In
view of this it has recently agreed a policy under
which it hopes that students will either buy the
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machines outright at a negotiated rate of discount,
with or without a bank loan, or hire them from the
University at a rate which still makes student pur-
chase an attractive option for those students who
can foresee the need to have a machine for several
years. Evenso, the cost of providing software and of
supporting the project is nct inconsiderable.

A further factor affecting institutional costs is what
one teaches. There is a world of difference between
the costs of developing, say, basic language courses
which can be used for many years with little change,
and for which there is a ready and on-going market;
and developing a suite of courses leading to a mas-
ter’s degree in some advanced scientific or techno-
logical subject, where one is teaching about ad-
vances at the leading edge of rese. r-h which neces-
sitate frequent changes to the material, and where
the number of students is very small.

CONTROLLING COSTS IS A
MANAGEMENT FUNCTION

It is a truism to say that the control of costs is a
function of management, whether it is at the simple
level of budgetary control, or at the more funda-
mental level of agreeing strategies whih will deliv-
er products at a price which the institution and its
customers can afford. The examples given above
show not only how difficult it is to cost distance
education in abstract, but also how the costs of
particular systems can be affected by management
decisions. They also suggest that answers to general
questions such as ""How expensive is distance edu-
cation?’ or "What does it cost to teach at a distance
at the Open University?” are only meaningful with-
in a specific context.

Management can only cost strategic options and
control costs if the specific costs of activities are
clearly identified. To do this, managements must

develop costing systems which will meei their
needs.

During the late 1970s and early 1980s there was
censiderable discussion about the methodology of
costing "’new technology” projects in education —
including, of course, distance education (c.f. UN-
ESCO, 1977:11-35; Jamison, Klees and Wells,
1978:23-69; Eicher et al, 1982:41-64; and also
Orivel, 1987). This led to the widespread accept-
ance of a general methodology for costing such
projects which concentrates on the functional anal-
ysis of costs (general administration costs; prodic-
tion costs; transmission or distribution costs; and
reception cost) (Eicher etal, 1982:51). In fact, rela-
tively few projects have been costed in accordance
with the recommended methodology. Indeed, there
are considerable discrepancias between individual
cost siudies including the use of |.rojected (budget)
versus actual (final accounts) costs and differences
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in the treatment of costs, particularly capital costs
and the annualisation or otherwise of the costs of
developing and producing courses.

A basic problem is that the various costing metho-
oologies referred to above do not show how the
functional approach to costing which they advocate
can be reconciled with the needs of institutional and
departmental management, nor do they show how
these costs can be related to the activities or pro-
grammes carried out by an institution. After all,
what is important is not necessarily how much is
spent on developing and producing materials, but
how much a particular course or programme of
courses will cost.

Thessituation is made more difficult because typical-
ly institutions are required to analyse costs by nomi-
nal codes (salaries, consumables, travel, etc.) with-
in department (reflecting management responsib-
ilities). This approach also fails to identify the costs
of activities, which is why there is such poor cost
control in so many institutions.

He v these problems can be solved has been the
subject of a number of recent papers and articles all
of which are, | suggest, predicated on the assump-
tion that this kind of three-way complex analysis of
costs (departmental/nominal costs; fu ictional
costs; and activity costs) will be done on computers
using spreadsheets.

So pervasive have microcomputers become — at
least in the richer countries — that we tend to forget
that the microcomputing revolution is only 13 years
old. Apple Computer Inc. was established in 1975,
launching its Apple Il microcomputer and VisiCalc
spreadsheet in 1978 — thus introducing business to
the potential of low-cost, high-powered desktop
computers. Other companies had meanwhile en-
tered or were about to enter the market. There was a
sales’ explosion of hardware and software, includ-
ing further and more powerful spreadsheets such as
Lotus 1-2-3 and Microsoft Excel. Business — and
the administration of distance education— was and
is being revolutionised (see Rumble, 1988).

In a series of papers, Rumble (1986a, 1986b, 1987)
has outlined an approach to the costing of distance
education based on: (1) identifying the basic func-
tional structure of distance education (develop-
ment, production, distribution, presentation or de-
livery, overhead management, etc.) by media; (2)
the use of resources by different academic pro-
grammes (first degree level, higher degree level,
research, sub-degree work) and individual courses;
(3) the consumption of resources by departments
(Faculty X, Personnel, Editing, etc.); and leading to
the costing of activites. In approaching the problem
of assigning costs to activities, Rumble looks at the
problems of assigning staff costs to activities; annua-
lising development and production costs over the
life of a course; the treatment of capital costs; prob-
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lems of joint supply, where a particular course or
course component may serve the needs of more
than one academic programme; and the apportion-
ing of overheads, including the desirability or other-
wise of full absorption costing.

Elsewhere Rumble (1985) has described in general
terms how the Open University, forced to cut the
costs of its courses in 1984-85, identified the cost
components of developing, producing and present-
ing courses and developed spreadsheets to model
these costs against changing assumptions about re-
source usage (numbers of hours of tuition per
course, number of audio-cassettes per course) and
changes in student numbers on the course. Initially,
these spreadsheets were done manually, but the
system was quickly computerised and is now quite
sophisticated. Markowitz (1987) has described the
use of spreadsheets to aid financial decision making
at the University of Florida using Lotus 1-2-3.

CONCLUSION

If institutions are going to adequately control their
costs in a world in which funding sources are di-
versifying and the value of public funds decline,
then they will have to tackle the problem of devel-
oping budgetary structures w hich adequately reflect
not just departmental but also functional and pro-
gramme costs. This is perhaps the greatest challenge
facing publicly-funded distance education institu-
tions today. Ironically, of course, it is something
which commercial correspondence and distance
teaching institutions have known for a long time.
After all, if their financial management is poor, they
go out of business.
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PURPOSE OF THE STUDY

This paper is based on a research study that in-
vestigated the academic performance of the Reme-
dial Science Students at Universiti Sains Malaysia
(USM) in relation to personal student variables,
learning and course materials. The research was
conducted in December 1986, during the residen-
tial intensive period. The purposes of the study are
to

(1) investigate sources of student problems thatmay
affect or influence their academic performance.
(2) highlight factors related to students’ learning
and course materials that have a positive or
negative influence on academic performance.
break down learning into a continuum of five
phases and investigate the relevant factors of
each phase that affect academic performance.
The five phases are (i) student 7~ "ess (ii) self-
learning using self-instructionas course modules
(iii) learning during tutorials at the tutorial cen-
tres (iv) face-to-face learning at USM during the
residential intensive period (v) self-learning after
the residential intensive period prior to the ex-
aminations.
evaluate course materials and investigate
course-related factors that influence academic
performance.
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(4)

DEFINITION OF TERMS

Academic performance is college attainment or the
“actions of a person when given a learning task”
(Page & Thomas, 1977, p. 262). In this st.dy aca-
demic performance is measured by mairks and the
equivalent grades received in the examinations {or
the courses.
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BACKGROUND

The Remedial Science programme lasts two years
and was started at the Centre for Off-Campus Stud-
ies at USM in the 1978/79 academic year. Its pur-
pose is to increase the pool of indigenous students
{Malay and tribal) proceeding to the degree pro-
gramme. Every year about 120 students are inter-
viewed and screened before being admitted to the
Remedial Science | programme for a year, after
which they are examined and if successful, proceed
to Remedial Science I, for another year before being
admitted to the degree programme.

The Remedial Science Programme consists of eight
distance education courses offered by the Centre for
Off-Campus Studies at USM. The centre was estab-
lished in 1971 and is the only public-funded in-
stitution in Malaysia that offers distance education
in Remedial Science and degree programmes lead-
ing to B.Sc (Hons.), B.A. (Hons.) and B.Soc.Sc.
(Hons.). Distance education students graduate with
the same degree as their full-time counterparts with
no distinction between the two. The degree pro-
gramme requires a minimum of six years to com-
plete, five years by distance study and one year
residential full-time study. Nevertheless, a three-
week intensive residential course is mandatory for
the initial five year period. All first year students are
required to attend tutorials and labs at their nearest
tutorial centre but all science students i.e. year one
through five are required to attend tutorials and labs
for the entire five year distance education period. To
meei this requirement, we have ten tutorial centres
in West Malaysia and two in East Malaysia. We now
have 123 courses written in the self-instructional
modular Jormat, out of which eight are Remedial
Science, 50 Sciences, 28 Social Sciences and 37
Humanities courses. In the 1987/88 academic year
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Remedial Science programme was intended as a
pilot for other courses and programmes and as an
aid to improving the academic performance of stu-
dents.

METHOD OF INVESTIGATION
SOURCES OF DATA

Two questionnaires were used in the study, a gener-
al guestionnaire with 20 questions and a more spe-
cific questionnaire, one for each course, with 63
questions. The two questionnaires encompass the
five phases of learning stated earlier.

DEVELOPMENT OF THE
QUESTIONNAIRE

The questionnaire structure was initially planned
and subsequently vetted by an Adhoc Committee for
Course Evaluation at the Centre before pretesting
and improvement.

RESULTS OF SURVEY

A total of 215 students registered for the Remedial
Science courses, of which 158 completed the ques-
tionnaire. This is a response rate of 73.48%.

DATA ANALYSIS

The completed questionnaires were coded for the
SPSS computer analysis. Marks and the equivalent
grades in the course examinations were matched
with the questionnaire data and entered into the
computer programme. Appropriate variables in the
questionnaire were analysed for significant differ-
ences related to academic performance by using the
t-test or the analysis of variance (ONEWAY and
ANOVA in SPSS) and correlations.

SUMMARY OF FINDINGS

The findings are presented in answer to questions
related to the purposes of the study. They are given
in the order of the phases of learning that our dis-
tance education students undergo.

Phase I: Study Readiness

Question 1: How ready are the students for their
learning tasks?

Moxct students (88.6%) organise and
plan their studies. 67.7% make daily
plans while 30.- 6 make weekly
plans. The average daily study time is
2.65 hours, averaging 16.5 hours per
week. Average time required for the
study of all courses during the aca-

demic session from July to April is
412.78 hours. The majority of students
(63.6%) study continously for 1-2
hours each time. Most students
(84.2%) do not study with their friends
and those who do study together do so
for about 1-2 hours at a time. 62.7%
of the students have a regular study
place, usually their home (79.1%) and
work place (36.7%). Many students
(42.4%) live within 1-20 km of their
tutorial centre.

Question 2: What are the factors of study readiness
thatinfluence academic performance?

Students who registered a year earlier,
most of whom were doing the Reme-
dial Science Il courses or repeating Re-
medial Science | courses did signif-
icantly better (0.05 prob.) than the Re-
medial Science | students. There is a
significant  positive  correlation
{(r=0.1220, 0.01 prob.) between study
time in groups and academic perform-
ance. Students who spent more time
discussing course materials together
did significantly better (0.01 prob.)
than those who spent less time doing
so. However there are no significant
differences in performance between
students who study alone or in groups.

Phase Il: Self-Learning Using The Self-Instructional
Modules

For this phase, only academic performance as it
relates to learning in the various aspects of the
course modules is reported.

Question 3: What are the factors pertaining to the
self-instructional modules that influ-
ence academic performance?

Students’ performance is positively correlated with
academic performance (Table 1) and no significant
differences or correlations are observed (Table Il for
the following areas of the self-instructional modules
as perceived by students.

Phase IlI: Tutorial Learning And Services At The
Tutorial Centres

Question 4: What are the perceptions of students of
the tutorial services offered at the tuto-
rial centres?

Tutorial materials are not easily avail-
able at the tutorial centres (54.5%) and
references are not readily available at
public libraries (67.5%). The students’
perception of their tutors is punctual
(87.0%), creditable (73.4%), and
these perceptions are not affected by
the tutors’ qualifications (56.5%), but




TABLE |

Course variables with significant positive correla-
tions in relation to academic performance

TABLE II:

Course variables with no significant differences or
correlations with academic performance

0.01 level

0.05 level

— Paper quality

—~ Clear/unclear lab di-

— Appropriate printlay-
out

Clear course objecti-
ves
Interesting
content
Simple course con-
tent

Clear course content
Accurate course con-
tent

Current course con-
tent

Easy to understand il-
lustrations

Clear exercises
Sufficient guide to ex-
ercises

course

— Clear printing quality
— Attractive

printing
product

— Pact course content
— Wide scope course

content

— Related course con-

tent

— Clear illustrations

— Sufficient exercises
— Simple exercises

— Accurate guide to ex-

ercises

— Meaningful answers
— Clear answers
— Related

addit'onal
materials

Meaningful additio- — Language easy to un-

nal materials
Easy additional mate-
rials

derstand
Interesting additional
materials

Language, easy tofol- — Current language
low used

Cooordinated langu- — Simple language use
age use

Students complete all
exercises as they ap-

pear

Clear/unclear illust-
ration

Ignore, skim or study
objectives
Organized/disorgani-
zed course content
Always/often/someti-
mes/seldom
concepts
Sufficient/insufficient
illustrations
Useful/useless illust-
rations
Complete/incomple-
te illustrations
RelevanVirrelevant il-
lustrations
Sequential/unsequ-
ential exercises

Varied/unvaried ex- —

ercises
Sufficient/insufficient
answers to exercises
Easily/uneasily avai-
lable additional mate-
rials
Current/outmoded
additional materials
Complete/incomple-
te additional materi-

clear —

rections
Sufficient/insufficient
‘ab directions
Accurate/inaccurate
lab directions
Sequential/unsequ-
ential lab directions
Succint/longwinded
language
Formal/informal
language
Interesting/boring
language

Each study sitting (ti-
me)

Pages covered each
time

Weeks to finish per
module
Completion/incomp-
letion of exercises as
they appear
Completion/incomp-
letion/part comple-
tion of exercises after
completing module
Reference to answers
before answering ex-
ercises

Reading of reference

rather by the tutors’ experience
(59.6%, . The students concur that they
gave complete attention during their
tutorials (84.6%), and perceived the
tutor as hardworking (57.8%) or just
doing a job (34.7%). However 75.8%
of the students were given special at-
tention by their tutors if they faced
problems, tutorials are well scheduled
(78.7%), the teaching methods used
were appropriate (73.9%), the tutors
repeat important facts (42.2%), or re-
~.iew part of their modules (43.1%),
felt that the tutorial teaching is effec-
tive (33.6%), but 56.7% felt that it is
effective with some methodology im-
provement. The most effective com-
ponent of the course was the tutorial
(76.5%) while the laboratories were
rated only 25.3% and personal dis-
cussions with the tutor only 32.1%.

als

materials provided
— Use of supplementary
materials

Question 5: What are the factors pertaining to tuto-

rial services at the tutorial centres that
influence academic performance?

Students’ performance is significantly
affected (0.05 prob.) by the availabil-
ity of references at public libraries, ad-
herence to tutorial schedules, the tutor
reviewing parts of the module, and
positively correlated at the 0.01 level
with the students giving undivided at-
tention during tutorials.

Phase IV: Organization And Actual Face-To-Face

Learning During The Residential Inten-
sive Period

Question 6: Is the present organization of the resi-

dential intensive course satisfactory?




Question 7:

Question 8:

Question 9:

An overwhelming majority of students
(96.2%) felt that the residential inten-
sive course is very useful in terms of
lab use (62.7%), lectures (84.2%),
consultation with lecturers (76.6%),
meeting of friends taking the same
course (74.7%), use of the university
library (72.2%), preparation of course-
work assignments (43.0%). However
36.7% of the students had problems
during this time, of which 27.2% were
financial. The other problems do not
seem to loom large except food
(24.7%), possibly because many cafe-
terias are closed duringthis time as the
full-time students are on vacation. The
majority of students (77.2%) felt that
the residential intensive course would
be unsuitable if altered a level or ayear
of study at a time.

What are the factors in the intensive
course organization that may influen-
ce academic performance?

The academic performance of stu-
dents is significantly affected if they
have problems at the intensive course
(0.05 prob.), and if their problem is
separation from the family (0.05
prob.).

What are the students’ perceptions of
advantages of their face-to-face learn-
ing experiences?

The majority of the students perceive
the residential intensive course as very
beneficial (55.2%) and somewhat
beneficial (37.8%). Sufficient atten-
tion was given by lecturers (81.8%),
their methods of teaching were very
effective (35.4%), and somewhat ef-
fective (50.8%). Lecturers were very
encouraging (31.2%) and somewhat
encouraging (43.7%), tutorials and
lecture schedules were adhered
(97.4%) but more than half of the stu-
dents (52.7%) felt that the time given
by lecturers to solve prohlems was in-
sufficient. 53.0% of the students took
the opportunity to hold dicussions
with friends, only 33.8% made a lot of
library references, 27.7% felt a be-
longing to the university, 28.1% made
new friends and 47.5% acquired new
learning techniques.

What are the students’ perceptions of
advantages of their face-to-face learn-
ing experiences that may influence
academic performance?

Often variables examined in Question
8, there were significant differences in

academic performance for those who
felt a sense of belonging to the uni-
versity and those who do not (0.05
prob.).

Phase V: Self-Learning After The Residential Initen-
sive Period

Question 10: What are the students’ perceptions of
their own learning after the residen-
tial intensive period?

After the residential intensive period
84.2% of the students felt more confi-
dent in their coursework preparation.
79.8% felt more confident on their
continous evaluation tests carried out
at the tutorial centres and 78.0% felt
confident about their final examin-
ations. The learning process during
the intensive course period has
helped 85.1% of the students update
their learning skills, improve their
ability to supplement course materi-
als (80%) and learn techniques to an-
swer examination questions
(77.1%).

Question 11: What are the factors in self-learning
after the intensive residential period
that affect academic performance?

There were significant differences at
the 0.01 level in the academic per-
formance of students who felt they
were more confident in their course-
work preparation, continous evalua-
tion tests and final examinations
compared with those who did not
feel confident in these areas.

CONCLUSION

This study has revealed the significant factors that
affect student academic performance. Efforts to im-
prove courses and services should concentrate on
these factors.
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The University of New England is the major provider
of distance education in Australia with over 6,000
external students. The Talkingto New England inter-
active radio project is one of the programs being
developed by the University of New England to
facilitate interaction between academics and stu-
dents. The project allows academics on campus in
Armidale in Northern New South Wales (see dia-
gram) to present material through local FM radio
stations and then respond to questions from external
students in Sydney (550 kms to the south), New-
castle (400 kms to the south) and Armidale itself
live-to-air.

Cassette tapes of the total program are despatched
by mail to students outside the broadca ing area.
An interesting spin-off occurs in Coffs Haioour 110
km to the east of Armidale. A local FM radio station
rebroadcasts one of our programs each week as a
community education project. The result is aunique
use of interactive radio in distance education, or as
one newspaper called it “educational talkback”.

The project builds on Australia’s long tradition of
radio in distance education with institutions like

cores xaRBeuUA )

School of the Air. It brings together the leading role
in distance education enjoyed by the University of
New England for 35 years; the popularity of talkback
radio in Australian society; the proliferation of com-
munity radio using FM channels in Australia; and
the fact that 45% of UNE .xternal undergraduate
students are in the Sydriey area and 6% in the Hun-
ter Valley area centred around the city of Newcastle.

PROJECT DESCRIPTION

The lecturer records a program on some aspect of
the subject in the Audio Visual studio at UNE, Armi-
dale. This segment of the program has varied from
eighteen to forty minutes, but an average is thirty
minutes duration. The style of presentation shows
considerable variety between subject areas and in-
dividual academics. Production techniques such as
musical breaks and fade-outs are added at the time
of recording. The tape is then sent to the radio
station in Sydney at least a week before the broad-
castis scheduled. On the night of the broadcast this
is played in the Sydney studio with live voice super-
imposed on the music breaks to introduce the pro-
gram and give reminders of the talk-back telephone
number. After this prepared session, the air-ways
are open to students, and to the public (up to 20% of
the calls to date) to phone the Sydney studio which
is linked by telephone land-line to Armidale, and
discuss matters over the air with the academic in
Armidale. During this time the announcer joins the
academic in a discussion on the subject. This dis-
cussion will be partly bas2d on a list of questions
provided, butalso partly from the announcer’s own
understanding of the subject. Where there isa lull in
calls. project staff from the Department of External
Studies (secretary, clerk, office administrator and
course development assistant) call in with questions
which have previously been solicited from students
outside the broadcast area.




TECHNICAL PRODUCTION

The broadcast program originates from the New
South Wales Institute of Technology studios of Syd-
ney Educational Radio, 2SER-FM, owned by NSWIT
and Macquarie University. The station’s transmitter
is located on the roof of the NSWIT, 26th floor,
Tower Building, from which the station’s signal pro-
vides good coverage for the wider Sydney metropol-
itan area.

The station’s talkback facilities are used, with a
separate three line switchboard to receive listeners’
calls. The program is broadcast with a seven second
delay.

To enable the “live” link with Armidale, a 10khz
line is used from UNE to the 2SER-FM studio. A
second 3khz line is used to send the “pre-delay”
studio output signal back from 2SER to the UNE
studio. This line is also used for communication
between 2SER-FM and UNE’s technical producers.

A further 10khz line is used from 2SER-FM control
room to Newcastle University Radio, called 2NUR-
FM, in Newcastle. The Armidale relay is provided
by a split from the return line to radio station 2ARM-
FM’s studio in Armidale. A tape of the total broad-
cast is despatched to Coffs Harbour Youth Radio
station, called 2CHY-FM, for rebroadcast.

As virtually all the program content is spoken word,
the broadcasts are in mono.

Listeners to 2NUR-FM and 2ARM-FM who wish tc
participate in the talk-back are required to call
2SER-FM, where they are given priority "t air”
wherever practicable. This does not appear to dis-
courage participation from such listeners to any not-
icahle extent.

THE SELECTION OF APPROPRIATE
COURSE MATERIAL

Initially the choice of programs has beer: based on
self-selection. A general memo is circulated within
the University. So far, all academics who respon-
ded, have subsequently offered a program. This has
calied for fiexible budgeting but the response has to
date not been unmanageable.

Brief general advice is given to the academic about
matters such as: the types of presentations that can
be used; how to encourage student participation in
talkback; use of anecdotes and references; and ad-
vising the academic to relax because this relates to
the quality of the presentation; but much s leftto the
academic’s ingenuity. As a result, the format ranges
from straight lectures to docu-dramas, from panel
discussions to guidance on practical work, from
musical examples to prominent people interviews,
and others. The range of subjects offered include
history, music, english, psychology, financial man-
agement, biology, and education amongst others. In
1986, twenty-seven programs were broadcast. In
1987, this was increased to forty-six.

PLUGGING THE AUDIENCE IN

The success of the series is dependent upon the
external students listening and participating. Incor-
porating the broadcasts as part of course work is an
important objective.

All external students are given a broadcast schedule
at the beginning of the semester. Students for each
subject are reminded of the broadcast in their teach-
ing material and by mail two weeks prior to the
broadcast. If they are in the broadcast area they are
asked to listen and then to phone in on the night,
and if they are outside the area they are asked to
send in questions before the broadcast. Students
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enrolled in the subject are telephoned on the day of
the broadcast and reminded to participate. Three or
four assistants in Armidale monitor the program and
phone in when necessary with questions from stu-
dents from outside the broadcast area to keep the
talkback session moving.

Planning for this audience includes a script that
accommodates the general listener. A typical script
would read, . ..a warm welcome to you all, parti~-
ularly students of . . . butalso others interested in this
subject, and we hope you will make the Armidale
connection tonight... you are most welcome to
take part in some intelligent and stimulating talk-
back, even if you are not a student.”

BUDGET & RESOURCES

Talking To New England is an important priority for
Sydney Educational Radio and two 2SER-FM pro-
ducers have been given the brief as a major part of
their production duties. Both producers have been
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heavily ir.volved in prior educational talkback pro-
jects on the station.

The number of staff working on the series as a major
part of their work brief is seven in additicn to general
assistance from the Department of External Studies
in terms of dispatch, clerical assistance, word pro-
cessing etc. These human resources ptus a number
of other hardware resources, have been absorbed
by the radio station and the University.

The direct financial cost is approximately $500 per
hour made up by $250 on production and airtime
for 2SER; $110 airtime for 2NUR, as well as $25
airtime for 2ARM; $100 for telephone lines; and
$20 for technician overtime.

EVALUATION

Evaluation of the series can be approached by ex-
amining the number of calls received, and the re-
sponses from academics, the broadcasting industry,
thie students and the newspapers.
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NUMBER OF CALLS RECEIVED

The numer of calls per program has varied from
three to thirteen. The thirteen was for an Ancient
History program on Sulla where the question and
answer session was very factual. Twelve calls were
received for a program on cancer cells which
seemed to generate calls associated with emotions
rest;icting discussion. Five to six seems to allow
optimum discussion between student and academ-
ic. In 1987, to date of writing, the average has been
five point five. The number of questions received
from outside the broadcast area has varied from nil
to eight with the average being three point five.

ACADEMIC EVALUATION

All academics involved in the broadcasts are sur-
veyed at the end of the year. The responses have
been extremely encouraging. Although they stated
their preparation time as varying from one to thirty
hours, all want to repeat the experience. It should be
remembered, however, that these were academics
who had volunteered their service initially.

STUDENT EVALUATION

All students in the broadcast area are sent an eval-
uation form. They are asked to fill it in immediately
after the program. Students in the non-broadcasting
area are sent a different evaluation form with the
cassette of the program and are asked to return it
with the cassette. Typical comments were:

® The talkback section gave a broader view of how
the lecturer feels about his subject matter.

® | feel this method of communicating greatly en-
hances the course for external students and gives
them a better feeling of participation.

® Terribly unnerving talking on radio (but practice
makes perfect so more talkback radio please).

The following statistics were obtained from 1986
evaluation sheets. Note the positive response from
students in the non-broadcasting area.

There was no significant difference in responses
between subject areas, between semesters, nor be-
tween broadcast/non-broadcast areas as the graphs
below show.

RECOGNITION BY THE
BROADCASTING INDUSTRY

Talking to New England was judged by the 1987
Pater panel as being the ’best program on Austra-
lian public/community radio”’.

The Paters are awarded annually by the Australian
Academy of Broadcast Arts and Sciences, spanning
categories which cover commercial radio, the ABC,
public/community radio, and international broad-
casters, including stations in New Zealard, the
USA, and Britain. In 1987 there were 862 entries in
nine languages received from 270 stations in eigh-
teen countries. It is a prestigious award and Auly
recognises the University of New England’s innova-
tive approach to educational broadcasting and its
work in increasing access to educational opportuni-
ties for all Australians.
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University education at a distance
seen as an innovative educational
technology for underdeveloped countries
A Latin American view

DR. MIGUEL CASAS ARMENGOL
Universidad Nacional Abierta
Venezuela

JUSTIFICATION FOR NEW TYPES
OF EDUCATION

The phenomenon of accelerated massification in
higher education has been present in the majority of
underdeveloped countries, especially during the
last 30 years. Although this phenomenon has also
had repercussions in other, highly developed coun-
tries, its origins and shape were different, so the
solution for it also turned out to be different.

Some of the main factors which have contributed to
the massification of education are:

(1) important changes in social values; particularly
in ideas about the equality of citizens;

(2) ne w political ideologies;

(3) rapid and large scientific and technological pro-
gress;

(4) accelerated processes of urbanisation;

(5) industrial expansion.

Traditionally, higher education has been seen as
something used only in the first part of a person’s
life; as a privilege, accessible purely to certain so-
cial groups with a high status. The five factors stated
above, threatened the continuity of these two sup-
positions for all contemporary societies. In present-
day third world societies, however, these factors
and suppositions turned out to be more complicated
and more encompassing under the influence of oth-
er, additional factors characteristic of underdevel-
opment. In these societies, the existing university
infrastructure was very limited. The institutes of
higher education were not prepared for the enor-
mous and inopportune student massification.
Therefore the expansion of the existing university
systems met with serious financial problems and
little time to set up new programmes and institutes.
The availability of intellectual resources at a high
level, needed to fulfil the demands of researchers
and trainers for the sysiem, also resulted in a serious
bottleneck Attempts were made to resolve this in a

rather improvised way, by recruiting very young
university graduates, without actual professional or
pedagogical experience, and often withou* the vo-
cation necessary to fulfil academic tasks. Moreover,
new social, scientific and professional demands re-
quired a considerable transformation of the archaic
structures found in the majority of traditional uni-
versities, and a better adjustment to the demands of
national development.

The conventional universities found it hard to face
up to the enormous challenge represented by the
demands mentioned above. In practice itturned out
that most of them were content with a dispropor-
tionate expansion of size, without modifying their
old organisational structure or their ancient meth-
ods. This usually implied a serious and growing
deterioration of their academic qualities; restric-
tions were put on research:, post-graduate studies,
the rigorous selection and updating of teaching staff,
the selection of students and the offering of services
for several programmes in a social context. And the
only objective of all these restrictions was to be able
to grant a generallv mediocre, teaching staff to large
groups of students. For many developing countries,
the insistence on rigidly maintaining a certain con-
cept, nowadays obsolete in university studies,
caused a serious devaluation of knowledge, and
favoured an unlimited and irrelevant ““crave” for
titles. The inorganic extension of quota for universi-
ty students, supposedly justified by the wish to cre

ate more study opportunities for all social classes,
did not contribute to an effective process of demo-
cratisation. Various studies have demonstrated the
existence of this paradoxical situation (Casas, 1981;
Cresalc, 1984-7; Tedesco, 1985).

At the heart of this process lies a grave historical
error concerning the rea/ function of education in
the development of backward countries. Education
should have formed the starting point for the mod-
ernisation of traditional societies, but in reality it
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was used primarily to reproduce and continue the
inequalities of existing social structures. The materi-
alisation of the idea of development is relatively
recent and typical of this century, especially of the
period after the second World War. Spectacular
efforts have been made tu carry out social and eco-
nomic reforms; programmes for the use of modern
technologies have been tried out and it was thought
that the success of an increase in the rates of school-
ing or of the stock of human resources in profession-
al careers, would almost automatically bring about
a change for the better in the living conditions in
developing countries — towards the standard
reached in highly developed countries.

Uslar Pietri (1987) points out in this respect:

"’Some years ago the well known Swedish econo-
mist Gunnar Myrdal, proclaimed the failure of the
development plans and their impotence and inade-
quacy in finding a reasonable solution for the fright-
ful problem of world poverty. It can be said that the
final balance, in extremely plain terms, has not been
the development of the poor countries but the cre-
ation of the immense, crushing debt weighing them
down at the moment.

Myrdal pointed out that one of the reasons for this
failure was that cultural factors had not been taken
into account sufficiently. Development in the Eu-
ropean or North-American way is, in many re-
spects, the fruit of a cultural peculiarity, which can-
not be transplanted to other societies that have been
formed under a different set of values (p. 4).”

If education does fulfil the important #:nction of
safeguarding the continuity of culture, today more
than ever it can and should also fulfil another tran-
scendental function, which permits the transforma-
tion ot said culture and its adjustment to new condi-
tions faced by every society. But in many underde-
veloped countries, higher education is seen as a
superficial ornament; as a "passport”’ to imparting
privileges to limited groups of citizens. With this
restricted conception, knowledge in general and
research in particular become superfluous. Without
the knowledge appropriate for every society, how-
ever, progress and development are impossible.
Even if the fact and the necessity of worldwide inter-
dependence are accepted, the exaggerated scien-
tific, technological and economic dependence seri-
ously block attempts to take a step forward and rise
towards an effective, national development.

From the framework described earlier on it must be
clear that the educational system needs to retrieve
its significance and contribution with the he!p of
programmes and citizens which permita substantial
modification of current cultural limits in order to
develop social, scientific and technological values.
The possibilities of transformation and modernisa-
tion in many conventional universities in these
countries will depend on whether or not they can
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diminish the current exaggerated attention towards
enormous numbers of students in the first few years
and reorientate themselves towards the consolida-
tion of post-graduate studies, research, the exten-
sion of the university and the careful selection and
training of teachers and students; in other words, the
search for and obtaining of excellence, a necessarily
relative value for every society. To this effect, any
strategy should contemplate the use of new tech-
nologies, appropriate for conventional universities,
but it should also plan the emergence of new educa-
tional options capable of handling large groups of
students with efficiency. This is where in the past
few decades a new type of education has appeared,
called university education at a distance. Its rapid
propagation in various developed countries, but es-
pecially in many underdeveloped ones, can be ex-
plained by its possibilities to solve some of the most
pressing problems already described (Rumble and
Harry, 1982; Young et al., 1980).

POSSIBILITIES FOR ““UNIVERSITY
EDUCATION AT A DISTANCE” IN
DEVELOPING COUNTRIES

On aworldwide level itis clear that in the 1980s, the
allocations of finances to the university sectors are
becoming smaller, and everything seems to indicate
that this tendency will continue for a long time. This
is affecting many developing countries much more
seriously, because it comes atan awkward moment,
when on the one hand the demand for higher educa-
tion is growing rapidly, while on the other hand the
need to transform and modernise the university sys-
tem is becoming more pressing every day. These
two requirements (one quantitative, the other main-
ly qualitative) imply the need for abundant addition-
al financial resources. To try to stop the growth of
the number of students for any type of higher educa-
tion by means of absolute restrictions does not ap-
pear politically feasible nowadays, especially not in
democratic societies. On the other hand, favouring
and infinite growth of some of the conventional
university institutes would mean denying them ev-
ery possibility for restructuring, with serious social
and scientific cnsts as a consequence.

In short, and seen from the point of view of a "’plan-
ning strategy”’ developing societies should try to
find solutions that represent the reality and the ne-
cessity of satisfying the three conditions indicated
before, namely:

(1) limited financial means with little flexibility

(2) increase inthe social demand for higher educa-
tion, especially by groups previously belonging
to the margins of society and

(3) the imperative need for a complete transforma-
tion of the existing system of higher education in
order to modify its obsolete qualities and put it
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into tune with the new and incessant social and
scientific demands.

The solution to the problems mentioned above re-
quires great creativity on the part of politicians and
planners from underdeveloped countries — we
have already seen that attempts to solve these prob-
lems with conventional and unimagi:.ative solu-
tions would lead the university system into a “blind
alley” and cause even more deterioration than is the
case at present. It is essential that more attention be
paid to the possibilities of new options and educa-
tional forms whose characteristics can help resolve
the problem, parting from actual conditions and
taking into consideration the objectives that are
wanted. To this effect there have been numerous
experiences in the world with innovative forms of
education, whose possibilities need to be consid-
ered carefully in every case.

Without entering into a comparative and exhaustive
analysis of the various new educational models
(Botkin, 1979; Hummel, 1877; Mood, 1973; Rich,
1981; Toffler, 1974), it can be argued that the so-
called university education at a distance in principle
offers arich variety of possibilities, which, if applied
carefully to the peculiarities of every country, could
offer an important contribution to the transforma-
tion of university systems. Let us examine some of
the possible contributions to the three critical condi-
tions pointed out earlier.

In the first place, with regard to the giowing demand
for higher education, a system of education at a
distance, an "industrialised” form, could attend ef-
ficiently to large masses of students, placed at very
diverse and distant points on national or even in-
ternational territory. This population should be
made up mainly of adults, who nowadays form one
of the new and important social groups that demand
their right to receive higher education.

In the second place, institutions of higher education
ata distance in the industrial scale, can operate with
costs that are comparatively much lower than those
of a good, conventional university (Rumble, 1982;
Casas, 1987). Of course, as also happens in large
industries, the initial costs of establishing a uni-
versity of this kind are fairly high, but once certain
requirements have been fulfilled these then tend to
be paid off soon.

Finally in the third place, in order not to be tied to
prejudices of rigic traditions, universities at a dis-
tance could experiment freely with new technol-
ogies and procedures that are particularly suitable
for developing societies. Furthermore, the diversion
of large numbers of students towards universities at
adistance, would significantly alleviate the existing
pressure on the conventional universities, thus mak-
ing it easier for them to revaluate their original func-
tion of research, post-graduate studies etc. In this
way, the feasibility of modernising not only conven-
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tional universities but also the whole national sys-
tem of education would be facilitated considerably.

These possibilities are based on the experiences of
numerous universities in Latin-America, Europe and
Asia as well as various socialist countries, where this
new type of education is already having consid-
erable success (Rumble and Harry, 1982; Casas,
1987)

UNIVERSITY EDUCATION AT A
DISTANCE, SEEN AS AN
INNOVATIVE EDUCATIONAL
TECHNOLOGY

University education at a distance is considered to
be a new educational technology and not just a
simple modification of the present or conventional
university education. As a matter of fact even
though this form of non-traditional or non-scholar-
ised learning has had illustrious predecessors
(courses of corrospondence, adult education, recur-
rent education, radiophonic education, study cir-
cles, etc.), it represents a serious attemptto innovate
education in terms of: philosophy, theories, orga-
nisational structures, methodology of production
and teaching, means of information and commur.i-
cation, individual autonomy, finance, cost tenden-
cies and social repercussions. Holmberg (1981)
adds in this respect:

“The innovative character of education at a distance
consists of:

The basic ideas that a learning process can take
place without the presence of a teacher and that the
support given to the students can he adapted to their
standards of knowledge (instead of insisting on their
formal entry qualifications).

Its consistent use of non-contiguous means, for the
presentation of learning material as well as for the
resulting communication.

The methods used to exploit the situation of non-
contiguous teaching/learning, in order to obtain the
highest possible effect for the learning individual:
structure and style of the presentation and commu-
nication (didactical conversation), adequate use of
the means available adaption to the living condi-
tions of the students, etc.

The special organisation which makes it possible to
provide for independent, individual studying as
well as for mass education, by means of personal
tutorials or industrialised methods of working.

The influence exercised by education at a dista.ice
and adult education, the additional training and
special conditions of the labour market, by means of
opening up new opportunities to study as well as
through its organisation and methods (translation
from Spanish) (pp. 125-6).”

Others authors (Rumble and Harry, 1982) also argue
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about the suigeneris character of this type of educa-
tion, with its strong emphasis on learning; hovever,
maybe because it has only very recently completed
its development, the definite structuralisation of a
general theory to support it has not been reached.
This do=s not prevent the use of partial theories
abcut certain determining principles: adults, dis-
tance. individualisation of instruction, independent
studying, theories and models of teaching and
learning etc. On the other hand, and similar to other
forms of "’non-traditional’”’ education, Wedemeyer
{(1981) poirts out a constant and accelerated -oc-
ess:

"’During these years (from 1975 onwards), great
progress has been achieved in various aspeacts relat-
ed to non-traditional learning: aspects of how to
construct and evaluate non-traditional pro-
grammes; the design and development of teaching
material; the development of co-operative pro-
grammes for training and work, combined with
studying; the linking of the learning process to the
rescurces of the community, which are different to
those of the schools; the different ways of organising
knowledge and the disciplines that represent it,
through the construction of ihe curriculum, the de-
velopment of materials and instruction, studies
about plans for adult education which have brought
forth new information about the learning of said
adults; the place of technology to provide opportu-
nities of access to those who wish to learn; the trying
out and use of new technologies and means for
teaching and learning (television, telephone, satel-
lite, cable, newspapers, cassettes, etc.); studies of
demography and of the market in order to determine
the needs of those who wish to learn; the coa-
lescence and consortiums of institutions combining
their resources to create non-traditional educational
programmes on national and regional bases (trans-
lation from Spanish) (p. 134;.”

The considerable growth of this new form of educa-
tion by no means implies that it could substitute or
eliminate the present or conventional university
education that we all know. Both types of education
have different and characteristic structures, func-
tions, objectives and public, even if their final prop-
ositions of educating students coincide. Our central
thesis is that underdevelcped countries would bene-
fit widely from a convergence of the two types of
education, forming a national system of education
in which the institutes support each other. Taking
into account the arguments from the first se~tion of
this paper, we can deduce that, given the preser
limitations, this convergence would be very useful
in society.

It is advisable to consider the fact that the rapid
extension of ideas and models of university educa-
tion at a distance from developed countries towards
other, less developed, countries is an encouraging
sign, but also raises important questions. The dan-

ger exists that advanced models, such as the British
Open University, the University at a Distance in
Hagen, West Germany, etc. wiil be ‘transplanted”’
instead of “transferred”, thus continuing a great but
laborious historic tradition of universities that are
important in their country of origin, but which be-
come exotic ana unfunctional when duplicated in
underdeveloped societies in Africa, Asia or Latin-
America. The most recent history of universities ata
distance has shown, {or instance in the case of the
British Open Univei-ity, that its methods and in-
structional materials encountered various difficul-
ties in being incorporated in universities at a dis-
tance in Spain, Costa Rica and Venezuela. Even
when they were used in the United States it seems
that although the materials were highly appreciated,
they were not used as much as expected. These
examples, of which there are many more, empha-
sise a fundamental truth, which also goes for other
kinds of technology, which is that science and its
principles are universal (although not immutable)
but technology depends for a large part on the cul-
ture in which it is to be implanted. As we have seen
in other parts of this paper, there is an unavoidable
interrelation between education and culture. Thatis
why itis risky to make simple replicas of educational
technologies that function successfully in other
countries, especially if these are highly developed
countries. This point was presented by Casas (1987)
when he examined the "’lllusion and reality ot pro-
grammes for higher education at a distance in Latin-
America” especially in relation to cultural, socio-
economic, political, psychological and educational
truths of worldwide appearance and the communi-
cational, organisational and administrative infra-
structure. All these facts, which explains many of
the present national circumstances, must be com-
plemented by way of a clear insight into internation-
al relations and forces, which include various con-
cepts like centre-periphery, cultural alienation,
multinational firms and theories about dependence.
Nnly by understanding and taking into account all
these institutional, national and international condi-
tions, will it be possible to conceive a functional,
educational technology, represented by a pro-
gramme or institution of higher education at a dis-
tance.

Finally, supposing one is thinking ‘bout creating
and experimenting with a university system at a
distance, one must examine systematically all even-
tualities that innovations and their subsequent diffu-
sion will be confronted with in any particular cul-
ture.

To launch an educational innovation, such as the
one we have analyzed, in an underdeveloped coun-
try, but without the appropriate precautions would
be an open invitation to failure. Even those people
who accept innovations such as extremely ad-
vanced equipment and technologics (radio, televi-




sion, telecommunicaticns, comeuters, etc.) are rot
usually that receptive towards these new forms of
education, because of deepiy rooted beliefs in con-
servative educational formulas, v-hich are though to
be immutable. That is why, as was put forward by
Rogers (1983} the institiition and its programmes. as
well as a permanent programme for “‘the d.ffusion of
innovation’ need to be planned carefully.

CONCLUSION

This paper puts forward arguments for the justifica-
tion of making creative use of new educational tech-
nologies in developing societies, and especially for
the so-called higher education at adistance, provid-
edthat its adoption is preceded by a careful study of
the cultural characteristics of the society in ques-
tion. The convenience of transplanting and copying
outstanding models of universities in the world, as
was done in the past, is rejected and it is recom-
mended that a programme especially adequate for
the diffusion of this innovative educational tech-
nology be conceived and developed.
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Motives and values in distance education
— a differential student perspective

JARL BACKMAN
Department of Education
Umead Univerrity
Sweden

INTRODUCTION

There are a number of studies presenting character-
istics of distance studer.is today. Extensive studies
have tried to map out the student with regard to
different kinds of background variables, often of a
socio-der ‘ographic nature. These studies have for
example shown that distance students are a gre~t
deal older than traditional students, that they often
combine gainful employment with their studies and
that they have families. However, few studies have
analysed the motives of these students for their stud-
ies, an accusation which applies to some extent to
traditional students also. The motives have pernaps
been taken for granted and it has perhaps been
assumed that they reflect or coincide with the politi-
cal arguments underlying the introduction and es-
tablishment of distance education, e.g. social and
economic factors. This paper presents motives for
distance studies from the students’ point of view and
the students’ value judgements of their studies. Dis-
tance students probably pay a certain (high?) price
for their studies, their families and work suffering as
aresult. It may also be that their age leads to certain
study difficulties.

Studies of various characteristics of distance stu-
dents have quite naturally used the traditional stu-
dent as comparison. The traditional student has
formed a kind of control group. The legitimacy o,
such a procedure can sometimes be questioned,
since the conditions and target groups a priori are so
different. In the study presented here the compari-
son group consists of drop-outs. The choice of such
a group enables us to work diagnostically and to
studv possible differences in motives and values
between persons who complete their studies and
drop-outs.

Earlier research has shown tt >t tiiere are differences
between stbject areas regarding studies and learn-
ing in traditional university education. Ramsden
(1984) has for example demonstrated differences in
approaches to learning and learning rontexts in sci-
ence and art disciplines. There are reasons to as-
sume that such differences also manifest themselves

in distance education, and a grouping of different
subjects to areas will therefore be made. Motives
and values will thus be examined in different subject
areas.

Earlier research has also shown that distance stu-
dents form a very heterogeneous group. Age is one
of tha variables with a very wide range. It has also
influenced their performance. Studies show that age
is also a factor. Another heterogeneity is to be found
in the students’ earlier education, especially in Swe-
den where there is an internationally unique admis-
sion rule (the 25:4 rule). According to this rule per-
sons who are 25 years >f age and can document at
least four years of work -'xperience are given admis-
sion to distance studies. The Swedish admission
rules are thus very liberal and this makes distance
students an even more heterogeneous group. !n this
study the students will therefore be differentiated
according to both age and earlier education.

We can now formulate our problems as follows:
what are the motives and values of a group of dis-
tance students who complete their studies and a
group of drop-outs, and are the groups differentiated
according to age and to earlier education? What are
the motives and values in different subject areas?

DEFINITION AND SPECIFICATION
OF VARIABLES

Motives

Motives were grouped into three categories. One
category concerned general education including
motives like working for an examination, supple-
mentary studies and general knowledge. Another
category was made up of motives connected with
working life: to get more qualified work, higher
wages, promotion within the work sector, a new
occupation, in-service training and employment se-
curity. The third category was of a social nature, for
example to meet other people, to study for enjoy-
ment, to make social contacts and to gain greater
self-confidence.




Values

Course satisfaction, investments and costs were the
main categories for values. The first category in-
cludes variabies connected with the course being
studied and concerns values of course content,
teachers and persons on the same course. The two
latter categories are inspired by modern organiza-
tion theory where it has often been empirically dem-
onstrated that, for example, work satisfaction and
labour turnover are related to variables li! e invest-
ments and costs (see e.g. Rusbult and Farrell, 1983
and Schell and Thornton, 1985). Investments here
refer to the stakes that the distance student has to
make with regard to time and economy; time to
complete the studies, the convenience of the meet-
ings from the point of view of time, the strain of
travelling and the economic situation during th.e
study time. Costs refer to the sacrifices that have to
be made with regard to family and work: family
problems during the study time, changes at work,
stress, etc.

Drop-out

This study used the somewhat unusual method of
letting the students themselves define whether they
have dropped out or not. The definition is therefore
not dependent on any public register.

Subject area

As regards subject grouping higher education in
Sweden is organised in five different sectors roughly
corresponding to a traditional division into faculties
and departments. Three of the five sectors were
chosen for this study: the administrative, economic
and social sector, the cultural and communicative
sector and the technical sector.

Age and educational background

As regards the variables age and educational back-
ground the group was differentiated into three lev-
els. Age consisted of: under 30, 3040 and over 40
years. Educational background consisted of: with-
out upper secondary school (low), at leasttwo years
upper secondary school (middle) and with a uni-
versity degree (high).

METHOD
Population

All students were in the Northern Region for Higher
Education (higher education in Sweden was at this
point divided into six geographical regions) in 1984
and were admitted to separate single-subject cours-
es as distance students, according to a special stu-
dentregister. The number of students who answered
the questionnaire, which was the method used in

this study, amounted to 1,280 persons o: /9.5 per
cent of the total student population.

Questionnaire

The questionnaire was based on the motives and
values described above of bipolar and approximate-
ly equidistant rating scales.

Statistical treatment

Arithmetic means wer.re computed for the various
groups and they were subsequently analysed by
means of multiple analysis of variance. When this
analysis indicated reliable differences it was fol-
lowed by a stepwise discriminant analysis in order
to locate found differences. Detailed statistical data
{multivariate parameters and significance tests) are
not included here.

RESULTS AND DISCUSSION

The results of the discriminant analysis show that all
three motives (working life > social > education, in
this order), contributed significantly to the differ-
ence between those who complete their studies
{’Normals”) and thase who break off their studies
(drop-outs). However, supplementary information
is obtained if a differentiation is made according to
educational background and age within the groups.
Table 1 shows how the different motives contribute
to differences in educational levels (upper portion).
The motive of education is significant in both groups
for persons with a middle educational background
(upper secondary school). For “Normals’ with a
low educational background the social motive is
also a significant discriminator. The bottom of the
table shows the result when the groups are differ-

Table 1. Motives and values for students who comp-
leted (“Normal”’) and drop-outs (EB = ediicational
background).

Student Motivation Value
category
Normal Education for middle
EB
Social for low EB
Drop-out  Education for middle Invest-
EB ments for
middle EB
Costs for
low EB
Normal Education for under 30 Invest-
ments for
under 30
Working life ;or 30—40
Drop-out  Education for under 30 Costs for

under 30
Working life for 30—40




entiated according to age groups. The same pattern The subject area analysis results for the adminis-

is found for both groups. The educational motive is trative, economic and . 1cial sector, with age differ-
the first significant motive for students under 30 entiation in the discrimination order put education
years of age, followed by the working life motive for as a motive for those under 30 followed by the
those between 30 and 40 years of age. To sum up the working life motive. Students under 30 also report-
motive for education is thus the first significant dis- ed the greatest sacrifices regarding time and econo-
criminator whether we differentiate according to my. No significance regarding motives was found
age or educational background. This result would for the cultural and cemmunicative sector, butthose
be unambiguous if those with a middle educational under 30 expre.: least satisfaction with the
background were also under 30 years of age. How- course. For the technical sector the working life
ever, this is the case since the correlation is not motive is highly dominating for students between 30
significantly separated from zero (r = —.048). and 40 years of age.

The discrimination order, investments > course sat-
isfaction > costs, was obtained for values. It should
here be borne in mind that the analysis is “‘diag-
nostic”’, that with regard to values Table 1 shows the
negative "loadings’’ for values. A differentiation ac- REFERENCES
cording to educational background shows that per-
sons with a middle educational level think that they
have suffered the heaviest losses regarding time and
economy and that persons with a low educational
level make the greatest sacrifices (costs) with regard

Ramsden, P,

(1984). "“The context of learning”. In: F. Marton, D.
Hounsell and N. Entwistle (eds.). The experience of learn-
ing, (Edinburgh: Scottish Academic Press).

to family and work. A differentiation according to Rusbult, C.E., and Farrell, D.
age shows that the greatest sacrifices regarding time (1983). “A longitudinal test of the investment model: the
and economy are made by those who are under 30 impact on job satisfaction, job commitment, and turnover

of variations in rewards, costs, alternatives, and invest-

ars of age in the group of 'Normals”’. The greatest - )
ye 8 groupo 8 ments””. journal of Appiied Psychoiogy, 68, (3), 429—38.

sacrifices (costs) are reported by those who are un-
der 30 in the drop-out group. This analysis of values Schell, B.H., and Thornton, ).A.

probably gives us a supplementary, more detailed (1985). A media course commitment study in a Cana-
and refined picture of where the reasons for drop- dian university: empirical validation of an exchange mod-
ping out of studies should be found. el”. Distance Education, 6, (2), 209-22.
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A distance education publishing strategy
for the 1990s

PAUL BACSICH
Team Leader, Electronic Publishing Project Team
Open University
Milton Keynes
United Kingdom

INTRODUCTION

The British Open University each year generates
more than 12 full-credit equivalents of material for
its undergraduate programme alone, together with
continuing education material, administrative pub-
lications, and several newspapers and newsletters.
This means that some 30,000 different pages each
year need to be typeset, and then printed (in vol-
umes ranging from 10s to 1000s of copies). We are
probably the largest educational publisher in Bri-
tain.

For many years we have run an in-house typesetting
department which handles a small fraction of our
typesetting needs. In early 1986 itwas decided, as a
result of a specific Government grant, to pursue the
aim of producing the vast majority of our typesetting
in-house within the next few years, without any
overall increase in staffing. The way of doing this
would be by throughy,0ing use, by many categories
of staff, of electronic publishing techniques (or to be
precica, electronic pre-press techniques).

AIMS AND THEMES

As well as bringing typesetting in-house so as to

reduce external costs, a number of additional aims

were identified:

® to reduce the elapsed time taken to produce
course material

® to provide a more flexible mix of qualities, time-
scales, costs

® to allow economical re-use of material

® to maintain, or even improve, the overall quality
of material

I believe that with the possible exception of the last
aim, these would find general agreement among
distance educators. Regarding quality, the whole
issue has been extensively debated. On the one
hand, it seems that typographic quality has little
effect on t>e readability, or indeed the learnability,
of course rnaterial. On the other hand, many print-
ing traditionalists maintain an almost mystical rever-
ence for the current output of phototypesetters. The

students seem relatively unworried about quality;
yet the OU is publisher in an increasingly compet-
itive world and quality is one of the weapons a
publisher deploys.

We cutthis interesing but unproductive debate short
by imposing the maintenance of existing quality as
one of the aims. Of course, | was fairly sure by then
that the incremental costs of doing this were becom-
ing relatively small, so that it was a fairly safe deci-
sion.

THE LOCAL CONTEXT

A local phenomenon is that we have two computing
divisions on campus, whose responsibilities are be-
ginning to overlap:

® Academic Computing Services, who run a cluster
of Digital Equipment Corporation VAX/VMS sys-
tems: traditionally they have supported the stu-
dents (via study centre terminals in the past, and
now from home micros), and more recently the
research community;

® Management Services Division, who run a Uni-
sys (ie Sperry) 1100 mainframe: traditionally they
have supported the administration.

The following policies had already been decided:

® that student micros would be MSDOS compat-
ible

® that the standard for the campus data network
was to be Ethernet

® that the standard for administ:ation minicompu-
ters would be Unix

Although these might seem local requirements, one
can produce good general arguments for them.

STRATEGIC CHOICES

The main choice facing us was to decide on the
general approach towards publishing systems.

Traditional ~Publishing Systems typically use
"dumb’’ computer terminals linked to a minicom-
puter. They are notat all WYSIWYG (“What You See
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Is What You Get”). They produce what is generally
regarded as high-quality typography. In particular,
they are very good at pagination, ie breaking materi-
al into pages, taking care of widows, orphans, etc.

Desk Top Publishing Systems are by now well
known. They are typified by such systems as Aldus
Pagemaker on the Apple Macintosh and Xerox’s
Ventura Publisher on the IBM PC. They are fairly
WYSIWYG. They produce medium-quality typog-
raphy and are not so good at pagination. One can
regard the better Word Processing Systems, such as
Microsoft Word on the Apple Macintosh, as a spe-
cial case of these.

Corporate Publishing Systems have hardware based
on Unix workstations (very high-performance mi-
crocomputers from companies such as Sun), and
software based on the WYSIWYG philosophy with
"real-time”’ response. Typography is not always as
good as it should be, but software in this arena is
evolving fast, and is undoubtedly the way of the
future.

| believe that distance educators should reject the
approach of the Traditional Publishing System.
These are mainly designed for use by trade type-
setters and printers, and so have not taken into
account the fact that in an in-house situation, most
keying will be done by the originators of the materi-
al, not by compositors. They impose too large a
barrier between author and final output. They are
also hard to link in to the broader thrust of one’s IT
strategy; in particular their networking is usually
ad-hoc if it exists at all.

Thus the choice comes down to Corporate Publish-
ing Systems or Desk Top Publishing Systems. If one
is running a small distance education operation in
an "IT-rich” environment such as in a major com-
puter company, then it makes most sense to provide
each author with a desktop workstation and Corpo-
rate Publishing System software. However, most of
us are not so lucky. So is the choice to go Desk Top?
Well, maybe: that depends on your perception of
the quality factors. Many organisations will, | am
sure, go this way, and accept the {possibly only
temporary) decline in quality compared with tradi-
tional methods.

We chose a middle route: we intend to fuse the use
of a Corporate Publishing System (for our compos-
itors, illustrators and designers) with 1« Word Proc-
essing System (for our authors, secretaries, and edi-
tors). This will undoubtedly for us be by far the most
cost-effective and yet flexible route to get the quality
we want; on the other hand, it is not an off the
shelf”” solution. | would recommend that you con-
sider it only if your organisation is fairly competent
at computing and local area networking.

But the term "Word Processing”’ covers a wide
range of system. To start with, one has to specify a
hardware type. We chose to focus on two types, the
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IBM PC (and its clones), and the Apple Macintosh.
This was a political necessity in our environment,
but it is a potentially messy situation. However, we
have taken the sting out of the decision by standar-
dising for software on Microsoft Word, which has
compatible versions on both machines.

Given a "green fields” situation, would one choose
Apple or IBM? (I do not believe that there are any
other strategically sensible choices.) As we say:
”Apple is better, but IBM is safer’. (It was until
recently, anyway.) If one is going to transfer material
into a Corporate Publishing System, the }BM route is
quite sensible; but if one is trying to use IBM kit for a
Desk Top Publishing System, it is not sensible. The
problem is the lack of graphics capability (the text
capability of products like Ventura is perfectly ade-
quate).

A pure Apple Mac route is fine in isolation; but
slightly less good when it comes to linking to main-
frames, and compa.ibility with student micros (now
or in the future).

One also has to consider the technical strategy for
output; this is the famous "’Page Description Lan-
guage” debate. But if you accept the requirements
of (a) few barriers between authors and typesetters,
and (b) various grades of output which are all com-
patible (eg 300 dot/inch for drafts, 1200 dovinch for
final phototypeset work), then the only answer is
PostScript.

THE DEVELOPMENT PLAN

The project is divided into annual Phases. In each
Phase, we buy a farge number of Macs and PCs, as
well as specific equipment: in Phase 1, we bought
two typesetters; in Phase 2, a pilot Corporate Pub-
lishing System; and in Phase 3, systems for electron-
ic origination and processing of artw~rk.

We also have to ensure that specialised require-
ments, such as music, chemistry, and mathematics,
are catered for. The only real problem is maths,
since we have a considerable maths typesetting re-
quirement. Currently it locks as though the TeX
package, though not (yet) ideal, is the only sensible
way forward; and we have standardised on this for
our authors, while reserving judgement on the final
shape of the maths Corporate Publishing System.

RELATIONSHIP WITH OTHER
“PUBLISHING” TECHNOLOGIES

At the same time as our electronic pre-press project
is going on, the OU is continuing to apply comput-
ers to various aspects of the teaching process. Sys-
tems underdevelopmentinclude videotex, comput-
er conferencing/electronic mail, and CD-ROM.
These are often, confusingly, called "electronic
publishing” as well. So how do these technologies
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fitin to a publishing strategy? At a simple level, the
fact that we are generating and storing text in a fully
electronic way gives us a basic capability to trans-
form it to fit any other technology; but there are
deepe: answers.

VIDEOTEX

Although many of the early workers on videotex saw
itas merely a screer based version of paper publish-
ing, reality soon dawned. Videotex has little to do
with publishing, but a lot 1o do with providing ac-
cess to on-line services — registering for courses
and so on. Thus there is no value in considering the
requirements of videotex when develcping textual
material.

COMPUTER CONFERENCING

| see computer conferercing as an electronic en-
hancement of the tutorial process, not as a dissemi-
nation medium for published material. At present,
the pub!ic telephone network is too slow to allow
effective large-scale dissemination of published ma-
teial; and in any case, people seem unwilling to
rezd material from screens of the current functional-
ity. No doubt these factors will change, but not for
several years as regards the pc pulation of distance
education students.

CD-ROM

The situation with CD-ROM is somewhat different:

® CD-ROM is a publishing medium already (for
database material)

® CD-ROM drives are likely to be adopted rela-
tively early by owners of home micros

Thus | believe that we have te consider the implica-
tions of CD-ROM on our strategy. One strand of
thinking, in Britain, atleast, claims that itis essential
to use SGML, the Standard Generalised Mark-up
Language, as a method of "tagging’”’ material for
production on CD-ROM. However, their case
would be much stronger if any of the successful
CD-ROM production houses were actually doing
this. Nevertheless, | have superficially accepted the
argument; conveniently, the cost of doing so was
effectively nil, for this reason: the typical Curporate
Publishing System software house is American and
wants to sell to the Department of Defense, who in
their wisdom insist on conformance to GML, a pre-
cursor of SGML.

I would still see CD-ROM as serving a niche role in
the publishing of reference datcbases, rather than
being used for general text material. | realise that at
the time of writing, this is an unfashionable view,
with the recent anncuncement of Hypercard on the
Mac, and the rediscovery of Ted Nelson’s Hypertext
concept — obviously destined to be dscovered

once per generation. Last time it was called video-
tex. | don’t believe that this way of getting general
material off screens will appeal to students. In any
case, a style-based word processor makes it reia-
tively easy o produce ! /pertext if needed.

o« &

RELATIONSHIP WITH OTHER
INSTITUTIONS

CO-PUBLISHING

The use of electronic publishing techniques do not
just turn one’s in-house composition operation into
a more efficient version of outside typesetting
houses: many of the benefits come from a close
integration with the authoring side. Since most pub-
lishers are not yet geared up to routinely receiving
manuscripts on disc, let alone networking, this is
likely to mean a change in the relationship between
us and a publisher interested in jointly publishing
material. In practice, it could mean that ‘e our-
selve: tyneset the material rather than introducing a
third company into the equation.

CO-OPERATIVE AUTHORING

By this | mean the collaboration of authors at ditfer-
entinstitutions in the creation of educational materi-
al. Itis an area fraught with the dangers of overkill by
IT experts and psychologists. Some argue that noth-
ing can be done until a completely new type of word
precessing system is introduced; and certainly the
current word processing tools leave something to be
desired in this area. Others are blithely constructing
collaborative projects, assuming that the world is
already wired up with high-grade communications
networks.

The truth, as usual, lies somewhere in between.
Let’s suppose that two of you want to co-operatively
author a course from your respective institutions. If
you both have "hard-wired”’ access to either a
world-wide ele~tronic mail service such as Dial-
com, or the world-spanning academic "’metanet-
work” consisting of ARPANET, JANET, EARN,
CSNET, and six or seven others, then you have the
basic wherewithal. In other words, you can ex-
change raw text.

If you want to exchange more than text, say dia-
grams, drafts with layout, or finished material, then
you have to agree on some common "de facto”
software standards. (I am afraid that there are no
magic international standards that fix all this up for
you.} PostScript is the only sensible standard for
finished material; for drafts you should use one of
the more sophisticated (style-based) word process-
ing packages such as Microsoft Word or TeX. Dia-
grams work best on a Mac.

| hope that this paper will encourage you to think
more systematically about the IT tools you will need




conclusions that the technology doesn’t become a
barrier to collaboration just when a number of the
other barriers are breaking down.

in order to have a distance education publishing
strategy fit for the 1990s. You probably won’t come
to exactly the same conclusions as we did; but |

hope that enough of us ccme to the same sorts of
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INTRODUCTION

As a form of education and as a field of applied
scholarship, distance education has generally been
characterised and justified with reference to tradi-
tional — "f2ie-to-tace” (Keegan, 1980) or "’contig-
uous” (Moore, 1972) — educational events. Itis in
the co:itext of such events that distance education is
generally described and evaluated, anditis ir: terms
of the perceived limitations of traditional education
that distance education is generally advocated {ref.,
e.g.: Cropley & Kahl, 1983; Gough, 1984; Keegan,
1986; Misanchuk, 1982; Pagney, 1983}. Such com-
parisons by adopting traditional education as the
standard, imply and reinforce belief in its superiority
over distance education (Bagnal', 1987a). This
mind-set must bias educatioral decisions against
providing distance education opportunities.

A radically different conception and valuation of
distance education may be obtained by adopting, as
the educational standard, the ideal of the fully au-
tonomous individual learner. This standard arises
from the ccntral cultural (including educational) im-
portance of individual autonomy or self-directed-
ness in the Westem, liberal, democ -atic tradition
(ref., e.g.: Chené, 1983; Moore, 1983a; Wede-
meyer, 1981). Accuruingly there is a massive body
of scholarship on self-direction in education (in-
cluding distance education) as both a normative
process and a normative goal (e.g.: Brookfield,
1985; Dearden, 1975; Gibbs, 1979; Lewis, 1978;
Phillips, 1975).

EDUCATIONAL EVENTS

Important t> an adequate understanding of educa-
tional self-direction is the perspective of the educa-
tor as adoptinga role position — that of intentionally
controlling (at least partly) appropriate sequences of
learning (Bagnall, 1987b). Itis evident that the role
may be shared between the learner (acting as the
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"internal educator”’) and another person (an "ex-
ternal educator’”’). There is a spectrum of education-
al control from events that are, theoretically at least,
entirely under the individual learner’s control (who
is then a fully self-directed learner) to events that
are, assuming an entirely passive learner, entirely
under the control of an external educator. This lat-
ter, fully heteronomous type of educational event is
generally taken as the ideal standard in analyses and
studies of distance education events.

However, it is the (idcaliced) self-directed type of
event which is here taken as the appropriate educa-
tional standard. This idealised type will exhibit es-
sentially instantaneous communication in its trans-
actional processes between the learner as a learner
and as an internal educator as well as full self-
awareness, honesty and responsiveness with no
barrier to communication between the two roles or
to the learner’s desired environmental perception.
Any educational event should then be evaluated by
the extent to which it attains this ideal.

Any fully self-directed educational event will in-
clude: (1) a learner, (2) a controlling (intemal) edu-
cator role, (3) some appropriate learning goalsof the
internal educator, (4) some appropriate interven-
tions by the internal educator, directed toward the
achievement of these goals, (5) a leaming envi-
ronment which will be selectively manipulated (as
educational "content” or "curriculum”) by the in-
terna! educator through these interventions, and (6)
some measure of learner successin the achievement
of the learning goals.

To the extent that the educator role is shared by the
learner (as internal educator) with another person
(an external educator) so the conscious control of
the intentional learning is passed to that person.

EDUCATIONAL DISTANCE

Against the standard of educational self-direction,
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the externalising of any part of the educator role may
be seen as imposing some distance between the
external educator and the learner (as both internal
educator and learner). Importantly, this (essentially
Lerceptual) distance may arise in any educational
event — traditional or distance. It may be either: (1)
“environmental distance’’ (between a learner and
perceived %ey environmental elements — ‘re-
source materials”, etc.), or (2) “coinmunicative dis-
tance’”” Moore’s (1983a) “‘transactional distance’’
(between learner and external educator). Communi-
cative distance may be mediated by various envi-
ronmental elements, and expressed in three forms:
spatia’, temporal, and psychosocial distance. Psy-
chosocial distance embraces various forms of in-
tersubjective difference, such as those of values,
maturity, beliefs, intelligence, personality, and
emotional states. Spatial and temporal distance
comprise the standard conception of educational
distance (Keegan, 1986; Moore, 1983b; Perraton,
1983), but may also be evident in environmental
distance.

Psychologicaldistance (or intrasubjective incongru-
ence) between the learner as a learner and as the
internal educator, may arise under intrnal educa-
tional direction; for example, when distance is cre-
ated by limitations to se!f-awareness, to honesty
with oneself, or to resporsiveness to one’s situation
and condition.

While none of these forms of distance is intrinsically
either desirable or undesirable, any of them may
become educationally limiting through instances of
the following types of sub-optimal conditions: (1)
perceptual inaccuracies, (2) time delays in commu-
nication transmission or image perception, and (3)
perceptual noise — a masking of the message or
image by other perceptual features (both process
and object). Perceptual inaccuracies and noise are
influenced by the type, quality, and balance of the
perceptual or communicative channels that are in-
volved — aural, visual, tactile, olfactory, gustatory,
kinaesthetic, chronemic, or proxemic (Tubbs &
Moss, 1983). Although normal verbal communi-
cation draws essentially on aural anc/or visual
channels, in “nonverbal’” communication and in
general environmental awareness most channels
are likely to be in simulataneous use.

Problems with educational distance often arise
through perceptual noise and inaccuracies resulting
from reducticns in the number and/or the quality of
the perceptual channels. However, nroblems aris-
ing from time delays are strictly independent of
these channels. g

The problems arising from educationally disadvan-
tageous distance may be diminished by reducing
the educational distance on the relevant dimensions
of distance (identified above). In some cases, for
example, it may be best to reduce the spatial and

temporal communicative distance through the use
of multiple communication technologies; in other
cases the most usefui action may be to reduce envi-
ronmental and psychosocial distance by residential
schools or similar group meetings. However, it
should not k= a general goal to minimize education-
al distance and maximize face-to-face educational
elements in distance education programs. On the
one hand it should not be assumed that the educa-
tional distance elements in the distance education
program are undesizable; on the other hand, it
should not be assumed that traditional education
programs are any less educationally distant and any
less desirably so than are distance education pro-
grams.

CONCLUSION

Using self-directed education as the educational
standard, distance is a cluster of qualities which
may occur in various combinations as a normal
component of any educational event — whether
contiguous, self-directed, or at a distance. Educa-
tional distance per se is an educationally neutral
quality, which may be educationally either desir-
able or undesirable, depending on the circumstan-
ces of each given event. The self-educational per-
spective also forces more of a focus on the learner’s
situation, characteristics and requirements which is
educationally desirable (cf. Holmberg, 1977, 1981;
Knowles, 1980; Moore, 1983a; Rogers, 1983; We-
demeyer, 1983).

In adopting educational self-direction as the stan-
dard we reduce the basic structural differences be-
tween face-to-face educational events and distance
education, differences which are frequently
grounds for devaluing distance education.
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A distinguishing feature of national federai systems
of government is a constitutional vesting within the
constituent provinces (or states, or canton, or Lan-
den of legislative atthority for educational matters.
The advantages ¢ such decentralized authority are
many and are widely recognized, some of them
being: an accommodation of regional cultural di-
versity; responsiveness to the needs of local individ-
uals and regions; enhanced efficiency in govern-
mental administration; and the facilitation of partic-
ipation by local citizens in political processes and
decision-making directly affecting them (Bergen,
1982; Romanow, 1985).

However, few would argue that decentralized au-
thority does not also have its disadvantages. For
example, regional goals and priorities may not sup-
port well the formulation and implementation of a
coherent national policy on education. And, as Ro-
manow (1985, p. 5) points out, ‘‘Clearly, there 1s a
pressing need for national objectives in higher edu-
cation...” In addition, achieving consensus among
the regional authorities and with the appropriate
federal body, atbest, is time consuming butmay, in
fact, prove to be virtually impossible if appropriate
consultative mechanisms have not b>en built into
the form of federalism which has been implement-
ed. It is worth noting that whatever the federalist
system, the issue is not so starkly delineated, how-
ever, as to entirely preclude federal “influence’ of
educational matters.

In university education as it has traditionally been
constituted, the divided federal-regional jurisdic-
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tion has been problematic essentially only in the
two aspects alluded to earlier: that is, with respect to
the funding arrangements between federal and local
authorities and with respect to negotiating how and
to what extent national and local goals are to be
supported. As substantial as these problems are, at
least the geopolitical bases of the universities have
been apparent and conincide with the geopolitical
bases of the provinces or states. University distance
education, however, is not necessarily subject to
similar peopolitical constraints. This complicates
the usual dilemmas arising from tne divided juris-
dictions. University distancc education, by its na-
ture, is meant to free students from the constraints of
time and location and there is no reason (other than
the jurisdictional and funding issues) to expect it to
observe geographical boundaries. In fact, because
distance education stands to capitalize on econo-
mies of scale, there is a natural pressure and rational
argument for disregarding these boundaries. To the
extent that university distance education is not
bounded to geopolitical areas but serves inter-pro-
vincially, the case for regional jurisdiction over uni-
versity education is less compelling. In fact, from
this point of view, there is much to support the
notion that the federal authority is the appropriate
junisdiction for a fully fledged university-level, dis-
tance education enterprise.

However, what has actually happened in practice
belies the apparent nicety of this point of view. The
purpose of this paper is to compare how distance
education universities have come about in two fed-
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eral systems: the Federal Republic of Germany and
Canada. Such a comparative chronicle stands to
provide some interesting insights into the provision
of university education at a distance in a federal
system. This account may also provide a substantive
basis for speculating about the rationalization of
university distance education within divided re-
gional and national jurisdictions.

CANADIAN FEDERALISM AND
UNIVERSITY DISTANCE
EDUCATION

Provincial responsibility for education in Canada is
constitutionally assigned by a provision within the
BNA/Constitution Act (1867) which lays down that:
”...in and for each Province the Legislature may
exclusively make laws in relation to education...”
Although the federal government has often ex-
pressed a desire to intervene in higher education, it
does not have the constitutional authority to do so
directly. However, the federal government does ex-
ert some indirect influence by virtue of the sub-
stantial revenues it returns to the provinces to sup-
port higher education. But, as Romanow (1985) has
concluded, “’Such arrangements leave the federal
government with little influence in post-secondary
policy, and with ‘clumsy’ steering arrangements’’
{p. 5). One of the consequences of such decentral-
ization is that, with the exception of vocational
training (which is viewed as being within the pur-
view of manpower planning and hence is a federal
responsibility), there is no national education pol-
icy, in general, and no national distance education
policy, in particular. ’Not unexpectedly, therefore,
the conduct of all aspects of education — including
distance education — differs somewhat from one
part of Canada to another” (Ellis, 1986; p. 25).

Not surprisingly then, there is a great diversity over
the provinces with respect to the emphasis given to
distance education and to the manrer in which the
enterprise is carried out. Because the focus of this
paper is the autonomous, university level distance
education institution we will concern ourselves on-
ly with Athabasca University (AU) in Alberta and the
Open Learning Institute (OLI) in British Columbia.
Both AU and OLI were established by direct govern-
ment action in each of the respective provinces.

In both these .nstitutions, the operating grants are
provided by respective provincial governments (al-
th-..1gh, as mentioned earlier, these are derived from
transfer of payment arrangements with the federal
government). The legislation behind these two in-
stitutions is silent with respect to the geographic
mandates. Initially, both institutions restricted their
interests to the host province, a position which the
OLI adopted as a point of formal policy. There was
political wisdom to this course of action because of
the direct link between those perceived to be sup-

porting the srrvice through taxes and those receiv-
ing the service. AU, on the other hand, early on
branched into B.C. by virtue of a cooperative ar-
rangement reached with North Island College. In
short order, students living in B.C. constituted up-
wards of one-fifth of the AU enrolments, prompting
informal conversations with government officials
regarding the appropriateness of serving so many
out of province students with operating money pro-
vided by the Alberta government.

Subsequently, AU has had discussions internally
about formally declaring itself to be ”Canada’s open
university” but has to date contended itself b as-
serting its area of interest to be B.C. Alberta, Sas-
katchewan, the Northwest Territories and the Yu-
kon. However, AU has no physical presence (such
as regional offices) anywhere but in Alberta. In-
terestingly, this pressure to serve a wider geographic
area has largely originated from within the Uni-
versity itself (although it needs to be said that ser-
vices tc the Yukon and the Territories is a somewhat
different dynamic). There has been no substantive
support for the establishment of AU as a national
distance education university. In passing, it is worth
noting that for some considerable time the corre-
spondence study service provided by some of the
conventional universities (for example, Waterloo
and Queen’s) has been offered to people right across
Canada and on this basis these institutions have
more of a national presence than AU.

WEST GERMAN FEDERALISM AND
UNIVERSITY DISTANCE
EDUCATION

The Federal Republic of Germany (FRG) is com-
prised of eleven Lander, three of which are city
provinces The constitution (Grundgesetz) binding
the Lander together was instituted in 1949 under the
direction and agreement of the allied occupation
powers. Unlike in the Canadian system, a mecha-
nism exists for the formal participation of the Lander
government at the federal level through the Federal
Council (Bundesrat) which consists of delegates
from the Lander governments as well as delegates of
the federal government.

During the 1960’s there were several isolated initia-
tives to establish distance education in FRG but it
became clear by the early 1970’s that some Lander
had no real interest in establishing distance educa-
tion nation-wide. Their politics were to stop the
establishment of a central office at a national level
while simultaneously centralizing every distance
education activity in their own Land. As a conse-
quence of this, at the end of 1973 the Minister of
Science and Research of the Land North Rhine-
Westphalia presented to the public his plans for the
establishment of a distance education university.
This announcement of the foundation of a distance
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education ir North Rhine-Westphalia came totally
unexpected|ly for the other Lander. From one day to
the next, the discussion which had lasted for years
was finished. In Decemher 1974 the parliament of
North Rhine-Westphalia passed an act founding a
distance education university which would be un-
der its own jurisdiction. Since October 1, 1975 the
FernUniversitat (FeU) has been in operation.

The FeU was expected to serve three main aims
(Peters 1976; p. 160):

— Supporting the reform of university teaching in
post-secondary education;

— Developing a system of academic continuing
education;

— Creating additional capacity for academic study.

Like the traditional universities in the FRG the FeU
also is an autonomous institution with a similar
system of governance.

As we have seen the Fell is alocal university since it
was founded and funded unilaterally by the Land
North Rhine-Westphalia. At the same time the FeU
is open for students from all over Germany and for
students who are living abroad. In this respect the
FeU is a nation-wide distance education university.

Are there ways to have a real national distance
education university in the FRG? Up to now the FeU
has been funced exclusively by North Rhine-West-
phalia. In itself, this is nothing special because the
conventional universities are also open to students
from the other Lander and the Lander have to pay for
these costs too. The difference is that the proportion
of students from other Lander at the FeU is much
higher than atconventional universities. Acommon
financing system is possible due to the existence of
the so-called “Konigstein-Agreement”’. But apply-
ing this model to the case of implementing a nation-
al distance education university would mean a lot of
coordinating work. The university in this case
would be dependent on the administration of the
eleven Lander and the federal governmenttoo. This
would be detrimental to the functioning of the in-
stitution,

An advantage of a national distance education uni-
versity would be the opportunity to imple ment study
centers in other Lander. Thiswould be an advantage
for those students who are living in Lander currently
without study centers. A number of the Lander
would in this case have to give up their politics of
obstruction. Also the number of towns where the
students could sit their exams would be increased.
The distance education university would no longer
depend onthe ’good-will’’ of the conventional uni-
versities to provide rooms for writing exams.

Participation of the other Lander in the operation of
the existing FeU in Hagen is not possible under the
law of the universities ia the FRG. Autonomy in
matters of education and culture doesn’t allow for
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such participation. Also, participation of the federal
government would be a break in the educational
politics as it would not conform to the federal sys-
tem. A participation of the other Lander would make
it necessary to have a separate political organisa-
tion. This would mean that the FeU would have to
cooperate nation-wide. In this case, the FeU would
unavoidably have to give up a part of its self-admin-
istration (Gerhardt 1974).

Another possibility exists for the FeU to cooperate
witn other locally established conventional univer-
sities to establish a national distance education net-
work. The FeU has such cooperation contracts with
a small number of conventional universities. The
aim is the reciprocal support of research and tuition.
Atpresent the FeU has concluded these cooperation
contracts exclusively with universities of those Lan-
der which support the FeU. Different political views
are the main reason, therefore, that no cooperation
contracts exist with universities in Lander without
study centers. There = 10 expectations that the
politics of obstruction of these Lander will change in
the near future. While it continues, it is impossible
for individual universities in these Lander to cooper-
ate with the FeU. For such cooperation they need
the agreement of the government of their respective
Land.

CONCLUSION

In spite of the apparent advantages to rationalizing
university distance education, enhancing its cost
effectiveness, and providing a national presence in
higher education, neither Canada nor the FRG hasa
national distance education university. This is also
the case in Australia and the United States, two
other federal states with a considerable amount of
regionally based distance education. This situation
stands directly in contrast to such naiionally estab-
lished institutions as th< dritish Open University and
the Open Universiteit of the Netherlands. Why this
is s0 is a matter about which we can only speculate.
However, from the two case studies presented here
it is reasonable to argue that it is in the nature of the
federal systems to preclude the establishment of a
national distance education university. The Federal
Republic of Germany appears to have developed
"’the most comprehensive and sophisticated struc-
ture of federal-state and interstate consultative coor-
dinating agencie not only for education but in all
matters of government’’ (Bergen, 1982, p. 18). In
spite of this, the FeU began as a regional institution
and remains as such to this day in that it does not
serve a national policy of university education.
However, the FeU does provide extensive service
across the FRG and this undoubtedly is facilitated by
the comprehensiveness and sophistication of these
consultative coordinating agencies. Moreover, not-
withstanding the inconclusiveness of the effort, it
was at least possible to discuss the rationalization of




distance education at the national level. This has not
been so in Canada, and again it might be attributed
to the absence of an appropriate consultative mech-
anism,

Maybe this state of affairs in federal systems is as it
should be. In Romanow’s (1985) view, “'. . . the fed-
eral role in education essentially must be supportive
of provincial efforts, and not in competition with
them through direct federal programming. To bor-
row Claude Forget's phrase, Ottawa’s role should
be that of a “lever and lubricant to encourage har-
monization of provincial policies”. (p. 6) This
seems to have been the principle followed for uni-
versity distance education in the FRG, although pro-
gress seems to have been achieved in fits and starts
and remains inconclusive. However, progress there
has been and the opportunity for further advance-
ment clearly exists. In Canada, on the other hand,
progress has been due largely to the initiative of
individual institutions. Some coordinated progress
has been achieved at the provincial level — partic-
ularly in Alberta, British Columbia, and Ontario.
However, some "’lever and lubricant to encourage
harmonization of provincial policies” has been
lacking. It is interesting to speculate about what
distance education in Canada might look like if such
were provided.
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SATELLITES FOR DISTANCE
EDUCATION: 2001 SPACE
ODYSSEY"” OR ““PIE IN THE SKY''?

Will satellites prove to be a major communications
medium for distance education in Europe, or will
they prove to be yet another technology in search of
arole? It is argued that the value of using satellites for
distance education depends not on the technology
itself, but on the ability of dista.ce educators to
define appropriate trans-national educational needs
in Western Europe, and on the ability of different
distance teaching agencies to plan and work togeth-
er quickly and efficiently.

SATELLITE PROVISION IN EUROPE

There are basically two kinds of satellites, low-pow-
ered and high-powered (the latter usually calied
Direct Broadcast Satellites or DBS). Essentially,
though, DBS transmissions can be received directly
in homes using small and cheap dish aerials, whiie
low-powered satellites require a larger and more
expensive dish, with television signals usually being
redistricuted by cable or terrestrial transmitters to
people’s homes. Satellites though can also transmit
voice and data signals, using a fraction of the capac-
ity of atelevisior channel, and hence at far less cost,
a pointof particular significance for distance educa-
tion.

The European Space Agency’s launch rocket, Ar-
iane, has the demanding schedule of one satellite
launch a month from September, 1987 to August,
1988, of which a substantial proportion will be
European satellites, both low-powered and DBS.
With a1in 15 char.ce of a launch failure, a lot could
go wrong befo.e the Oslo conference. Neverthe-
less, there will almost certainly be a rapid expansion
in satellite capacity in Europe within the next five
years, from the current 21 television channel capac-
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ity to somewhere around 100 television channels
(CIT, Research, 1987).

ACCESS AND COSTS

Parallelling these developments in space, there is
expected to be a rapid expansion in the numbers of
people capable of receiving satellite transmission in
Europe, either relayed through cable systems, or
through direct reception.

Low-powered transraissions can now be received
on equipment costing around £1,000 (US$1,600),
consisting of a 1.4 metre steerable dish, a 'black
box’ of electronics to convert the signal for recep-
tion on a standard domestic TV monitor, and a tuner
to find the desired satellite and the desired channel
on each satellite. DBS on the other hand can be
received on much smaller aerials (between 0.5 and
0.9 metres in diameter). The total cost of DBS recep-
tion equipment (in addition to a "’standard’”’ domes-
tic TV moniton) is likely initially to be around £500
(US$800), dropping eventually to around £200
(US$320).

In 1986 there were 10,000 satellite TV receivers in
Western Europe. This figure is expected to rise to 1
million shortly after 1990. By 1996, 46 million
{40 %) of West European households are expected to
receive satellite services, either directly or via cable
(Tydeman, 1987). However, it will be at least 10
years before a majority of homes in Western Europe
can access satellite transmissions, a point of signi-
ficance to those distance education institutions with
a genuinely open access policy.

Transmission costs range for full bandwidth televi-
sion from free up-link and transmission facilities for
educational users (on OLYMPUS), to £1,800
(US$2,880) an hour on Eutelsat (incluging trans-
ponder charges) for peak evening transmission.
While not insignificant, transmission costs though
will usually be minor compared to the costs of pro-
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duction, administration and ground support servic-
es (for a full discussion of educational sa.ellite costs,
see Bates, 1987). Neither reception nor transmis-
sion costs are likely to be a significant barrier to the
use of satellites for distance education in Europe,
compared with finding suitable programming, and
paying for it.

HOW HAVE SATELLITES BEEN
USED FOR DISTANCE
EDUCATION?

Several countries outside Europe already have ex-
tensive experience of using satellites for distance
education, in particulai Canada, India, USA, Aus-
tralia, Indonesia, the University of the South Pacific
(USP) and the University of the West Indies (UWI).
In addition, a number of countries have participated
in Project SHARE, a series of health and education
applications linking developed with developing
countries via the INTELSAT system.

From these experiences, it is important to distin-
guish between both the media used (TV, audio,
data) and the configuration (point-to-multipoint or
network):

1 Broadcasting: the dissemination from one point
to many points, for teaching purposes, with no
return communications via satellite, (e.g. TV: IN-
SAT, India).

Interactive broadcasting: one-way satellite televi-

sion, with terrestrial telephone used to allow stu-

dents to call in (voice only) to the broadcast (e.g.

National Technological University, USA; Knowl-

edge Network, Canada).

Two-way audio communication between several

points, for both teaching and administrative pu--

poses (e.g. USP, UWI, and Indonesia).

Two-way audio communication between several

points, for both teaching and administrative pur-

poses, supplemented by low-band graphics such
as slow-scan TV or electronic writing (e.g. USP,

UWI, and Indonesia).

Satellites can also be used for carrying electronic

mail, computer conferencing, text transfer and

access to remote data-bases, at lower cost than
even voice communication.

6 There has been no major use yet in distance edu-
cation of two-way full bandwidth television com-
munications (video-conferencing), presumably
because of the very high costs.

Satellite is rarely the only comm:.nication technol-
ogy; most systems using satellites in distance educa-
tion also make use of terrestrial telephone services
as well. As with terrestrial systems, two key ques-
tions are: why does one need full bandwidth televi-
sion, given the huge difference in cost, especially if
the satellite is merely relaying lectures; and why
does one need to transmit, rather than mail video-

cassettes (see Bates, in press, for a discussion of the
merits of television in distance education).

EUROPEAN EDUCATIONAL
SATELLITE INITIATIVES

There are several initiatives alreadv underway for
the use of satellites for distance education in West-
ern Europe.

1 OLYMPUS. This large and experimental satellite,
builtby the ESA and ableto cover 60% of Western
Europe with a single high-powered television
transmission, is due to become operational in
1989. The ESA is offering free transmission on
Olympus to educational users. Because of the
multiplicity of European educational institutions,
ESA commissioned the European Institute of the
Media (EIM) to conduct a study (Wedell et al.,
1987) about how to organise an educational ser-
vice on Olympus. Subsequently, ESA has ap-
pointed an educational programming committee,
under the chairmanship of Dr. Alan Hancock, of
UNESCO, to allocate programming. To date, the
ESA has received over 170 proposals for educa-
tional programming on Olympus, of which 40 are
for distance education.

DELTA. Quite independently, the European Eco-
nomic Commission (EEC) is funding a large initia-
tive, totalling £14 million (20 million ECUs), to
start in 1988, to improve the technological and
communication infrastructure for education and
training within Europe. This project includes a
proposal for a satellite-based European educa-
tional communications network, suggesting that
there will be opportunities for funding satellite-
linked activities within the DELTA programme.
PACE. This is a consortium of multi-national com-
panies (including IBM, DEC, Hewlett-Packard,
British Telecom, Thomson etc.), using both satel-
lite and computer communications, to deliver a
Programme of Advanced Continuing Education
in Europe to companies throughout Europe,
drawing on key researchers in European universi-
ties and companies. This is being funded partly by
sponsorship and partly by the sale of courses, and
begins in 1988, probably using Eutelsat.
COMETT. This is another EEC initiative, designed
to increase co-operation between European en-
terprises and universities, through the joint pro-
duction of courses and training initiatives. One
strand of the COMETT programme request bids
for the use of multi-media technology (including
satellites) and provide- funding possibilities for
joint programmes between European, distance
teaching universities. FACE has already received
some ft'rs under the COMETT programme, and
a consortium of European distance teaching uni-
versiies and European enterprises (SATURN) has
also received a small amount of funding under the
COMETT programme, but not for satellite use.



ERI

Aruitoxt provided by Eic:

COMETT started in 1987, and is expected to con-
tinue at least until 1989.

There are therefore considerable opportunities for
funding distance education satellite projects of a
joint nature.

FOR WHAT PURPOSES SHOULD
SATELLITES BE USED IN
EUROPEAN DISTANCE
EDUCATION?

It is possible to think of many different ways in
which satellites could be used, but they all depend
on an institution’s policy regarding activities in Eu-
rope. | shall use the British Open University te il-
lustrate the link between educational policies and
satellite use (or non-use).

1 Extension of courses beyond national bounda-
ries. There are two main obstacles to this at the
moment. The Open University does not have the
resources itself to provide the ground support,
such as registration, counselling and tutorials, at
a local level, to any major extent outside the UK.
Secondly, it wants to work in co-operation rather
than in competition with other distance teaching
institutions. Through the Association of European
Distance Teaching Institutions and SATURN, a
policy for co-operation in credit transfer, joint
course productior. and inter-institutional co-op-
eration is slowly being developed, but until deci-
sions have been made about what role, ifany, the
Open University will play in providing courses
within Europe, we have no rationale for using a
European satellite facility to support courses, and
no means to provide the necessary infrastructure.
Consequently, the Open University has bid for
only one hour a month on OLYMPUS for broad-
casting a selection of its existing programmes. As
well as providing an alternative source of pro-
gramming for the generai public, this gives a Eu
ropean-wide shop window for the University. It is
avery limited use of the potential of satellites, and
does not support courses in any way.

2 Joint research and course production. Distance
education courses cost a great deal to design.
Given the high cost of design and production,
there is great potential benefit in the design and
production costs being shared between institu-
tions who would also use the materials. Also,
there may be areas where joint research activities
between staff in different distance learning in-
stitutions, particularly research into distance edu-
cation itself, could be developed. Satellite com-
munication could be used to facilitate such activ-
ities, allowing for the exchange of materials and
conferencing. However, no such co-operative
agreements are yet in place. Until they are, the
Open University cannot commit itself to using
satellites for this purpose.
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3 Establishing a distance education communica-
tions network. Satellites could form the base of an
inter-institutional communication network (or
even for communications within a system).
Again, though, without a clear strategy for co-
operation with other distance teaching institu-
tions, it is not possible to determine either the role
or the likely amount of traffic for satellites in
networking.

In the meantime, while inter-institutional co-oper-
ation between the established European distance
teaching institutions is slowly building up, new or-
ganisations such as PACF. are stepping into the gap.
PACE is specially designed to exploit the European-
wide coverage of satellites and the funding require-
ments of EEC initiatives. It is interesting to note that
only 40 of the 170 Olympus proposals were for
distance education, and few of these came from the
established European distance teaching universi-
ties. This suggests that there is a need for greater
urgency on the part of the established European
distance teaching organisations to work out how
they can best work together, and how satellites
might help in that co-operative working.

CONSTRAINTS

It is therefore possible to identify a number of con-
straints hindering the greater use of satellites for
distance education in Europe.

1 A policy regarding trans-national distance educa-
tion in Europe is a necessary pre-condition forany
distance teaching institution before it can decide
whether to use satellites. In parallel with defining
the roles of each institution beyond its national
boundary, there is also a need to identify clear
educational needs and target groups for which
the use of satellites would be appropriate. This
requires careful market research into educational
needs that transcend national boundaries, cult-
ures and languages. Co-operation between dis-
tance education institutions is likely to be essen-
tial to maximise the benefits of using sate!lites.

2 Success is likely to go to those courses which use
a combination of technologies and course design
appropriate to a European-wide audience. This
suggests that as far as the use of satellites is con-
cerned, there isa need to design courses specially
for a European-wide audience, rather than the
use or even adaptation of existing courses. It also
suggests the need for new types of course design,
built round satellite and other technologies.

3 Joint production of courses intended for interna-
tional use in Europe is likely not only to reduce
the cost to any single institution, but also to avoid
cultural ethnocentricity.

4 Experience in using broadcast television and ra-
dio for distance education indicates the need to
provide adequate print and tutorial support and
follow-up, and the need for a clear educational
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rationale for using television, audio or data, for
any satellite initiatives.

5 The supporting costs, and especially the cost of
production, are likely to be far greater than the
actual transmission and reception costs of satel-
lites.

6 The restricted access to satellite reception for cer-
tain target groups must be remembered, partic-
ufarly where open access is paramount.

7 Governments will need to ease PTT control over
access to up-links and tariffs if educational use of
satellites is to be encouraged. In particular, edu-
cational institutions need to be able to up-link
directly from their sites.

As with other technologies, educational goals need
to be determined first, but are inevitably influenced
by the availability of a technology. Just as it would
be a mistake for satellite technology to determine
educational priorities, it would also be a mistake for
distance education institutions to ignore the poten-
tial of satellites. Successful use of satellites will re-
quire some adaptation of our teaching methods, but

at the same time should allow new target groups to
be reached.
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Tutor and Course Coordinator —
hierarchal relationship and mutual
perceptions

RUTH BEYTH-MAROM, SHMUEL ELLIS & MARGALIT GANOR
Everyman'’s University — The Open University of Israel

INTRODUCTION

The Open University of Israel (EU — Everyman’s
University) was established in 1976 to enable capa-
ble students from distant areas or without a matric-
ulation certificate to study for a BA degree. The
structure of the university as well as its study system
were inspired mainly by those of the Open Uni-
versity in Britain. EU awards a Bachelor Degree in
either Humanities and Social Sciences or in Natural
and Life Sciences to those students who accumulate
18 credits. EU has about 10,000 students each se-
mester. These students are registered in over 200
courses, most of which award the students one cred-
it for their successful completion.

THE LEARNING-TEACHING
SYSTEM

As the EU’s learning-teaching system is based main-
ly on the self-study distance method, printed course
material is its main medium. "The purpose of the
written text is threefold: to present the student with
source material; to replace the lecture, guiding the
student to examine various approaches critically
and analytically; and to encourage the student to
think in an independent manner by means of well
designed questions and learning tasks within the
text” (Guri, 1986).

To encourage active learning (beyond the passive
reading of the course material) each course includes
several Computer-Marked Assignments (CMAs) and
Tutor-Marked Assignments (TMAs). CMASs consist of
mulitiple-choice questions which the students an-
swer on a computer-optical scanning card. TMAs
contain open-ended questions the answers for
which are examined by tutors. To be eligible to sit
for the final examination, a student must complete
at least 50% of the CMAs and TMAs. These together
account for approximately 40% of the course grade.
The remaining 60% of the course grade derives from
the final examination. Final examinations are con-
ducted at one of several regional examination cen-
ters around the country.

In addition to being provided with the written mate-
rial students are assigned to tutors, usually in or near
their home town. These tutors constitute an impor-
tant element in the learning system. Students may
contact them by phone at designated hours each
week and meet them in non-obligatory group meet-
ings or tutorials held in the evening about once
every three to four weeks at the regional study cen-
ters. In these informal meetings difficulties in the
material or the assignments are explained, individu-
al guidance is given, and group discussions are led
by the tutor. As already mentioned, tutors are also
responsible for evaluating the TMAs.,

This complex learning-teaching system must be pre-
cisely coordinated. The instructional or course co-
ordinator {CC) is the person with that heavy respon-
sibility. Each course has one CC whose obligations
are: (1) to interview and select the best tutors he can
find, (2) to write new CMAs, TMAs and examin-
ations for each semester the course runs, (3) todeter-
mine the number and schedule of TMAs, CMAs and
group meetings, (4) to supply the computer and the
tutors with the answers for the CMAs and the TMAs
respectively, and (5) to guide the tutors in every
aspect relevant to their work, specifically with re-
gard to the evaluation of TMAs.

This learning-teaching system is based on a hie-
rarchal structure in which every level has specific
academic, didactic and organizational responsib-
ility towards its subordinate level, At the highest
level are the staff members — usually PhD’s — who
develop the course material. The CC is next in the
hierarchy, followed by the tutors in the third level.

THE PURPOSE OF THE STUDY

The smooth running r f this multiplex system neces-
sitates regular evaluations. These are carried out by
the Evaluation Department of the University. The
present study was part of one such general eval-
uation. Specifically, we were interested in the differ-
ent manner in wh