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PREFACE

The dramatic acceleration in the development and use of information and communication technologies has set in motion a world-wide process of transition from the ‘industrial’ to an ‘information’ society. The depth and non-linearity of this process may have greater social, economic and cultural implications for humanity than the industrial revolution of the past. As we move towards to the Information Society, it is important to understand and influence the fundamental changes which are being brought about by the communication and information revolutions.

Many countries have the political will to support and encourage these processes. In some countries legal frameworks and standards are being set up to promote development and interconnection of national information infrastructures. Well-conceived information highways will further stimulate the already burgeoning national and international markets for information services and products.

The situation worldwide is rich in possibilities, but contrasts between, for instance, industrialised and developing countries where even ‘old’ technologies, like television, telephone or electricity, are still unattainable, are very evident. Countries undergoing political and economic transition may have substantial intellectual resources but lack the technological and communications infrastructure. New information and communication technologies have the potential to offer immense opportunities to all societies and individuals for alternative and often cheaper ways of access to information and its dissemination. The significance of the information revolution has been recognised by decision-makers in developing countries.

Whether all the peoples of the world will benefit from these opportunities or not will depend not only on major investment and the transfer of technology, but also on the enhancement of human ability to make the best possible use of information and communication technology. The exploitation of these developments also depends on the provision of an appropriate legislative and regulatory environment and on the removal of barriers and restrictions. Only when these conditions are met will the Information Society fulfil its potential and attain the ultimate goal of empowering all its citizens through access to knowledge and use of it. 

UNESCO’s contribution

UNESCO’s medium-term strategy for 1996-2001 envisages a special focus on the application of communication and information technologies for development, democracy and peace. The report of the UNESCO International Commission on Education for the 21st century Education: Hidden Treasure (1997) specifies that the most promising area for the use of communication technologies is in the development of distance education. The UNESCO World Conference on Higher Education (Paris, 1998) underlined that ‘forms of open learning, distance learning and new information and communication technologies secure a wider access to higher education, to new social groups in particular. It is important to exploit their potential in education. Both the state and higher educational establishments are vested with the duty to develop and implement appropriate philosophy’.

At its 30th session the General Conference used the report of the International Commission on Education for the 21st century as its main source of inspiration. It was stated there that UNESCO would continue to promote the elaboration of advanced strategies to achieve the goal of lifelong learning. Emphasis will be placed on the challenges of the modern information and knowledge society, on the concept of ‘learning without frontiers’ and on open learning systems. The UNESCO institutes, in particular the UNESCO Institute for Education (UIE), the International Bureau of Education (IBE), the International Institute for Educational Planning (IIEP) and the Institute for Information Technologies in Education (IITE) will undertake this task. 

UNESCO has implemented two programmes that are important for development of educational networks. One is UNITWIN, which is targeted at fostering co-operation among academics and teachers in education and research. The other, ‘Learning without Frontiers’ envisaged the establishment of a global system of distance education with access to the majority of information networks. Modern systems of distance education, of which the latter initiative, ‘Learning without Frontiers’, was a forerunner, have the potential to provide learners with access to knowledge available in different parts of the world. Moreover, a project like this can promote dialogue - the main factor in effective learning - among and between learners and sources of learning 

Other important initiatives include the UNESCO Joint Initiative in Distance Education in Nine Countries with Largest Populations’. These nine countries contain half the population of the world early three-quarters of the world’s illiterate people live there. Also, several African countries are participating in the UNESCO project ‘Regional Information Network of Africa’ (RINAF) with the aim of organising an email facility, to form part of a regional computer network.

Purpose and aims

The purpose of this analytical survey, Distance Education for the Information Society: policies, pedagogy and professional development is to assist decision makers and educators who need to know more about the background and current state of distance education and its relationship with the technologies of the Information Society. Since policy underlies every aspect of the study, it is given a strong emphasis throughout and elaborated in the final section.

 The aims of this document are to

· provide a context with a brief history of distance education (Introduction)

· report on worldwide experience to date, including the institutional structures and media which have been developed to provide and deliver distance education (Section 1 Pedagogic Structures for Distance Education)

· review the main theories behind the development of distance education as a basis for understanding current practice and planning for the future (Section 2 Pedagogic Theories)

· identify professional human resource development needs and implementation strategies for distance education in general and the exploitation of technologies in particular (Section 3 Professional Development)

· review policy and legislative frameworks affecting distance education initiatives and those factors which determine success (or failure) (Section 4 Policies for Distance Education).

By identifying and sharing good practice, this document should support the work of a range of decision makers with an interest in distance education at many levels: internationally, nationally and within institutions. These include

At international and national level:

· administrative and advisory staff working in international organisations

· policy makers in international and regional bodies and on international committees

· government ministers in education and related sectors with responsibilities for legislation and policy as well as human resource development

· legislators and policy makers in education related sectors 

· legislators and policy makers in non-education related sectors who wish to understand the implications of the implementation of distance education

At institutional level:

· policy makers, administrators, teachers and managers in distance teaching institutions

· educational administrators working in a variety of settings

· policy makers, administrators, teachers and managers in face to face teaching institutions

· trainers, professional developers and human resource managers

· tutors of distance education courses

· educational and instructional technologists

· teachers in primary and secondary education using distance education materials

· educational software and media developers.

The document includes both analysis and a survey of experience from around the world. Sections 1 and 3 have a considerable array of boxed case studies to illustrate the analysis and provide a survey of practice in different countries. Section 2 deals with an analysis of  theories and contains no case studies, and section 4 analyses a range of policy areas with case studies as well as examples contained in the text.

INTRODUCTION: THE HISTORICAL CONTEXT

A brief history of the development of distance education

The idea of learning from others at a distance is by no means new. Some scholars claim that the epistles of St Paul sent to individual churches illustrate some key concepts of distance education. In 1840 Isaac Pitman started what is generally credited as the first correspondence course, offering tuition in shorthand by post to students in the United Kingdom. In Germany in the 1850s Gustav Langenscheidt published Lehrbriefe (literally, teaching letters) for language instruction by letter for adults to teach themselves. Opportunities to study at a distance at higher education level began with the foundation of the University of London in the United Kingdom in 1836. Students being taught in approved colleges and institutions elsewhere were allowed to take examinations conducted by the University. From 1858 the examinations were opened up for candidates from all over the world, regardless of how or where they had prepared for the examinations. This led to the setting up a number of correspondence colleges providing courses covering the curriculum specified by the University.

In America there were a number of initiatives during the 1870s. In 1873 Anna Eliot Ticknor set up a correspondence system for women called Ticknor’s Society (based on the English ‘Society for the Encouragement of Home Study’) and in 1874 a correspondence programme was set up in Illinois State University. A daily newspaper based in Pennsylvania called The Colliery Engineer published teaching materials aimed at improving mining techniques and preventing mine accidents. This was so successful that it led to the production of an independent course in 1891 and was the model for a number of correspondence courses in different subjects. William Rainey Harper, described as the ‘father of correspondence teaching’ in the United States (Mackenzie and Christensen 1971 p. 7) established the first university correspondence teaching department at the University of Chicago in 1892, having started experimenting with non-classroom instruction at a Baptist Theological Seminary. Correspondence teaching was introduced at the University of Wisconsin in 1906.

Australia had an early tradition of correspondence teaching, as higher education level courses were started by the University of Queensland at Brisbane in 1911. Correspondence tuition for primary age children who lived beyond the reach of any ordinary school was begun in 1914. Students at the Melbourne Teachers’ College supplied the lessons through the post, and this was extended to secondary and technical education. Similar systems were set up for school children in Canada and New Zealand. In 1938 representatives of these programmes convened the first meeting of the International Council for Correspondence Education in Victoria, British Columbia.

A form of distance education was developed in Russia following the 1917 revolution, with courses of different kinds at different levels being offered. The Soviet Union developed a distinctive model of distance education known literally as ‘education without eye-contact’ (zoachne obrazovanie) or as the ‘consultation model’. By the 1960s there were eleven distance teaching universities and many distance education departments in traditional universities in the USSR. Other countries in Central and Eastern Europe followed the Russian model after the second World War.

In Western Europe the Centre National d’Enseignement à Distance (CNED) was established in France in 1939 to provide correspondence courses for displaced school children and has now become the largest distance teaching institution in Europe. The University of South Africa (UNISA) became a distance teaching institution from 1946. 

The establishment in the United Kingdom of The Open University (UKOU) in 1969 had a major influence which led to the setting up of distance teaching universities in a number of countries mainly in Europe and Asia. These include the Universidad Nacional de Educación a Distancia (UNED) in Spain (1972), the Allama Iqbal Open University (AIOU) in Pakistan in 1974, the Sukhothai Thammathirat Open University (STOU) in Thailand (1978), the Korea National Open University (KNOU) (1982), the Universitas Terbuka (UT) in Indonesia (1984), and the Indira Gandhi National Open University (IGNOU) in India (1985). 

Following the closure of traditional universities over the 10 year period of the cultural revolution in China, the Central Radio and TV university system (CRTVU) was set up in 1979, based on remote teaching using satellite broadcasting and on provincial TV universities.

The history of correspondence and distance education demonstrates some of the enduring characteristics of this form of learning: its diversity in terms of level and students, ranging from primary to higher education, from young children to mature adults; the subjects taught, as various as shorthand, mining, and general education; the range of methods used, including correspondence, print, radio and TV, practical work, open examinations; the variety of countries where it has been established (developed, developing, large and small); and the way in which it has responded to social and historical challenges (distributed and displaced populations, imperialism and independence, war and revolution, industrialisation). In the new millennium as we move towards the Information Society, distance education will play an increasingly important role and continue to demonstrate its flexibility and diversity.

Three generations of distance education

One way of looking at the history and successive developments in distance education has been to describe them as belonging to different 'generations'. Garrison (1985) and Nipper (1989) were among the first to use this term to describe three phases of distance education, ‘which are linked historically to the development of production, distribution and communication technologies’ (Nipper 1989 p. 63). 

The medium for the first generation was written and printed material. While writing had been in use for centuries, the introduction of new printing techniques enabled low cost production of textbooks. From the middle of the nineteenth century the establishment of railway systems and fast and economical national postal services enabled the distribution of teaching materials to large numbers of geographically dispersed learners. In addition to generally available textbooks, specially developed instructional materials were limited and may have included a reading list and sample questions which were marked by correspondence tutors. 

The invention of radio in the 1920's saw the beginning of radio-led courses consisting of a series of talks; occasionally a set book or other printed materials and local study groups were included. From the 1950's TV-led courses have been extensively used, often with print and local groups and occasionally student assessment. 

The beginning of the second generation was marked by the setting up of the Open University of the UK in 1969. This was the first time that a deliberately integrated multiple media approach had been used for distance education, even though the dominant medium was still print. The Open University developed large quantities of high-quality, specially designed distance learning materials. One-way communication, from university to students, was through print integrated with broadcasts (audio cassettes were added later). Two-way communication, between tutors and students, was through correspondence tutoring, face-to-face tutorials and short residential schools. A characteristic of this model is high fixed costs associated with the development of courses, and low variable costs in that the cost of each additional student is low, once materials have been created.

The third generation of distance education uses information and communications technology as its basis, offering two-way communication in various forms (text, graphics, sound, moving pictures) either synchronous (‘at the same time’ as in videoconferencing and audiographics, both popular in North American institutions) or asynchronous (‘not at the same time’ as in electronic mail, use of the Internet and computer conferencing). This technology can be added on to courses that are more characteristic of earlier generations, or it can be used by itself. In both cases it can facilitate greater interactivity between tutor and student, between student and student and between student and learning resource of various kinds. Discounting the initial costs of the technology, this model may generate lower up-front fixed costs, but higher variable (eg for the student) costs than the second generation model.
Factors affecting the development of distance education

Various factors had a significant influence on the development of distance education. These included the pressure for expansion of higher education generally, the arrival of the second generation of distance education, and increased government expenditure. Other contributory factors were the changing nature of the workforce, with people looking for second-chance education or undertaking in-service education to improve their career prospects. Distance education seemed to many decision-makers to be the obvious solution. 

Pressures for expansion

The involvement of government in the active planning of higher education development is a relatively new phenomenon. Up till the middle of the 20th century, attention focused on the problems of securing expansion and universal participation in secondary education. This was mainly resolved in most (though not all) countries by the mid-1960s. New and important objectives of the 1960s were the extension of access to higher education, the move from opportunities for a small elite to mass higher education, the extension of programmes of continuing education and the improvement of professional skills and training of specialists. Such major changes required innovative forms of delivery and provided the impetus for the founding of new, non-traditional forms of higher education institution. 

During the 1960s policy makers were looking for ways and means of making education more democratic and professional. Distance education was a means of providing educational services to a large number of people who wanted to learn, but who were unable or unwilling to take time out for traditional forms of education. The didactic framework of higher education could be significantly enlarged by the addition of an alternative to traditional forms of education where learners could study independently within the control and supervision of higher education institutions.

Second generation distance education

A major factor which helped to establish the status and quality of distance education was the creation of the Open University of the United Kingdom (UKOU) in 1969. This was important for the practice of distance education and a demonstration of the integration of media into the teaching process. 

In September 1963, Harold Wilson, then leader of the Labour opposition, had put forward the idea of establishing a ‘University of the Air’ which would be based on a consortium of various interests in education and broadcasting. He based this proposal on his awareness of correspondence education in the Soviet Union and of the success of TV education in the United States. However, his suggestion found no support in higher education, it even attracted ridicule (Perry 1976 p. 18).

Despite the opposition, the University’s Royal Charter was issued in June 1969, granting the University the status of an independent and autonomous university with the right to award academic degrees. 25,000 students registered for the first course in January 1971.

The emergence of the UKOU as a fully-fledged and competent academic institution had a major impact in many countries. Governments had been given an argument in favour of non-traditional methods for developing higher education to draw on in their arguments with the academic world. Following the UKOU example, similar universities began to appear in other parts of the world. A characteristic feature in the creation of open universities is the dominant role of government. As Harold Wilson described it later, the decision to establish the Open University ‘was a political act’ (Wilson 1976 p. xi).

Later on government pressure and competition for students forced traditional institutions to review their structures, curricula and programmes, as well as forms and methods of education, and to consider the use of new technology and the development of distance learning programmes. 

Increased expenditure

Public pressure and practical need led to large increases in government expenditure on higher education in the 1960s and 1970s. The pressures for expansion and the demonstration of successful and large scale distance teaching through the establishment of the Open University of the UK, meant that governments were willing to allocate money for setting up new institutions and for traditional institutions to expand and diversify their methods of teaching.

Societal attitudes to education changed as well. Education was now regarded as a major contributory factor to economic growth and social development which could help to solve national and global problems. Both developed and developing countries saw education as a key to their future prosperity. While developed countries tried to maintain and strengthen their positions in the world market, developing countries hoped to bridge the gap in economic and social development. 

Globalisation and economic competition between nations has led to rivalry in the sphere of science and technology and to the need for an educated workforce. Education is high on the list of priorities for investment, at both public and private level. 

Conclusion

The history of distance education demonstrates its flexibility in responding to new educational needs and its relevance in many different countries around the world. As new technologies have become available, distance education has changed so that it is possible to refer to three generations. Pressure for educational expansion, including the need for continuing education, has led to increased expenditure and a willingness of governments to fund new methods. The creation of the UKOU as an autonomous university signalled the beginning of second generation high quality university level distance education, which offered a model taken up elsewhere. However, it represents only one model and there are others which provide alternative routes for the development of distance education. 

Section 1 PEDAGOGIC STRUCTURES FOR DISTANCE EDUCATION

There are many types of organisational structures for distance education. A particular model might be dominant in one country, while in another country there might be a mixture of co-existing models. Factors affecting the organisation of distance education and the model adopted include aspects of the country involved such as population, land area, political structure, GDP per capita, elite or mass higher education; stakeholder influences, including the relative influence of government, the institutions, the market and private sector; and institutional characteristics: their history, purpose, size, catchment area, use of technology. 

New forms of organisation are evolving in a dynamic manner and often overlap or replicate each other. Some examples do not fit neatly into particular categories. One country may contain a variety of different models: a large single mode open university, plus a consortium of institutions offering distance courses and a number of independent dual mode institutions. A discussion of the various models can be found in Keegan’s books (Keegan 1990 and 1996) - with a slightly different classification of models between the two editions. In this section there is a brief description of different models for delivering education at a distance, together with a number of case studies to illustrate how the different models work in practice.

Organisational models for distance education

There are two widely-accepted institutional models for teaching at a distance – single and dual mode - plus a number of other schemes and organisational arrangements.

Single mode model

Institutions which conform to this model – including open universities – provide only distance teaching, usually to part-time students. The curriculum, the media used to teach, student support and accreditation are designed in an integrated way to suit students studying at a distance. The staff are totally committed to distance students and have no conflict of loyalties between on-campus and off-campus students. The staff are also strongly motivated to develop and enhance distance education methods and are free from the demands of face-to-face teaching. They normally have the freedom to devise programmes for new target groups and to explore the full potential of new teaching methods. There are generally no on-campus student activities, though there may be a regional network of study centres where students and tutors meet. These institutions tend to have high setting-up costs, and all their costs are attributed to their distance teaching operation. Their unit costs are generally lower than for individual students in traditional universities 

There are many single mode institutions in different parts of the world – some well known examples are the Indira Gandhi National Open University in India (IGNOU), the Open University in the United Kingdom (UKOU) and Sukhothai Thammathirat Open University (STOU), Thailand. Although they are all classified as single mode institutions, their roles and functions differ in significant ways, as can be seen from these case studies.
Case study

Single Mode - Indira Gandhi National Open University, India

The Indira Gandhi National Open University (IGNOU) was established in 1985 by an Act of Parliament and it was to operate throughout India, not just in one state. It was given powers to control the standards of distance education in all the open universities which were springing up in different states. An important feature of its operation was that it was to function as a resource centre, which it now does through the Distance Education Council, established in 1992. The Distance Education Council coordinates the activities of nine state open universities and 62 correspondence course institutes. 

IGNOU offers undergraduate, postgraduate and non-certificate based continuing education programmes. There are 47 programmes and over 500 courses on offer (1999). In March 1998 the total number of students was approximately 600,000. 

There are nine schools: Computers and Information Sciences, Continuing Education, Education, Engineering and Technology, Health Sciences, Humanities, Management Studies, Sciences and Social Sciences.

The teaching media used are print, plus audio and video cassettes, radio and television via satellite; tutorial instruction via correspondence and face-to-face instruction at study centres. Continuous assessment and a final examination are compulsory. Radio phone-in interactive counselling and virtual communication are available for computer and management courses. 

The headquarters are in New Delhi and there are 34 regional centres and more than 600 study centres in different parts of India.  The total number of full-time academic staff is 245, the number of consultants is 18 and the number of academic consultants is 17,991. 

Sources: Daniel (1996); Koul (1992); Panda (1999)

Case study

Single Mode - Open University, United Kingdom

The Open University (UKOU) was established by Royal Charter in 1969 as an independent and autonomous institution authorised to confer its own degrees and undertake professional training. The main aim was to open up higher education to adults who wanted to study part time at degree level or update their work skills in areas such as management, education or health. At its inaugural ceremony the first Chancellor expressed the aims of the University as being ‘open as to people, open as to places, open as to methods and, finally, open as to ideas’. 

No educational qualifications are required for admission to undergraduate courses, though students must be at least 18 years of age and resident in any European Union country (and other countries with whom a formal agreement has been reached). Partnership agreements have been set up with other institutions in other parts of the world. 

The UKOU offers three types of programme: undergraduate, postgraduate (taught and research) and other areas of continuing education, including a wide range of free-standing self-study packs. There are currently 170 undergraduate courses and 160 postgraduate courses on offer,166,000 students and 44,000 purchasers of study packs and materials (1998/9). 

There are eight faculties and schools: Arts, Business, Education and Modern Languages, Health and Social Welfare, Mathematics and Computing, Science, Social Sciences and Technology. 

The UKOU was the first distance teaching university which used an integrated mixed media approach. The printed materials which form the core of the University’s taught courses may be supplemented with one or more of the following: audio and video cassettes, radio and TV broadcasts, CD-ROM, home experiment kits, computer conferencing facilities, use of the Internet, access to databases, field trips, day and residential schools. Tutorial and counselling services are available on an optional basis at study centres. Assessment may be continuous and/or based on final examination. Students have considerable freedom in their choice of courses, which can be combined to accumulate credit leading to a qualification.

The headquarters are in Milton Keynes; there are 13 regional offices throughout the UK and nearly 300 study centres, mainly in the UK. While English is the language of instruction, some business courses have been translated into Hungarian, Slovak and Russian.

Sources: Open University Facts and Figures (1998/99); Perry (1997)

Case study

Single Mode - Sukhothai Thammathirat Open University (STOU), Thailand 
Sukhothai Thammathirat Open University (STOU) is a national university under the Ministry of University Affairs. It was formally established as a distance education university by Royal Charter in 1978. The University's campus, covering a total of approximately 54-acres of land, is located 18 kilometres north of Bangkok. 

STOU offers distance education programmes at Certificate, Bachelor and Masters degree levels. At present, there are 11 schools: Liberal Arts, Educational Studies, Management Science, Law, Health Science, Economics, Home Economics, Political Science, Agricultural Extensions and Cooperatives, Communication Arts, and School of Science and Technology which is pending official approval. STOU offers 27 Certificate programmes, 65 Bachelors degree programmes, and eight Masters degree programmes with a total of 609 courses. 

The distance teaching system employs integrated multimedia consisting of printed materials, radio and television broadcasts, audio cassettes, video cassettes, computer-assisted instruction lessons, face-to-face tutoring, and other techniques. The University provides various kinds of educational service centres: regional study centres (seven); local study centres (80); special study centres for Health Sciences (65); special local study centres for Agricultural Extensions and Cooperatives (seven); graduate educational resource centres (seven); ‘STOU Corners’ in Bangkok Metropolitan and provincial public libraries (78); and Centre of Academic and Development Services (10 centres). 

The estimated annual intake is 80,000 to 90,000 students each year. Total enrolment to date is approximately 200,000 students. The number of full-time staff is 1,827 which includes 378 full-time academics. There are about 4,000 additional part-time academic and professionals from conventional universities, public agencies and private firms appointed as external experts who participate in course and media production, conduct tutorials, and prepare test and examination papers. 

STOU's budget comes from various sources, including student fees and sales of educational materials. Approximately 20% of its budget is provided by the Thai Government. 

Source: ICDL http://icdl.open.ac.uk
Dual mode model

Institutions which are described as dual mode universities generally teach both full-time students on campus and part-time students at a distance. Both types of student follow the same syllabus, take the same examinations and therefore are judged by the same standards. 

On-campus students may benefit from the use of teaching materials which have been developed for distance learners. Teachers have the stimulus of face-to-face teaching and might have a greater variety of jobs than in a single mode institution, where there is usually more specialisation. Distance education services may be handled in a special, separate unit with staff whose sole responsibility is teaching at a distance. Essentially, in dual mode institutions, distance education is incorporated into the structure of a traditional university, although dual mode universities often have specialist distance educational administration and student support systems. 

Distance education in dual mode institutions usually operates on a relatively small scale in comparison with the single mode institutions, and many of the overheads and course development costs may be covered under the resources allocated to the face-to-face teaching programme. Two examples of dual mode institutions are the University of New England in Australia and the University of Waterloo in Canada.

Case study

Dual Mode - University of New England, Australia 

The University of New England (UNE) was originally founded in 1938 as a college of the University of Sydney, becoming an autonomous, degree-granting institution in 1954. It has been teaching off-campus students since 1955. Because UNE was the first non-metropolitan Australian university, and it needed to define its role in a new and different way, UNE made a conscious decision to enrol students whose primary mode of instruction was to be by correspondence. It was declared to be one of Australia’s eight Distance Education Centres in 1989. 

Its aim is to combine academic standards and industry-valued qualifications. It has a ‘liberal admissions policy’ for undergraduate students, special requirements may apply in the case of Alternative Entry, Admission of Educationally Disadvantaged People and Australian permanent residents living overseas. It offers a wide range of distance taught courses from associate diploma level to higher degrees. In 1999 more than 13,000 students were studying off-campus – more than 75% of the total UNE student population of approximately 17,000. 

There are four faculties: Arts; Economics, Business and Law; Education, Health and Professional Studies and The Sciences. 

The teaching material for off-campus students consists mainly of printed lecture notes prepared by the teaching staff, audio and video tapes, radio and television broadcasts, CD ROMs and increasing access to interactive multimedia and computer-mediated communications technology, particularly interactive videoconferencing. 

Some off-campus courses have residential courses, which are held at the headquarters of UNE in Armidale, New South Wales. 

Sources: Chick (1992); ICDL http://icdl.open.ac.uk; University of New England http://www.une.edu.au
Case study

Dual Mode - University of Waterloo, Canada
The University of Waterloo was established in 1957 and the first correspondence courses offered in 1968. The University of Waterloo distance education programme is now one of the largest in Canada. Entry requirements are similar to those for campus universities, though there is a Mature Student system for those who have been away from formal education for some time. 

Waterloo offers more than 250 undergraduate courses and has five Faculties: Applied Health Sciences, Art, Environmental Studies, Mathematics and Science. Undergraduate degree programmes in Arts, Environmental Studies and Science are available entirely by distance education. The distance education courses parallel the equivalent on-campus courses as closely as possible. All correspondence courses are taught on campus as part of regular academic programmes and are usually prepared and taught by the same faculty member. Admission requirements are exactly the same for both sets of students , though distance courses may employ different assignments and examinations as appropriate. The same policies and regulations apply to both distance and on-campus students. Course fees are the same, with all material apart from textbooks being supplied free to distance students. 

There is one graduate degree available by distance education, that of Master of Applied Science, which is available through the Internet. In 1999 there were more than 10,000 distance education registrations. Admission is normally limited to residents of Canada or the United States, though there is a special project for students from the Caribbean island of St Vincent.

Teaching materials have traditionally been print-based, with a particular emphasis on audio tapes, which are used both for teaching and assessment purposes. These reach the students in a special box which can be folded inside out to return the material to the University at the end of the course. Home experiment kits are available for some courses and an increasing number of courses are using the Internet. Contact with tutors is normally by letter, telephone, email or fax. 

The University of Waterloo is on a 900 acre campus in the town of Waterloo 120 km north of Toronto. English is the language of instruction.  

Sources: ICDL http://icdl.open.ac.uk; Knapper (1992); University of Waterloo http://dce.uwaterloo.ca
A number of distance educators have entered the debate as to whether one of these two models is to be preferred over the other. It has been suggested that dual mode is advantageous in that academics who teach both on- and off-campus gain benefits from the experience that they pass on automatically to both kinds of student. On the other hand supporters of the single mode model argue that off-campus students may be perceived as second-class students and thus be disadvantaged. This issue has been discussed by Jevons (1986), Sewart (1986), Mugridge and Maraj (1992), among others, who have concluded that there was no all-embracing formula for the use of either form. Jevons said ‘…if I were asked in the abstract, ‘Which is better – single mode or dual mode?’ my answer would be the classical ‘It all depends.’ If I were asked to design a distance education system on a clean slate, in some part of the world unencumbered by any previous history of distance education, I would say ‘Look in detail at the local circumstances and decide pragmatically’ (Jevons 1986 p.9). 

Sewart suggested that ‘…the differences between the dual mode and single philosophies are not real differences and perhaps are only apparent because we are asking the wrong question’ (Sewart 1986 p.13). He suggests that systems have evolved in different countries to meet ‘…particular exigencies, some political, some economic, some social, some geographic’ and that while the solutions that have been adopted are the outcomes of historical accident and external factors rather than educational debate, this does not affect their validity. As Mugridge and Maraj concluded a few years later, ‘as both single and dual mode institutions have continued, expanded and prospered in the six years since these articles were published, as the numbers of students served by both types of institution have increased rapidly, even dramatically, other developments have occurred that have made the debate irrelevant’ (Mugridge and Maraj 1992 p.154). One of those developments is the evolution of a wide range of different models for delivering distance education, as outlined in the next part of this section.

Other organisational models

Consultation model

There is some controversy as to whether the consultation model, developed in Russia and exported to Central and Eastern Europe should be classified as distance education as it involved substantial face-to-face teaching periods. Under this system part-time students study at home, attend consultation sessions where they meet faculty staff and spend up to three months a year in full time study at a university. Generally, these institutions teach full time, on-campus students and part time students as well as the consultation students. There is no correspondence component, there are few specially-produced learning materials and the system relies on traditional textbooks. The examinations are the same as for full time students. This system still recruits large numbers of students. In the past it covered many subjects, including engineering, and medicine, and depended on release from employment which is now impossible in market economies. The model is undergoing adaptation and modernisation.

Case study

Consultation model - Former Soviet Union and Eastern Europe

In Soviet times mature workers who had Party support could be recommended for higher education and enrolment as part-time students at a university or college. There was the option of attending evening classes or studying at a distance through the consultation method. 

This method involved occasional consultations with a teacher at the University, a local meeting place or the workplace. At these meetings students were instructed about the study they were to undertake in the next weeks or months. During the summer months they were released from work to attend the university for up to six weeks intensive instruction and practical work, with the possibility of a further shorter periods at other times in the year. Either at home or work, students undertook the set work using ordinary textbooks and any lecture notes. In the final year as much as six months leave could be granted to complete course work and revise for examinations. Because the subjects studied were related to students' work experience it was considered possible for a regular three-year curriculum to be covered in only four years. Students had to pass the same examinations as full-time students and quotas for the number of students and graduates were laid down by the State.

This system was able to produce between 20-40% of all graduates in the USSR and Eastern Europe and make a major contribution to educational opportunity, social mobility and economic development under the special conditions of industrialisation under communism. 

With the introduction of market economies and privatisation of enterprises, the system is adapting and is now popular with younger people who cannot afford to study full-time. They choose part-time study and the consultation system so that they can work, pay fees, and meet their living costs. Furthermore employers are reluctant to allow release from work and this component of the system has declined. After a drop in registrations following the fall of communism, registrations in a number of countries are now increasing, for example in Russia, Bulgaria and Poland around 40% of all higher education students are studying under this system

Source: Farnes (1997). 

Mixed mode systems

‘Mixed mode’ is a description which may be applied to a variety of different teaching methods operated by one institution. One method is ‘integrated’, when on-campus students use distance learning materials as part of their courses; another is ‘parallel’ when students take both on-campus and distance learning courses at the same time and yet another is ‘sequential’, when students take on-campus courses followed by distance learning courses (or vice versa). Further variants are possible, such as offering distance learning students occasional lectures or tutorials, or supporting on-campus learners with ICT material which they can use independently. In mixed-mode institutions staff normally teach both on- and off-campus students. 

An example of a mixed mode institution is Massey University in New Zealand.

Case study

Mixed Mode - Massey University, New Zealand

Massey University, was established in the provincial city of Palmerston North in 1964 when Massey Agricultural College was combined with a branch college of Victoria University in Wellington. It has always taught at a distance to extra-mural students.

It offers students a range of modes depending on their circumstances and preferences of study. With few exceptions, extramural courses parallel internal courses. It is therefore possible to switch to full-time study if a student so wishes. Students are able to choose between ‘learning streams’ - on campus, extra-mural, block mode or mixed delivery. A growing number of distance education courses are supported by Web delivery. Students may also register to take part or all of their studies at some regional polytechnics.

Massey offers certificates, diplomas and degrees and there are over 70 programmes to choose from. The majority of Massey students (more than 18,000 in 2000) are extra-mural and study at a distance, compared to 13,000 who study on campus. The total staff complement within Massey University's extramural studies programme is 450, of whom 300 are engaged full-time. 

There are five Colleges at Massey: Business; Design, Fine Arts and Music; Education; Humanities and Social Sciences and Sciences. Massey University now operates from three campuses around New Zealand - in Palmerston North, Auckland and Wellington. English is the language of instruction.

Sources: ICDL http://icdl.open.ac.uk; Massey University http://www.massey.ac.nz
Consortia

Here two or more institutions share distance learning materials or functions, one for example taking the responsibility for producing materials, another tutor support, or accreditation. Partners may be universities (traditional, single or dual mode) or university departments, government agencies, business partners, radio, TV or media production companies. Each consortium member retains its own management structure, though it may be obliged to give up some of its own autonomy if the consortium is to work democratically. Each member usually manages the delivery of the course(s) to its own constituency. Properly established consortia are more than just collaborative arrangements between different institutions (these are of course other possible models) since they share resources. The consortium has to decide whether students will be enrolled in the consortium or in the individual institutions, and whether the consortium is to be an award-granting body. The success or otherwise of a consortium depends on the mechanisms for co-ordination. If these are weak, then the consortium may not achieve its aims. If the consortium is set up in such a way as to encourage its members to act in particular, constructive ways, then there is a better chance of success. 

There are many variations on the consortium model, often combining institutions of higher education – sometimes using a specially-set up for-profit subsidiary - and private companies formed to deliver online, Web-based information and courses.

Examples of consortia in three different countries are the National Technological University in the USA, NETTUNO and CUD in Italy and the Open Learning Agency and Contact North/Contact Nord in Canada.

Case study

Consortium - National Technological University (NTU), USA

The National Technological University (NTU) was established in Colorado as a non-profit corporation in 1984. It is an accredited, degree-granting institution that provides graduate engineering, computer science, technology management, and other academic programs directly to organisations via distance education technologies. NTU provides an unrivalled network of education that includes more than 50 of the nation's leading engineering schools. 

NTU provides three professional development channels that deliver programs via satellite, the Internet and CD-ROM, in critical areas of professional development and technical education to the workplace. 

Accredited by the North Central Association of Colleges and Schools, NTU awards Master's degrees in 15 key engineering, technical, and management disciplines. The NTU portfolio of nearly 1,400 graduate-level courses offers a rich mix of theory and applications courses, overviews, and hands-on training. 

NTU has working alliances with a range of universities - including 11 of the top 25 graduate engineering programs as listed in US News and World Report. Some institutions participate in many disciplines, while others provide courses only in selected subject matter areas. Many of the universities also produce non-credit courses, tutorials and research teleconferences offered by NTU. NTU contracts with these and other institutions and faculty to develop additional curricula and courses as demand warrants. Member organisations sponsor NTU courses via satellite at one or more sites for their employees or client employees. These downlink sites include individual organisations, state-wide networks, interconnected networks, and international distributors.

The success of NTU is based on each partner benefiting from the arrangement. Universities and their faculty receive per capita payments for their courses and reach a market larger than their own. NTU receives income from fees, while firms gain from saving on the release of personnel to attend full-time courses. 

Sources: NTU http://www.ntu.edu
Distance education in Italy includes two consortia of universities and industrial companies.

Case studies

Consortia - NETTUNO (Network per l’Universita Ovunque) and CUD (Consorzio per Universita a Distanza), Italy 

NETTUNO - founded in 1990 - currently (2000) includes 38 universities (including eight in Albania) and major telecommunications companies. External students take the same courses as campus-based learners and are taught by the same staff, they take the same exams and gain the same qualifications. Each teaching module is made up of 40 hours of video lessons broadcast daily on national television and on the satellite television network and 15 hours of exercises and tutor contact. Administrative responsibilities are shared between the National Centre which provides the national co-ordination, and the partner universities, who enrol students and set up study curricula, timetables and examinations. The resources which have been set up are ‘Technological Poles’ (resource centres) in partner universities where students can use multimedia, do laboratory-based work, get tutorial assistance and take exams; Home Work Stations made up of a TV, video recorder, personal computer, printer, fax and modem and University Technological Centres where the video lessons are recorded. NETTUNO offers a variety of diplomas in engineering, economics and architecture and plans undergraduate and post graduate degree courses. It claims current enrolments of more than 3,000 students. 

The CUD was established in 1984, with a membership which included around a dozen universities and polytechnics, the Confederation of Italian Industry, the Italian National Broadcasting Company, Italian Telecom, Olivetti and other companies. CUD’s objectives were laid down by law and included the production and dissemination of distance learning materials, particularly at the higher education level, the development and management of structures to support the use of those materials and the development and improvement of methodologies to deliver those materials. CUD established more than 20 study centres in Italy and organised diplomas in computer engineering, economics and languages, plus teacher training materials. The latest development in Italy is that NETTUNO has taken over CUD.

Sources: Garito (1999); NETTUNO 

http://www-dppi.poliba.it/polotecnologico/nettuno.htm
Distance education has been available in Canada in dual-mode institutions for a number of years, but there are also consortia including the Open Learning Agency in British Colombia. 

Case study

Consortium - Open Learning Agency (OLA), Canada
The OLA was formed in 1988 and is a publicly-funded institution with two main services: the Open College and the Open University. Students may enrol through the OLA in these two institutions, and/or in three other institutions, Simon Fraser University, and the Universities of British Columbia and Victoria. The OLA has an open admissions policy, though there may be admission criteria for certain programmes. 

The Open College provides a range of courses leading to certificates and diplomas, many of which can be used to enter Open University programmes. The Open University offers undergraduate, associate or postgraduate degrees. In 1999 over 6,500 students were enrolled. Students receive a package of print materials which is sometimes supplemented with additional support materials (audio cassettes, home experiment kits, software, on-line learning and TV programmes broadcast on the Knowledge Network). 

The OLA develops and acquires courses for delivery using open learning method and acts as a co-ordinator for open learning throughout British Columbia. It stresses that it is not in competition with other institutions, but plays a co-ordinating and support role within an overall system. The language of instruction is English. 

Sources: Bates (1995); ICDL http://icdl.open.ac.uk; Open Learning Agency http://www.ola.bc.ca
Franchising

Another model involves franchising partner institutions where distance learning courses from one institution are used by another. The courses will sometimes be adapted. Students will normally be registered and accredited jointly. The Open University Business School’s collaboration in central and eastern Europe is an example of this model.

Case study

Franchising - The Open University Business School (OUBS), CEE

The OUBS (UK) has worked with countries in Central and Eastern Europe (CEE) over the last decade. The courses have been translated and adapted for use in Hungary, the Czech Republic, Slovakia, Bulgaria, Romania and Russia. This has been financed through the UK government’s Know How Fund. Partnerships were set up with organisations in each country which allowed them to translate the Certificate and Diploma courses into their own language and make changes of up to 30% of the courses to make them suitable for local circumstances. The local tutor network is organised through the partner institution, and the tutors are drawn from the first cohort of students, who were tutored by OU representatives. The partners were not existing academic institutions but rather new bodies established since the widespread political changes which have taken place since 1989. In general, they are private training organisations established by professionals who had emerged from the structures of the previous regimes who lacked modern management education expertise. 

The first partnership was set up with Hungary in 1989 with a consortium called Euro-Contact. OUBS Certificate and Diploma courses have been adapted and translated while the MBA courses are unadapted and in English. Current student numbers are running at about 900 a year. In Russia LINK has nearly a hundred study centres covering eight time zones with about 6,000 students. The New Bulgarian University operates a full OUBS Certificate and Diploma programme to about 500 students a year. In Romania CODECS, which was formed in 1993, provides OUBS adapted courses to about 3,000 students a year. In Slovakia and the Czech Republic, City University Bratislava (an independent private university) in Slovakia runs a full range of courses and has a subsidiary in the Czech Republic, together teaching 2,000 students. 

Evaluation carried out by the UKOU has shown that the OUBS partners’ courses are viewed as an important help to people who have to manage the changes caused by transition to market economies and more democratic structures. They particularly value the distance learning option, which is seen as a more modern approach. 

Sources: Farnes et al (1994); Gray (1997); OUBS (2000)

Validation

Further possibilities include agreements whereby one institution validates and accredits the courses of other institutions, and authorises them to award certificates, diplomas and degrees to students, in the same way as the University of London has done for over 150 years, and more recently by The Open University Validation Services and other universities. 

Remote classroom

Audio conferencing, videoconferencing and now the use of satellites have supported the delivery of remote-classroom teaching, where one instructor can offer a course at numerous sites simultaneously. The USA provides several examples of this model, notably the University of Wisconsin. China, the world’s biggest distance learning system – the China Central Radio and TV University – uses the remote classroom approach.

Case study

Remote Classroom - Central Radio and TV University (CRTVU), China

Besides being the world’s largest distance learning system, the CRTVU is distinctive in that it uses the remote classroom approach to teaching at a distance. The system is made up of the central unit and four other institutional layers. The central unit produces courses for nationwide use, sets the examinations and standardises marking. Forty four provincial television universities enrol students in a further network of branch schools, study centres and tutorial groups. They produce course materials including radio and television programmes with a local angle, supervise examinations and issue degrees, diplomas and certificates, and provide student counselling services. 

Distance education students use textbooks, but the main focus of study are the radio and TV lectures beamed out by satellite which are watched by the students in groups, often in their company education centre, either live or on audio/video. The lectures are usually straightforward presentations by professors and lecturers from the CRTVU or the provincial television universities, and delivered directly to camera. They may also receive face-to-face lectures in these tutorial groups, when the tutors go through the textbooks, set assignments and give feedback. Since the fees for distance education of this type are often met by the employer, these sessions are compulsory for students, since they receive study leave on full pay.

Sources: Daniel (1996); Ding (1999); Runfang (1997)

Projects

Educational projects can be set up to meet particular goals using distance education. They may be targeted at specific groups of learners, or even whole communities such as villages or regions and are designed to meet the needs of these groups or communities. A specially designed scientific or educational centre may be set up to generate materials as a resource for group discussion, and to provide trained facilitators who help the group or community to initiate action. In this way distance education may be a component of non-formal education projects.

Dodds (1996) carried out a survey of the use of distance education in non-formal learning projects. He reported on  73 projects, in 56 developing countries and 17 industrialised countries. There is considerable activity in non-formal distance education but it is not well documented. Non-formal distance education projects are often poorly funded, which can lead to low quality, disappointing results, and lack of sustainability. The paucity of information is in part because: 

Distance education has been much less widely and less consciously used for non-formal education than it has for university or secondary or vocational and teacher education . . .Almost by their very nature and origins, many such programmes are not recognised by their originators or practitioners as distance education or non-formal education. Such people are often primarily concerned with the content and purpose of their programme - health, agriculture, business development. If they make use of media to achieve their goals, this is purely incidental rather than central to their activity. They do not see what they are doing as education, and certainly not as distance education (Dodds, 1996).

Projects are often financed by the government or international organisations of different kinds and can pursue goals related to ecology, employment, family planning and other such socio-economic issues. The Canadian Farm Forums of the 1940s, the Tanzanian rural health campaigns, and the Action Cultural Popular in Colombia are good examples of this model. These projects are often based on the theory of social action and interaction, where the main goal of education is to achieve progressive change in society, the social structure or institutions. An example of one such project which expanded and grew successfully is the INADES-Formation in Africa and now runs projects in a number of countries.

Case study

Project - INADES-Formation, Africa

INADES-Formation (African Institute for Economic and Social Development - African Training Centre) was established as a project in 1962 and has become an international non-governmental organisation with headquarters in Côte d'Ivoire. It has offices established with the cooperation of national governments in eight countries in Francophone Africa and has now extended its activities to Kenya, Tanzania and Ethiopia. The original priorities were basic agriculture and animal husbandry, which have now been extended to women's issues, low income earners in rural areas, protection of the environment, and harnessing organisational skills. INADES gives special emphasis to distance learning programmes for agricultural projects that encourage a group approach, peer support among literate and illiterate farmers, and provide face-to-face contact with field workers 

Source: John (1996)

Contextual factors

Local circumstances have meant that particular models have become dominant in certain countries and areas of the world. It is possible to identify factors which have influenced the development of distance education in the examples given. Treating distance education in this way involves a degree of simplification but is justified as a means of identifying broad patterns and relevant factors. 

Single mode became dominant in a number of countries of western Europe in the 1970's and slightly later in Asia. Conditions in these two regions are obviously very different. They did, however, have certain factors in common, which suggests that single mode systems are appropriate where there are populations sufficiently large enough to benefit, elite higher education systems which deny access to a large proportion of the population and a central government which is able to exert a high degree of influence over higher education. Land mass is not critical for this model, as there are large single mode institutions operating in Hong Kong and India, and nor is gross domestic product (GDP) per capita as there are huge income differences between these two regions. Another reason for the adoption of the single mode model in Asia was that the dual model institutions could not meet the need for quality education. The new single mode open universities in Asia were free to design their own curriculum and award their own degrees – ten single mode institutions were established in India alone.

The modern form of the dual mode model became dominant in Australia from 1970, even though a national consortium (Open Learning Australia) was set up in the early nineties. The majority of institutions in Canada are dual mode and although consortia and single mode institutions exist, they do not operate on a national scale, apart from Athabasca, based in Alberta. Both countries have medium-sized populations spread over large land masses. In the seventies both had limited access to higher education, although the system was more open and diverse in Canada. Both countries have a federal system of government where education is a devolved responsibility. Nonetheless the Australian central government is able to pass national legislation on educational reforms, but this is more difficult in Canada. Australian institutions traditionally had considerable autonomy but their viability in terms of student numbers was a recurrent issue, whereas in Canada the market has a stronger influence. High levels of economic development are shared by both countries.

The former communist countries of the Soviet Union and eastern Europe are very different from each other, although both regions had centralised states and planned economies and no market or institutional influences. The population and land mass of the Soviet Union are both large, whereas those in eastern European countries are much smaller. In spite of the large numbers studying under the consultation model, the systems were elitist, providing opportunities for the politically privileged. The GDP per capita was in the middle range but irrelevant as education was free and the state controlled all aspects of the economy. Since the fall of communism the consultation model has been in serious decline and higher education is compelled to reform and expand. There has been an explosion of private institutions offering conventional, part-time and distance education and established in response to demands which are not being met by the slow pace of reform. In central and eastern Europe modern forms of distance education are being introduced gradually by universities who intend becoming dual mode, as well as by other institutions. 

Finally, the USA provides a model of diversity. There is no one dominant model of distance education in America. Institutions whose main function is face-to-face teaching offer various forms of distance education which tend to be based on the concept of the remote classroom, using synchronous technology. There are also dual mode and consortium models in operation but there is no large scale national programme and central government has little influence on the system, which is state regulated. The overwhelming influence of the market, as well as institutional autonomy and strong leadership, have contributed to heterogeneity. The private and corporate sector involves itself heavily in education. The US has a high GDP and has been able to afford a mass higher and continuing education system since the 1960's with many part-time local opportunities and flexible credit accumulation and transfer arrangements, so a demand for more accessible higher and continuing education has never built up.

The distance education policy maker will need to consider significant in-country factors influencing educational developments and balance policy options in the light of experience from elsewhere and strategic considerations. 

International experience shows that the higher education sector does not usually initiate radical change and it may prove necessary for the government to legislate against the interests of existing institutions and provide a structure and resources to facilitate reformation and change. The inexorable advance of technology is forcing change in all organisations and higher education is embracing computers and communication. Existing institutions are making increasing use of new technology and moving towards third generation systems; distinctions between full- and part-time, on- and off-campus students, initial and continuing education, earning and learning are breaking down in the progression towards the Information Society. However, the strategies for achieving this are not well advanced world wide and lessons gained from the operational experience of second generation institutions can usefully be drawn upon. 

There remains the question of what options non-industrialised countries have: should they skip a generation and aim for third generation technologies? Or develop second or even first generation systems with quality and economies of scale? With shortages of experienced teachers, technology and communication infrastructures, setting up large single mode institutions is likely to remain a way forward.

Pedagogic components

The courses developed and delivered within the models described above can and do vary in their media mix and pedagogic structure. It is quite possible for courses within a particular organisational structure to use different pedagogic models. For example, some dual mode institutions use a single medium, print, whereas others employ a variety of media in a systematic way. The actual media used can vary considerably from print plus audio and video to the use of computer and communication technologies. Other institutions will emphasise the use of new technologies. The next section reviews a range of media and technologies used in distance learning courses, including forms of learner support.

Media and technologies

There is no general rule that a distance education course in a particular subject, or leading to a particular qualification, should use a given set of media or methods. There are many different ways of putting distance courses together and supporting learning, and course designers have taken advantage of new media and technologies as they have become available. The one characteristic that quality distance education courses have in common is that their designers have given systematic consideration to the mix of media and learner support necessary to meet the objectives of the course. The advantages of different media are described here.

Print

Print is a flexible and diverse medium and can be used in many different ways and formats, including Web pages. The range of styles and presentation devices used in popular publications and magazines demonstrates how much effort they go to to engage their audiences. Good distance learning material exploits many of these communication methodologies, as well as making use of more specialised teaching elements to motivate and promote learning. 

Printed learning materials might include teaching elements such as study guidance, contents lists, glossaries of terms, introductions which contextualise the teaching, a hierarchy of headings and subheadings, examples and case studies, activities and exercises, instructions, response space and feedback, cross references to relevant points, extracts from original material, boxed items of particular interest, illustrative tables, diagrams, figures, photographs, conclusions to pull the teaching together, and summaries. While many of these elements can also be incorporated in other media, print provides a quickly accessible, easily portable and relatively cheap way of teaching and supporting students. 

Learning texts can also be used to route learners through other printed materials. Explanations, exercises and feedback can guide the learner through sections of a set book, though not necessarily in the same order or for the same purpose that the original author intended. Published books might be supplied as part of the course, or the student might have to buy them separately. As well as books, relevant articles might be reprinted for use in a course, and sometimes specially-prepared course readers based on compilations of material are provided. 

As well as teaching directly, print can also facilitate the use of other media. Printed material can guide learners through other media; it can, for example, accompany an audio tape and provide illustrations, diagrams and other information, which link to the tape.  The learner could then be 'talked through' a complex chart or table. In a language course the student can use print material as a prompt or discussion starter to take part in an audio activity. Very often the student reads and considers questions before, during and after listening or viewing audio or video material. Printed teaching material can accompany and enhance practical work and provide guidance for assignments and projects. 

Audio visual media

Broadcast radio and television is still an important medium for distance education in some countries, whereas elsewhere closed circuit or satellite transmission can be used to link students with a tutor in real time. Web-based audio and video is also available and as available bandwidth increases, quality is improved. Recorded tapes or CDs are convenient and accessible, and can be stopped, restarted and reviewed repeatedly (unlike broadcasting and live presentations). Audiovisual media can deliver material in a great diversity of formats, including documentaries, lectures, questions and answers, case studies, debates, expert advice and so on. In the same way that print can be used to facilitate the use of other media, audio and video can be used to augment print, providing graphic and informal examples of what is being taught. Audio conferencing and inter-active radio are important communications tools with a wide variety of uses in distance education.

Computers

Computer technology has become an especially useful tool in distance learning due to its ever-expanding range of communication and other functions and the widescale availability of computers in workplaces and, increasingly, at home. Computers are used in three main ways: 

· to provide teaching material in different forms such as text, graphics, audio and video, for exercises, demonstrations and simulations

· for resource based learning using material from a CD-ROM, or online databases and the Internet

· for computer mediated communication using email/conferencing between learners, tutors and others, and for video conferencing.

There are excellent examples of computers being used to great effect in distance learning, but there are also courses where computers are used in very limited ways, such as delivering what is essentially text based teaching material in order to appear state-of-the-art. There are other considerations to be borne in mind as far as students are concerned, not least the costs of buying and using a computer online. Networked computers are less portable than text books and cannot be used easily while travelling, or for short periods. Furthermore, electronic communication and collaborative learning may tie students and tutors into a tight schedule which requires them to log on regularly (maybe every day), which reduces flexibility when students are away on business or holiday, or coping with illness or family crises. The great benefit of distance learning - that it is flexible in time, place and pace - is more restricted and constrained with new technologies than with older media. Having said that, however, the teaching and learning effectiveness of particular courses can be greatly enhanced by the carefully planned and structured use of technology. 

Courseware must be compatible with the large range of machines that people are likely to have in their homes or at work. Students will need to have access to an appropriate machine to meet course requirements, and this could involve them in extra expense.

Computer and network access

Students may have their own machines and network connections at home or work. If not, it may be necessary to set up arrangements for students to use machines at other places and times. Practical problems like these might cause further constraints such as travel and time on the openness and flexibility of distance learning, as well as the obvious benefits of such opportunities. The table below gives examples which illustrate some options for access.

	Where
	How often
	When
	How long
	Benefits
	Problems

	Central campus
	One residential period per course 
	During week, daytime
	Up to 12 hours per day
	Many machines, supported, online
	Travel, time away from work

	Regional campus
	Every month
	Evenings/

weekends
	2 hours session
	Ditto
	Travel, booking

	Local study centre
	Every two weeks
	Evenings/

weekends
	1 hour session
	Local
	Few machines, no support, booking

	Community centre
	Every two weeks
	Evenings/

weekends
	1 hour session
	Local
	Competition with other users

	Cyber café
	Every two weeks
	Evenings/

weekends
	1 hour session
	Local
	Cost, queuing

	Workplace
	Every day
	Daytime/

evenings
	1-2 hours
	Own machine
	Approval, time out from work

	Home
	Every day
	Evenings/

weekends
	2-4 hours

(30 mins online)
	Accessible
	Cost of machine and dial-up, space, support, competition with family members


Equipment and practical work

Many courses require learners to use particular equipment at home or work, make observations, interview people, and draw on their experience of the world. In this way objects, events and experiences from real life are used as a resource for learning. Some courses even supply equipment, portable laboratories and kits which learners use for practical work. Other courses might be based on the assumption that the necessary equipment and opportunities are available to learners and that they are able to report on work which makes use of these facilities. Professionally-oriented courses may require practitioners to try out new approaches and review reactions from colleagues or clients, then reflect on their experience in an assignment.

Some courses include project work which gives learners opportunities to pursue their own interests and use local facilities. These might include using a public library, local archives, historical or environmental locations, art galleries, interviewing local experts, working with other people, making observations, collecting information and so on. Pre-course information should alert students to the need for access to such resources. Students who decide to take a course like this will have to assess how practicable these activities are.

Learner support

What differentiates distance learning courses from independent learning from a book or other medium is the support that is provided to learners, and the feedback they receive. Properly-designed learner support provides the opportunity to share learning, ideas and problems with other students or a teacher, trainer, tutor, or mentor, and to receive help, encouragement and information about progress in return. Learner support can take a number of forms. Sometimes opportunities are provided for small groups of learners to have face-to-face meetings, or larger groups can take part in telephone or computer conferencing. Feedback is specially important: this is provided by tutors one-to-one to individual learners using correspondence, telephone, or email, audio or video. Some vocational courses have a complex support structure, involving a mentor as well as a tutor. The mentor might be someone who is close to the work situation of a learner, while the tutor operates from a distance. Most distance education organisations provide advisors or counsellors to help with course choice, study skills and general advice. 

The assessment element of correspondence tuition is usually based on a number of assignments completed during the course and submitted to a tutor. An assignment might be an essay, practical work, report, short answers, projects, artefacts, audio or video presentation, software, or participation in electronic conferencing. The tutor will comment on this work, may award a mark, and will provide feedback to the learner. For more practical courses, a tutor or assessor might observe tasks being carried out in order to assess the student’s progress. 

In addition to feedback received during the course, there will usually be some form of final assessment at the end. Successful completion of this, often in combination with grades for work submitted during the course, may lead to an award such as a certificate, credit points, diploma or degree. Final assessment might take the form of a conventional supervised examination, a demonstration of competence in the workplace or any of the forms of assignment listed above. An examination or assessment of competence might be conducted by the institution teaching the course, or by public or professional bodies who have no direct connection with the course tutors. 

Factors in media selection

With the wide range of media available to course developers, the task of selecting the appropriate mix can be a complex one. Obviously the resources available at both course production and institutional level will have a determining influence, as well as the cost for developing courseware for each medium. Whichever model of course development and methods is chosen might predispose the selection of online authoring and teaching model – if a distributed course team is being used, for example. The course content and learning objectives might pre-empt the use of particular media – visual arts courses would almost certainly require video and print with colour illustrations, for example. Student access to media and technology is a crucial determinant, so however well-provided an institution might be with access to advanced technology, it might still have to use very simple technologies to actually deliver teaching material to its students. If the objectives of the course require that students’ work be measured and assessed in a certain way, then this in its turn affects the selection of media. Quality assurance and evaluation procedures might also require data to be collected in a way which draws on certain media – online log records, for example. 

Models of online courses

Robin Mason (1999) has summarised recent developments in the use of online teaching and produced a simple framework to facilitate the consideration of the very wide range of potential models for course production. The following section is based on her presentation of this framework. She points out that the mystification surrounding the term ‘online course’ has come about because it is used indiscriminately to describe almost any course which makes even passing use of the Internet, as well as those where every part of the course is only accessible electronically. The categories she proposes are heavily influenced by her distance teaching background, and educators from a campus or training environment might conceptualise the field differently. Bonk and Cunningham, however, who write from a US campus university perspective, did provide a very similar analysis (Bonk and Cunningham 1998). They distinguished between three models in ascending order of computer component content ranging from 1) embellishment, supplemental or adjunct; 2) mixed and 3) wholly online. 

It is useful to begin to define the online educational world, if only as a starting point for others to redefine for themselves. Here are Mason’s three models for online courses.

Content + Support Model

This model is the earliest and most extensive category of online course. It relies on the separation between course content (which is probably delivered in print, or possibly as a course package on the Web) and tutorial support (which in its simplest form is delivered by email, or alternatively by computer conferencing). This model supports the notion of relatively unchanging content material which can be tutored by teachers other than the content authors. Rudimentary amounts of collaborative activity amongst students, peer commenting and online assignments can be supported by computer conferencing. However, these online elements tend to be added onto the course, and students typically report conflicts between learning the material and participating in the online activities. Taking the course as a whole, the online component represents no more than about 20% of students’ study time in this model.
When the course content is delivered via structured Web pages, then the division between content to be mastered and engagement with discussion becomes less clearly defined. This relatively new variation on the content + support model and the use of Web conferencing is beginning to blur this category with the other two. However, even when the course content is online as well as the tutorial support, it is still useful to consider the distinctive characteristics of the very many courses where there is a clearly-marked division between content and support.

Wrap Around Model

The next category she defines are courses which consist of tailor made materials (study guide, activities, discussion) wrapped around existing materials (textbooks, CD-ROM resources or tutorials). She describes this as the 50/50 model, because the online interactions and discussions take up about half the students’ time, while the predetermined content occupies the other half. This model tends to favour a resource-based approach to learning, giving the students more freedom and responsibility to interpret the course for themselves. The role of the tutor or teacher is also more complex and demanding than in the first model, because less of the course is pre-determined and more is created each time the course is delivered based on the discussions and activities.
Real time online events sometimes feature in this model (as well as in the third one). Screen sharing software is often used for problem-solving areas of the curriculum so that tutors can help students on a one-to-one, or one-to-small group basis. One-way audio lectures accompanied by Web-based overheads provide another means of adding a live dimension to the course. Students can interact with the tutor and each other by posting email questions. As technology improves, these sessions will include video as well as audio.

Integrated Model

The third model is at the opposite end of the spectrum from the first. The course consists of collaborative activities, learning resources and joint assignments. The core teaching takes place online through discussion, accessing and processing information and carrying out specific tasks. The course contents are fluid and dynamic, as they are largely determined by the individual and group activity. In a sense, the integrated model dissolves the distinction between content and support, and is dependent on the creation of a learning community. 
Real time communication, in some cases initiated by the participants, might be video-, audio- or text-based and supports small group activities and tasks. The proportion of time spent online will be around 80%. Mason, who works at the UKOU, has provided case studies of each of the three models from that institution.

Case study

Content+support model

This model is used extensively at the UKOU, where content is prepared by central academics and tutored by part-time associate lecturer staff. This model has been adapted for the online world by cutting down on postal, phone and face-to-face contact in favour of interaction via computer conferencing. Large scale examples include the Technology Foundation course with over 5000 students (in 2000) using FirstClass for contact with their tutor, with other students and with course concepts in content-related conferences (to a limited degree). In other courses, such as the second level Information Technology course, DT200, students are required to carry out two joint assignments and to submit one of them electronically. Courses in the Business School also use FirstClass, some with an associated Web site, alumni activity and groupings based on business interests. In all, nearly 40,000 students at the UKOU currently use computer conferencing as a support medium on courses delivered largely through print.

A Web-based version of this model has been piloted by the OU’s Institute of Educational Technology, although it is also relatively common elsewhere. This course consists of about 100 Web pages containing information, exercises, links to other sites and a set of tasks for the student to carry out. The students, who may enrol for this course whenever they like, work through the materials and send in their assignments for the tutor to mark and comment on. This version of the model is particularly appropriate for short courses and for professional updating or training courses. It is also possible to add Web conferencing for those who want more peer support.

The essence of the content+support model is that it can achieve unprecedented economies of scale. Relatively high course development costs can be offset against relatively low presentation costs, and as the number of students on the course rises, the per-student cost of the course reduces. 

Source Mason (1999)

Case study

Wrap-around model

Of the UKOU courses using the wrap-around model, the most long standing, DM863, teaches artificial intelligence and Lisp programming. It consists of a textbook supported by extensive interaction on FirstClass with the tutor and other students. Currently (2000) several web-based wrap-around courses are in the planning stages. 

The cost formula becomes more complicated with the wrap-around model. Using a textbook or other existing materials reduces the preparation costs, but increases the presentation costs, as the tutors have a greater responsibility to create the course on the basis of their experiences with students. As student numbers increase, costs (of tutors) rise incrementally. Of course, tutor costs also rise with student numbers on the content+support model, but these costs are relatively small in relation to the development costs of the course materials. Wrap-around courses may require a higher ratio of tutors to students or possibly a higher rate of payment to reflect their added responsibilities in creating the course. Nevertheless, for small courses in niche subjects, this is a very cost effective model.

Source: Mason (1999) 

Case study
Integrated model

In the integrated model the collaborative, task-oriented, discussion-based components of an online course determine the content of the course. Resources are of course provided at the outset, but the selection of materials and the interpretation of the tasks form the core learning material. 

The only UKOU course which approaches this model is the second year of the Master’s Degree in Open and Distance Education, designed and tutored by the Institute of Educational Technology. This course is largely based on collaborative and individual activities carried out on the Web using information resources, external links and other resources supplied by the course team. Each of the assignments requires students to integrate comments from discussion conferences into their work, and the final examinable component (in the form of an extended essay) motivates students to reflect on what they have learned from the various elements of the course: discussion, activities, reading and joint work. Real time events are run using various technologies as they become available over the life of the course. The first real time session involves peer marking of one student assignment over a 24 hour period to accommodate different time zones and availabilities.

The design of this course has risen out of extensive experience in running short online courses in technology-based education for professional updating. Various approaches to creating interactive learning environments have emerged from the experience of a dozen members of staff, and the most successful elements have been applied in the MA: these include structured activities such as debates with individual roles, Web searches with specific targets, peer comments on written work, and incentives to engage in discussion. 

The aim of the integrated model is to build on the inputs of the students within the carefully constructed online environment to create a self-sustaining learning community. To make this model equally achievable on a large scale, as opposed to a small scale, will be the ultimate test.

Source: Mason (1999) 

Conclusion

This section has reviewed the various organisational models which provide pedagogic structure for distance education. The particular pedagogic components and their mix are not determined by the organisational model. It is possible to use different media mixes within the same organisation for different courses, or an institution may have a preference for a particular pedagogic model. Policy makers will have to take into account local factors and traditions in recommending which organisational model to adopt. Further decisions are required concerning the pedagogic components and media mix, and again local factors are important.

There are many developments in distance learning media and ways of supporting students, leading to improvements in course models. As well as building on established methods and models, the field is rich in innovation and new ideas. However, the latest online technology is not necessarily the best or most appropriate medium. Well designed print materials used imaginatively can provide stimulating and successful learning experiences. Other media have important teaching functions and increase variety for learners. 

Section 2 PEDAGOGIC THEORIES

Driven by both socio-economic factors and rapid advances in technology, the growth and development of distance education has been so fast that the evolution of theories to underpin and guide it has lagged behind. In many cases decision makers have had to take pragmatic decisions without reference to a corpus of research and theory. Charles Wedemeyer, writing in 1974 claimed ‘…that the failure of correspondence study to develop a theory related to the mainstream of educational thought and practice has seriously handicapped the development and recognition of this field’ (Wedemeyer, 1974). More recently Moore and others have lamented the lack of good research, saying ‘Now is the time for the infilling of the theoretical spaces…’ (Moore 1990 p.14). Others suggest that the very diversity of approaches to the implementation of distance education allows space to search for its most effective forms and methods and that the existence of too much theory would inhibit creativity in the development of new methods. Perraton believes that ‘distance education has managed very well without any theory’ (Perraton 1984 p. 34).  

A number of scholars have sought to rectify the deficit over the last thirty years or so by outlining a variety of theories about distance education which draw on the vocabulary and research from other areas of education, social and organisational studies. While this means that many of the theories which have been formulated with regard to distance education inevitably bear a close relationship to those which apply to traditional education, this does not affect their validity nor their utility as far as their consideration in relation to distance education is concerned. 

Authors such as Keegan (1996) and Amundsen (1993) have attempted classifications and comparisons of these theories. The leading theories are outlined here. 

Classifications of theoretical perspectives

Keegan has produced a classification of the theoretical ideas of a number of writers according to what he perceives to be their essential principles. His three groupings are as follows:

· Theory of industrialisation: Otto Peters’ work in Germany has been published from the 1960s to the 1990s (it must be emphasised that Peters has always denied that his work amounts to a theory, but rather to a ‘comparative interpretation’)

· Theories of interaction and communication: John Bååth (Sweden, 1970s to 1980s), Börje Holmberg (Sweden and Germany, 1960s to 1980s), David Sewart (UK, 1980s to the present) and John Daniel (Canada and UK, 1970s to the present) 

· Theories of autonomy and independence: the major representatives are R.M.Delling (Germany) and Charles Wedemeyer (US) with contributions mainly from the 1960s and 1970s, and Michael Moore (UK and USA) publishing from the 1970s to the present.

(based on Keegan 1996 p. 56)

Put simply, theories in the first group are concerned with the application of concepts from the wider context and the processes of industrialisation to distance education. The second group can be applied to the role that technology plays in providing facilities for interaction and communication, while the third grouping is focussed on the individual student. The industrialisation analogy provides a bridge to the various generations of distance education and organisational and pedagogic models. The interaction and communication theories can illuminate the role and potential of different technologies. The demands that distance education place on the individual learner can be conceptualised through theories of autonomy and independence. 

Industrialisation

Peters, one of the founders and former Rektor of the FernUniversität in Hagen, analyses distance education as a product of the era of industrialisation, demonstrating that ‘…its structure is determined to a considerable degree by the principles which govern the industrialisation of the working process in the production of goods’. He justifies this approach by saying that ‘to grasp what was special and ‘essential’ about distance education it was necessary to take a look at its structural differences’ (Peters 1998 p. 110). He compares distance education with conventional, face-to-face education, which he describes as a pre-industrial form of education. Much of Peters’ work appeared in the 1960s and was the first serious analytical approach to the theorisation of distance education at that time. Peters’ comparative interpretation generates the following conclusions:

1. The structure of distance teaching is determined to a considerable degree by the principles of industrialisation, in particular those of rationalisation, division of labour and mass production;

2. The teaching process is gradually restructured through increasing mechanisation and automation;

3. These changes are the reason for the following structural characteristics to have emerged;

4. The development of distance education study courses is just as important as the preparatory work taking place prior to the production process;

5. The effectiveness of the teaching process is particularly dependent on planning and organisation;

6. Courses must be formalised and expectations from students standardised;

7. The teaching process is largely objectified;

8. The functions of academics teaching at a distance has changed considerably vis-a-vis university teachers in conventional teaching;

9. Distance study can only be economical with a concentration of the available resources and a centralised administration.




(Peters 1994 pp. 124-125)

Peters was criticised for focussing on a mass-production model of industrial production (Campion 1990, Farnes 1993). He extended his analysis to post-industrial societies where the proportion of labour employed by the service sector is increasing dramatically, new technologies are emerging and the decision-making structure of the economy is changing significantly. He predicted that: 

‘In a post-industrial society the traditional industrial model of distance teaching will no longer satisfy the new needs of new types of students with their particular expectations and values which, seemingly, not only differ from those of the students in the industrial society but are in many cases even the exact opposites of them. This situation calls for the design of new models of distance education. They will probably be combinations of intensified and sustained group work – highly sophisticated ways of acquiring the necessary information for self-study and increased telecommunication between the participants. They will have different sets of goals and objectives. And they will have to rely on self-directing and self-controlling – that is, on students becoming autonomous’ (Peters 1998 p.57). 

Authors pursuing the industrialisation analogy have suggested that various stages of industrialisation - eg. pre-Fordist, Fordist and post-Fordist - are related to developments in distance education (Campion 1990, Edwards 1991) and map onto the generations of distance education (Farnes 1993). For example the table below shows three modes of production and the corresponding stages of conventional and distance educational development. For each mode of production, different methods and organisational forms predominated at each stage of educational development.


Mode of 
              Stages of educational development


production
Conventional education
Distance education

_____________________________________________________________________

1)
Industrial, Pre-
Mass elementary, expansion
1st generation single media


Fordist
of secondary education
distance education

2)
Fordist
Mass secondary, expansion 
2nd generation multiple media



of further and higher education
distance education 

3)
Post-Fordist
Mass higher and continuing 
3rd generation computer based



education, mixed mode
open and distance education, 





networks of opportunity 

_____________________________________________________________________


(from Farnes 1993)

However, this simplification has been criticised by Rumble (1995).

Interaction and communication

Theorists have emphasised interaction and communication as central to any concept of distance education.

Bååth is particularly associated with an emphasis on two-way communication, which he established as a major defining feature of distance education systems. Bååth analysed a number of teaching models which were well known in the 1960s to focus on their theoretical conceptions of learning and the degree to which student learning was controlled by the teaching. His analysis of Skinner’s control of behaviour model, Rothkopf’s model for written instructions, Ausubel’s advance organiser model, Egan’s structural communication model, Bruner’s discovery learning model. Rogers’ model for ‘facilitation of learning’ and Gagné’s very general teaching model provided a scale of varying theoretical approaches to learning, which ranged from Skinners’s extreme behaviourism to Bruner’s strict cognitivism. On the basis of this analysis he concludes:

· Models with stricter control of learning towards fixed goals tend to imply, in distance education, a greater emphasis on the teaching material than on the two-way communication between student and tutor/institution.

· Models with less control of learning towards fixed goals tend to make simultaneous communication between student and tutor/institution more desirable, this communication taking the form of either face-to-face or telephone contacts. (Bååth 1982 p. 15)

Bååth stresses the importance of the tutor in distance learning systems, since the distance learner will, as other adult students do, need help with defining their learning goals, help with selecting appropriate learning material, help when problems arise during the learning process and help to evaluate their learning progress. But, in addition, distance learners need special help at the start of their studies, since this is the point when the most dropout occurs and they also need particular help with promoting their study motivation (Bååth 1982 pp. 22-24).

Holmberg has been a leading figure in the distance education world over the last few decades due to his influential work in Sweden and, more recently in Germany. The focus of his work is that the only important thing in education is learning by individual students. One of his principal contributions to the theoretical debate about distance education is the concept of guided didactical conversation, which he describes as follows: ‘My theory implies that the character of good distance education resembles that of a guided conversation aimed at learning and that the presence of the typical traits of such a conversation facilitates learning’ (Holmberg 1988 p. 115). In more detail, Holmberg lists seven ‘postulates’ to back up his theory:

1. That feelings of personal relations between the teaching and learning parties promote study pleasure and motivation.

2. That such feelings can be fostered by well-developed self-instructional material and two-way communication at a distance.

3. That intellectual pleasure and study motivation are favourable to the attainment of study goals and the use of proper study processes and methods.

4. That the atmosphere, language and conventions of friendly conversation favour feelings of personal relations according to postulate 1.

5. That messages given and received in conversational forms are comparatively easily understood and remembered.

6. That the conversation concept can be successfully translated, for use by the media available, to distance education.

7. That planning and guiding the work, whether provided by the teaching organisation or the student, are necessary for organised study, which is characterised by explicit or implicit goal conceptions 




(Holmberg 1988 pp. 115-116;1995 p. 47).

Distance education materials developed with reference to Holmberg’s theory of guided didactic conversation would display these characteristics.

1. Easily accessible presentations of study matter; clear, somewhat colloquial language, in easily readable writing; moderate density of information.

2. Explicit advice and suggestions to the student as to what to do and what to avoid, what to pay particular attention to and consider, with reasons provided.

3. Invitations to an exchange of views, to questions, to opinions and comments.

4. Attempts to involve the student emotionally so that he or she takes a personal interest in the subject and its problems.

5. Personal style including the use of personal and possessive pronouns: I, my, you, your etc

6. Demarcation of changes of themes through explicit statements, typographical means, or, in recorded, spoken communication, through a change of speakers (eg male followed by female) or through pauses. (This is a characteristic of the guidance rather than of the conversation) 




(Holmberg 1988 p. 117; 1995 p. 49).

Keegan summarises Holmberg’s contribution as follows: ‘In general this position [ie. the recommendation of a conversational style for distance learning materials] has been beneficial to practitioners in the field and has contributed to making distance learning materials now a recognisably different genre from textbooks’ (Keegan 1996 p. 97).

Sewart’s work concentrates on the needs of students learning at a distance, and how these may best be met by tutors and counsellors. While the teaching materials provide for the student are obviously important, ‘There has always been a beguiling temptation to assume that all the problems of teaching at a distance can be resolved by the production of a perfect package of self-instructional materials’ (Sewart 1987 p. 159). But education is about learning, and the needs of the student, and it would be impossible to produce a package which meets the needs of the infinitely variable student base. ‘The concept of the teacher as ‘mediator’ between the material and the student….is nowhere more apparent than in distance education, and particularly in two-way written communication, where the content and demands of the learning materials may be divorced from the students’ frame of reference’ (Sewart 1987 p. 165). 

Sewart also emphasises the differences between conventional and distance education.

 ‘Conventional students …exist within a highly artificial and totally supportive framework…offering a group learning situation with a face-to-face teacher/student contact, and the subsequent possibility for instant feedback of an oral and visual nature….The situation of students learning at a distance is wholly different….They have an experience of life and work and hence a framework into which their new learning has to be set….It is not open to them to devote themselves entirely and with singular purpose to learning….The swift feedback available from the face-to-face learning model is almost entirely absent. The supportive environment of the peer group is lacking and the benchmark of achievement and, deriving from this, the maintenance of the individual’s confidence, is difficult to establish’ (Sewart 1980 pp. 172-173). 

In the same article he offered the model of the tutor-counsellor as employed at the UKOU as a possible solution.

Daniel (Vice Chancellor of the UKOU) differentiates between ‘independent’ and ‘interactive’ activities. Independent activities are, for instance, studying written material, watching TV at home, conducting a home experiment or writing an assignment. Interactive activities include counselling students before the start of, and during their studies, marking and commenting on assignments, organising group discussions and residential summer schools. The balance between the two kinds of activity is ‘the crucial issue facing distance study systems’(Daniel and Marquis 1979 p. 30) as not only does it determine the distance student’s learning, but also has a profound effect on the administration and economics of the system. 

Autonomy and independence

Delling identifies eight components of distance teaching: the learner, society (legislators, public administration, associations of interested parties, the family etc.), the helping organisation (the distance teaching university, distance teaching institute, distance teaching course department of a publishing house), the learning objective, the learning content, the learning outcome, and the signal or information carrier.

He describes distance study as a multi-dimensional system of learning and communications processes linked by an artificial signal or information carrier. A distance study course is an artificial dialogistic learning opportunity, in which the physical distance between the learner and the helping organisation is bridged by a signal or information carrier, enabling two-way communication. Books, newspapers, documentary films, lectures without discussions, self-study courses etc are, on the other hand, monologic and based only on one-way communication. As far as Delling is concerned, distance study has little to do with the traditional concept of teaching, since teachers do not appear in person in distance study – teaching functions are carried out by different people, machines and materials within the helping organisation. Delling places the learner firmly in the centre of the distance study process: the helping organisation is there simply to support the learner and do what the learner cannot (yet) do for himself (Delling 1968, 1978). 

Wedemeyer uses the term ‘independent study’ to describe distance education at university level. According to Wedemeyer ‘independent learning’ is learning and the changes in behaviour that result from activities carried out by learners without teachers, or separated from teachers in space and time. He describes learners whose environments are different from that of the school, who may be guided by teachers but are not dependent upon them, who accept degrees of freedom and responsibility in initiating and carrying out activities that lead to learning (Wedemeyer 1973 p. 73). He has drafted Guidelines for Instruction which form a conceptual structure for an educational system which reflected his views and stressed learner-independence.

1. Instruction should be available any place where there are students – or even only one student – whether or not there are teachers at the same place at the same time.

2. Instruction should place greater responsibility for learning on the student.

3. The instructional plan or system should free faculty members from custodial duties so that more of the teacher’s and learner’s time can be given to truly educational tasks.

4. The instructional system should offer learners wider choices (more opportunities) in subjects, formats, methodologies.

5. The instructional system should use, as appropriate, all the teaching media and methods which have been proven to be effective.

6. The instructional system should mix and combine media and methods so that each subject or unit within a subject is taught in the most effective way.

7. The media and technology employed should be ‘articulated’ in design and use; that is, the different media or technologies should reinforce each other and the structure of the subject matter and teaching plan.

8. The instructional system should preserve and enhance opportunities for adaptation to differences between individual learners as well as among teachers.

9. The instructional system should evaluate student achievement not by raising barriers concerning the place where the student studies, the rate at which he studies, the method by which he studies, or even the sequence in which he studies, but instead by evaluating as directly as possible the achievement of learning goals.

10. The system should permit students to start, stop, and learn at their own paces, consistent with learner short- and long-range goals, situations, and characteristics. 










(Wedemeyer 1981 p. 36).

To achieve the ideal - a system which meets all these requirements - he proposes three conceptualisations of freedom for learners in all independent or distance learning programmes:

· Learning should be self-pacing: the learner should be able to pace his studies in accordance with his circumstances and needs

· Learning should be individualised and the learners should be free to follow any of several courses of learning

· The learner should have freedom in selection of goals and activities.
Wedemeyer’s idealistic proposals met with some resistance when he suggested that they be implemented in practice. But he was realistic enough to acknowledge that what he was advocating was not an easy method of learning and that not every student would be able to succeed. 

Moore has developed a theory of distance education based on the variables ‘autonomy’ and ‘distance’. His hypothesis is that ‘…distance nurtures autonomy, and autonomy and distance are the twin foundations of independent learning…’ (Moore 1972 p. 84). Like Delling, he differentiates between different kinds of material used for independent study, using first of all a Dimension of Distance to scale a range of teaching aids (from independent study on campus, individual telephone tuition, individual correspondence via group telephone, group correspondence to TV, radio and textbooks) from Highly Individualised to Less Individualised, from High Dialogue to Low Dialogue (Moore 1973, 1988). He developed these ideas into a system in which independent study programmes can be classified according to the provision for two-way communication (dialogue or D in the table below) and by the extent to which a programme can be responsive to a learner’s individual needs (structure or S in the table below).
	Distance
	Type
	Program Types
	Examples

	Most Distance
	- D – S
	1. Programs with no dialogue and no structure
	Independent reading-study programs of the ‘self-directed’ type

	
	- D + S
	2. Programs with no dialogue but with structure
	Programs in which the communication method is radio or television

	
	+ D + S
	3. Programs with dialogue and structure
	Typically programs using the correspondence method

	Least Distance
	+ D – S
	4. Programs with dialogue and no structure
	eg a Rogerian type of tutorial program


(Moore 1977 p. 38)

Moore considers that classifying teaching programs in this way is important in that it measures the extent of their responsiveness to a learner’s individual needs and the facilitation of two-way communication.

Like Wedemeyer, Moore seeks for learner autonomy in 

· The setting of objectives

· Methods of study

· Evaluation.

He suggests how programmes may be classified according to the extent to which the learner can exercise autonomy in learning by asking the following questions:

1. Is the selection of learning objectives in the programme that of the learner, or of the teacher?

2. Is the selection and use of resource persons, of books, and other media, the sequence and pace of learning experiences, the decision of the teacher, or the learner?

3. Are the decisions about the method for evaluation and criteria to be used made by the learner or the teacher?





(Moore 1988 p. 87)

Using the variables ‘distance’ and ‘autonomy’ enables Moore to classify all education programmes, though, as Keegan points out ‘…learners vary in the extent to which they are able to exercise autonomy and hence there is no value judgement in the use of the terms ‘autonomy’ and ‘distance’ (Keegan 1996 p. 74).

Moore re-appraised and updated his position when he wrote 

‘…the most important evolution in distance education has been the development of highly interactive telecommunications media. This is the family of teleconference media – ie. the use of interactive computer networks and audio, audio-graphic and video networks, which may be local, regional, national and international and are linked by cable, microwave and satellite. Their use has added the possibility of faster dialogue with the teacher and, by computer conferencing, more individual dialogue. These media provide less structured programmes than the recorded or print-interactive media. Above all, the teleconference media allow a new form of dialogue that can be called inter-learner dialogue…By audioconference, videoconference and computer conference, groups can learn through interaction with other groups and within groups.’ (Moore 1993 pp. 32-33) 

Consequently, Moore revised his classification schemes to accommodate teleconferencing, concluding that ‘… in the hands of progressive teachers, teleconferencing gives opportunity not only to reduce distance but also to increase the autonomy of learners’ (Moore 1993 p. 38). 

Other theoretical contributions

Reintegration of teaching and learning acts

Keegan draws the conclusion that 'distance education limps because its teaching acts are, by definition, divided in either space or time and frequently both, from the learner’s acts'. He suggests that ‘a satisfactory resolution for this situation is the concept of the reintegration of the teaching acts by which two-way communication between the distance learners and the distance teacher can be reconstructed and in which learning from learning materials can occur’ (Keegan 1993 p. 130-131). Examples of strategies to achieve this include the design of learning materials, both print and non-print, and the provision of personal contact to embody as many of the characteristics of interpersonal communication as possible. He reasons that the more successfully the distance education programme manages reintegration, the lower the dropout rate, the higher the quality of learning, and the higher the status of the institution.

Communication and learner control

Garrison, working with Baynton and with Shale, uses the relationship of the teacher with the learner as the starting point for his theory. He wishes to avoid all suspicion of coercion or manipulation in this educational transaction, stating clearly that ‘The educational transaction is based on seeking understanding and knowledge through dialogue and debate’ (Garrison 1989 p. 12). Garrison challenges the idea that distance learners must of necessity be independent, autonomous learners (as formulated by Holmberg and Moore, for example) and stresses the importance of control. ‘From an educational perspective control cannot be possessed only by the teacher or the student but should be shared in an inherently collaborative process’ (Garrison 1989 p. 14). 

‘Control is concerned with the opportunity and ability to influence, direct and determine decisions related to the educational process. Control is achieved not simply by providing independence or freedom from outside influence. Control can be achieved only by striking a balance between independence and other basic elements (i.e. power and support) in the learning process through the process of two-way communication between teacher and student’ (Garrison and Baynton 1987 p. 5).

A three-dimensional theory of distance education

Verduin and Clark built on the work of others – notably Moore and Keegan – to develop a theoretical model with three dimensions:

Dialogue/support: this reflects the primary purpose of dialogue as support for the distance learner and covers the full range of support which might be required

Structure/specialised competence: here the authors define structure as a function of the formality of the subject matter: 

‘Some fields of study …in which competence may only be a matter of basic understanding of principles or problems, need only minimal structure. A high level of structure is needed in other fields in which many years of study may be necessary before a learner is competent enough to set objectives and study methods or to take part in evaluation’ (Verduin and Clark 1991 p. 125) 

General competence/self-directedness: While general all-round competence in terms of self-motivation is good, it cannot be assumed that 

‘every field be equally suited to the promotion of autonomy through student-shared control of objectives, study methods and evaluation decisions. Such an approach does not differentiate between general competence, or self-directedness, and the specialised competence that is highly tied to the structure of the subject matter. A better approach to deciding appropriate levels of self-directedness or autonomy might be to determine whether the student is competent in that field at that level, to estimate the student’s general competence, and to see if appropriate structure and dialogue have been afforded, given the formality or lack of it in that field’ (Verduin and Clark 1991 p. 127)

Verduin and Clark propose a continuum based on various combinations of these three dimensions (For example, Low dialogue/support; low structure/specialised competence; high general competence/self-directedness) and assign examples of real educational applications to each combination. The combination quoted is judged by them to fit most problem-oriented distance education (learning contracts and independent study courses are named as examples). Verduin and Clark acknowledge that it ‘is probably more useful to think of segments of courses rather than entire courses in applying these categories’ since most courses contain a mixture of material which needs to be taught in different ways (Verduin and Clark 1991 p. 131).

Predictably, not all distance educators producing theories about distance education fit neatly into the three main categories outlined above. Perraton, Rumble and Evans and Nation, all writing in the period from the 1980s to the present, have also produced theories which contribute to the debate. Perraton has developed a theory of distance education covering three interrelated systems of teaching, administration and assessment based on his international experience, particularly in the Third World (Perraton 1984). Rumble, from the UKOU, has analysed the concepts of distance and openness in some detail and the relationships between the two (Rumble 1989). Evans and Nation from Australia have argued that dialogue is the essence of practice, research and theory in distance education (Evans and Nation 1989).

Conclusion

The expansion and development in distance education over the last three decades have outstripped reflection and the recording of pedagogical considerations. However, the theoretical principles enumerated above remain valid and their insights useful, even though technologies continue to change dramatically. There is an important place for theoretical underpinning to serve as a reference point for future development. For practitioners and theorists to exchange ideas and debate future possibilities, it is essential to draw from and benefit from the lessons of the past.

Theoretical development is needed to explain the nature of distance education and how it is related to and affected by other developments in society and technology. The process of globalisation is creating major theoretical as well as practical challenges for distance education. Because of the flexibility and transforming potential of information and communication technologies, theoretically grounded guidance is urgently needed to inform their application. As the diversity of learners studying at a distance increases, there is a continuing need for further theoretical insight into their learning processes and how they can be supported. It is especially important that distance education institutions provide facilities for research and reflection so that theoretical development can continue to benefit the field generally as well as contribute to the intellectual vigour of the institution.

Section 3 PROFESSIONAL DEVELOPMENT

Introduction

The need for the professional development of staff in educational institutions and programmes is driven by changes in knowledge, new technology, and policy. These affect what is taught (curriculum), how it is taught (pedagogy) and the circumstances under which teaching takes place (structures and procedures). 

Teachers have an ongoing responsibility to keep up with changes in their subject and new knowledge and ideas. They can achieve this by gaining further qualifications, carrying out research, attending courses and conferences, and joining professional associations.

All those associated with teaching should at least be aware of the potential and limitations of new technologies so that they are able to judge whether to make changes in how they teach. Often staff underestimate the complexity and difficulty of developing distance education courses and making effective use of new technologies, which leads to wasted resources, frustration and poor teaching. 

When programmes using new technology are in operation there is an additional need for quality assurance and continuous improvement. The operational complexities require explicit procedures to ensure that information and feedback is collected and analysed, and action taken to rectify problems to improve learning. Innovations in hardware, software and services have implications for course design and delivery and the way in which students' learning is supported and assessed. The skills of staff are a major component in ensuring that programmes reach acceptable standards. All staff need to keep up with these changes so as to be able to exploit new opportunities to improve teaching. Professional development and continuous improvement go hand in hand. 

There is an increasing pace of change within education generally, arising from government reforms, policy changes, new requirements for accountability, and competition. All these create demands for professional development, initially to understand the nature of the changes and then to be able to introduce new practices, as well as contributing to the debate about education generally and influence policy changes.

In this section consideration is given to the definition of professional development, the diversity of needs, the different types and categories of staff requiring professional development and how staff development needs may be assessed, professional development options and strategies, how international initiatives can support staff development, especially in developing countries and professional development and quality assurance. Case study examples from distance teaching institutions around the world are provided to illustrate various approaches to professional development and ways in which needs have been tackled. The case studies also demonstrate that professional development can be provided at different levels: internationally, nationally and within and between institutions. 

What is professional development

Professional development covers formal and informal learning needed to carry out the full range of professional responsibilities of all staff involved with an institution or programme. It is a central component of organisational development and may include formal training and further education, learning from colleagues, and other activities which lead to changes in skills and abilities which can then be put into practice. 

Staff development includes training personnel to carry out new tasks and make full use of modern technologies, as well as establishing professional credibility and enhancing existing proficiencies. It is not simply learning how to do the job as it is currently defined (task training) but learning how to continuously change and improve working methods and quality. 

The term ‘professional development’ is used here interchangeably with ‘staff development’ and includes ‘the institutional policies, programmes and procedures which provide staff with the means of meeting their own and their organisation’s needs in carrying out the work’ (Robinson 1997 p. 4).

Harrison offers the following definitions:

‘Development is the all-important primary process through which individual and organisational growth can through time achieve their fullest potential. Education is a major contributor to that developmental process, because it directly and continuously affects the formation not only of knowledge and abilities, but of character and of culture, aspirations and achievements. Training is the shorter-term, systematic process through which an individual is helped to master defined tasks or areas of skill and knowledge of predetermined standards’ (Harrison 1988 p. 5).

Education as a component of professional development is ‘…the process within which members of organisations are given the encouragement, resources and rewards necessary to develop their intellect and professional skills on a continuing basis’ (Evans and Nation 1998 p. 45). Training, on the other hand, involves changes and development in knowledge, skills and attitudes in work-groups as well as individuals. It may provide personal benefit as well as supporting organisational goals

The need for professional development

Latchem and Lockwood (1998 p. xxi) point out ‘the vast majority of tertiary staff, while skilled in the more conventional forms of course and programme delivery, have limited experience of approaches which place student needs, choice and learning at the centre of the enterprise and use self-instructional materials in technologies ranging from print to the Internet.’ 

Robinson has concluded that: 

'Staff development for open and distance learning is still largely seen by organisations as a cost, not an investment. It is often given low priority in organisational plans and funding allocations. Provision tends to be unsystematic, piecemeal or minimal, and staff may often be left to pick up what knowledge and skills they can from doing the job. Even when staff development is provided, organisations are not always ready enough to utilise the new learning. This results in lost opportunities for capacity building and wastes resources. Organisations need to adopt a more strategic perspective on staff development’ (Robinson 1998 p. 33). 

Unless decisions about professional and staff development are clearly perceived as strategic decisions which are going to enable an institution to meet its agreed objectives, then ‘…staff development provision may lack coherence, be a series of ad hoc events, and assist some individuals while others may miss out on any share of the resource and under perform. Furthermore, minimum standards of provision and entitlement across the organisation as a whole will be impossible to achieve.’ Staff development should be:

· aligned to organisational as well as to individual goals;

· a systematic process with planning and control (not just chance learning from experience); and 

· directed at improving knowledge, skills, attitudes and performance at the levels of the individual, the work group and the organisation (Robinson 1998 p. 34).

Demands of distance education

Distance education responsibilities must be considered in operational terms. Different forms of knowledge and expertise have to be combined through co-operative effort. This calls for long-term planning, concerted action across faculties and departments, and clockwork efficiency in the development of programmes of study, regular dispatch of study materials to students, and equally regular marking of assignments, tests and examinations. The challenge is to combine managerial and academic expertise and skills (Renwick 1992).

Staff engaged in distance education may be required to

· Take on a variety of new roles, especially in countries where there is no tradition of distance education

· Adapt to new ways of teaching and communicating

· Use new technologies which involve taking a new approach to the familiar processes of traditional teaching and communication

· Manage dispersed and de-centralised organisations or complex processes

· Accept responsibility for supporting learners at a distance

· Develop more sophisticated skills in teamwork, co-ordination and the management of schedules and records

· Take on new training roles

· Collaborate in new and unusual ways

· Obtain and eventually develop qualifications in teaching at a distance to enhance professional development

· Develop new quality control methods for assessing professional development.

These are a wide and varied set of requirements and it would be unreasonable to expect staff employed in institutions engaged in teaching at a distance to be able to carry them out without training and support from their parent institution.

Categories of staff

Distance education involves operational complexity, a division of labour and specialisation. Professional development is therefore needed for all levels of staff to ensure quality and continuous improvement, not only for tutors, course writers or editors. Furthermore, staff will be at different stages in their experience with distance education.

The broad categories of staff and stages in their experience include:

· Newly-appointed staff, whether full- or part-time, at the headquarters of the institution or in the field. Such staff would need routine induction and orientation to open and distance learning in general

· Individuals or groups of staff taking on new responsibilities and roles, or staff in traditional institutions adapting existing knowledge or skills to open and distance learning applications

· All staff at regular intervals to ensure the maintenance of skills and standards and their continuing professional development as individuals and groups

· Staff (individuals and groups) who face specific changes in their work as a result of change within the organisation as a whole (such as the introduction of new systems or new technologies) (Adapted from Robinson 1997).

Stages in the development of expertise

Jenkins (1997) has developed a Training Model to demonstrate what functions, skills and training are necessary for distance education. The Model demonstrates that all professional development needed by those engaged in education is part of a natural progression, with distance education training building on the skills needed to work in more traditional forms of education. She identifies four stages of acquisition of expertise: 

Stage 1 
prerequisites: general education to an appropriate level such as a first degree at university

Stage 2
basic pre-work training: professional training or training at the beginning of working life

Stage 3
basic in-work training: essential training in aspects of distance education related to their role

Stage 4
further in-work training: advanced training in specialist aspects of distance education.

	
	Stage 1
	Stage 2
	Stage 3
	Stage 4

	Personnel functions
	Basic expertise required
	Educational application
	Distance education application
	Specialised extension

	Planners, managers, administrators
	Management or administration
	Educational administration
	Distance education systems
	Personal function

	Course designers, academics and writers
	Subject knowledge
	Curriculum design and materials development
	Design of self-instructional materials
	Teaching own subject at a distance

	Editors and instructional designers
	Copy editing and design
	Editing and design of educational materials
	Editing self-instructional materials
	Specific text design skills



	Media producers
	Media production
	Production of educational programmes
	Multi-media education
	Production for subject specialisms

	Tutors and counsellors
	Subject knowledge
	Teacher training and adult education
	Teaching at a distance
	Discipline-related teaching techniques

	Researchers
	Research techniques
	Research in education
	Research in teaching at a distance
	Specialist skills









(Jenkins 1997 p. 36)

This diagram suggests that training should follow a sequence. Stages 3 and 4 would only be needed at the point when work in distance education had begun. Broader training needs to precede applications in distance education and Stage 4 would normally follow Stage 3. 

The model raises a number of questions whose answers could provide useful pointers for the organisation of training:

· What expertise should new recruits to distance education be expected to have?

· What stages of training should the institution expect to provide?

· At what stage in people’s careers should training be given?

· How extensive should training be? 

· What expertise should trainers possess?

Identifying staff development needs

According to circumstances, needs analysis for staff development can be carried out in different ways and to different levels of detail. It can, for instance, consist of simply identifying ‘priority problems’ which might be soluble through training of different kinds and working out what training might be provided. It is, however, useful to look at training requirements from three different viewpoints: those of the individual, the job and the organisation. Undue emphasis on any one of these viewpoints to the exclusion of the others – to the needs of the individual, for example – can lead to provision which does not match organisational goals and needs. 

Robinson has provided a useful table of levels of training needs analysis, though she does admit that a very detailed analysis of training needs at the organisational level requires quite sophisticated skills of analysis, evaluation and diagnosis as well as access to information and people. She suggests that, if possible, the most effective strategy is to start at Level 1, the organisational needs and work through Level 2 towards Level 3, the individual needs.

	Level of analysis
	Focus of analysis
	Sources of data

	Level 1

Organisational needs
	Whole organisation’s objectives

Pool and pattern of skills and expertise available in staff

Indices of effectiveness

Organisational climate
	Staffing plan and projections

Audit of skills and knowledge of staff; identification of any shortages in future plans for new systems or developments 

Efficiency indicators, organisational output and results

Organisational climate surveys

Monitoring data from quality systems

Requests from departments and group managers and staff

Data and feedback from users or clients such as satisfaction surveys, analysis of complaints, learner performance and problems

	Level 2

Job needs
	Particular job or group of jobs

Tasks, skills and standards needed

Knowledge, skills and attitudes needed to achieve standards and output
	Job descriptions and specifications

Objectives, standards and targets set and priorities identified

Work sampling or job observation

Asking the job holder and head of unit about the work or job

Data and feedback from users (as for Level 1)

	Level 3

Individual needs
	Person analysis in terms of skills, expertise and competence

Standards of performance at job tasks
	Performance appraisal and identification of development needs

Observation and work sampling

Interviews and questionnaires

Asking the job holder and head of unit

Data and feedback from users or clients (as for Level 1)










(Robinson 1998 p. 39)

Professional development options and strategies

Professional and staff development in distance education may be organised in many different ways:

In-house

Informal training
· peer attachments: someone new to a job works in partnership with an experienced person doing the same job, who demonstrates what has to be done and explains the procedures

· introductory work experience: a new member of staff spends a short time in every department so as to become familiar with the work of the entire organisation

· working in teams made up of more and less experienced staff

Formal training

· organised training sessions seminars, workshops and short courses ranging from a few hours to several weeks

· self-study: using training packages (print and/or other media) devised or approved for in-house use

· study for professional qualifications provided by the institution

In collaboration with other institutions

Informal training

· fellowships: time spent in another institution working in partnership with someone doing a similar job or inviting an expert from another institution who works with individuals or groups in your own institution

· study tours: visits to several other institutions to learn how they work so as to transfer this knowledge to your own work

Formal training

· organised training courses: seminars, workshops and short courses ranging in length from half a day to months 

· study for professional qualifications from another institution, either by attending that institution or at a distance.



(Adapted from Jenkins 1997 p. 38)

These various training strategies are not mutually exclusive, and institutions need to provide a range of different staff development opportunities to satisfy the needs of various categories of staff. Each institution will need to develop a staff development strategy and long-term training plan. 
This diagram shows the range of staff development options available to staff at the UKOU.

Case study

Institutional approach - UKOU

[image: image1.png]Some development options open to all staff
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A case study that follows is of a large scale strategic approach to staff development at an institutional level aimed at introducing new ways to design learning environments:

Case study

Staff development for computer-facilitated learning - Royal Melbourne Institute of Technology, Australia
The Royal Melbourne Institute of Technology (RMIT) has embarked on a comprehensive staff development programme aimed at providing its 3,000 staff with ideas, incentives and resources to look for new ways to design learning environments which will enhance computer-facilitated student learning (CFL). RMIT drew on recent research in Australia which established that there needs to be a congruence of policy, culture and support factors if significant adoption of CFL strategies is to occur and more specific research which examined how effective different development activities were in supporting the adoption of CFL. They decided that their aims for the staff development programme were that it should 

· Be linked to RMIT business and vision

· Promote sound educational practice

· Ensure flexible learning is ‘owned’ in every department

· Organise adequate support for all staff

· Result in low increase in staff work loads.

An important feature of the programme which was developed is the Learning Technology Mentor Programme. Approximately 70 Learning Technology Mentors have been appointed: one in each department of the university and some in central areas such as the Library. These are mostly teaching and academic staff who are funded to spend one day a week to develop online materials and provide support to their colleagues. To prepare them for this work, these Learning Technology Mentors undertake an extensive staff development programme covering a wide range of subjects, including use of the RMIT Distributed Learning Toolset, specially designed to support staff in developing online courses. Though still in its early stages, the RMIT staff development programme is producing a high level of enthusiasm and commitment among RMIT staff.

Source: McNaught and Kennedy (2000)

This case study illustrates the opportunities offered by team-working.

Case study

Professional development in teams

Course teams

Because of the complexities of media production and logistics, course development is often carried out by teams. Included as team members might be a number of teachers, an educational technologist, media and software developers, staff tutors, a learning resources specialist and subject experts. The mode of operation can vary from being highly democratic in which decisions are arrived at by consensus, or more dictatorial, where a senior academic directs the work of others. Either way, working in teams provide opportunities for professional development where a new member of staff can work alongside more those with more experience. Ideas for the content and presentation of teaching may be discussed at team meetings and advice and comments passed on to those developing courseware. It is argued that multi-professional teams can combine creativity and ideas, and lead to innovation and higher quality. In contrast, courses developed by a single teacher, or in an atmosphere where teachers refuse to accept comments and ideas may produce more traditional results.

However, training may be necessary for members of a team, especially for Chairs and Coordinators so as to make teams work effectively and avoid some of the damaging processes which can occur. Team working can also be used for tutor support, administrative problem solving, quality assurance, research and other areas of work in a distance education programme. Teams provide opportunities to learn from others as well as to get work completed and problems solved.
Here is a list of subjects which could form the basis for professional development workshops and online seminars.

Case study

Typical workshops lasting 1 to 2 days

· The design and development of self-study materials for ODL

· Dealing with copyright

· Open and distance learning systems evaluation

· Putting your course on the Web

· Quality assurance in open and distance learning

· Teaching and learning with media

· Presentation and evaluation of self-instructional materials

· Implementing open and distance learning

Online seminars

· Assessing open and distance learners

· Language concepts for user interface design

· e-moderating: the key to successful online teaching

· Delivering digitally: managing the transition to the knowledge media

· Student support in open and distance learning

· Towards the virtual university: resource-based learning and the Internet

The next case study describes a pilot scheme using an online seminar for professional development. 

Case study

An experiment in on-line professional development - University of Southern Queensland, Australia

An online seminar on instructional design and computer-mediated communication was piloted as a means of staff development at the University of Southern Queensland. This seminar was designed to explore the potential of computer-mediated communication systems for the purposes of professional staff development, ran for six weeks and was fully evaluated. 

In addition to the moderated discussions which formed the basis for the seminar, nine expert reviewers from distance education institutions round the world took part to add impetus to the debate. The outcomes of the pilot were that computer-mediated communication was a viable medium for the professional development of staff, that the nature of the moderation strategies used influenced the nature of participant contributions and participants used different strategies – interactive, cognitive and metacognitive – in their contributions. The online seminar was judged interesting, useful and successful.

Source: de Fries, Naidu, Jegede and Collis (1995)

Here are two case studies illustrating different approaches to tutor training

Case study

Training tutors - Open University of Israel

The Open University of Israel (OUI) has developed a training programme for its tutors with the following objectives, which cover a wide range of skills:

- to provide information about the activities and principles of OUI

- to ease new tutors adjustment to their job at OUI and alleviate apprehensions

- to teach skills associated with the tutors work

- to promote identification with the institution and a sense of commitment

- to guide tutors activities according to the principles and spirit of OUI

- to strengthen tutors confidence in their ability to tutor at OUI. 

As far as new tutors are concerned, the following subjects are covered in the syllabus:

· organisation – information about the institution and its administration

· academic aspects – information about course materials

· cognitive processes – material on learning techniques

· didactics – organising tutor groups, conducting discussions, constructing lecture plans, running individual and group tutorials, providing assignment feedback and evaluation 

· communication – maintaining effective relationships with students and OUI staff

· attitudes and values – encouraging positive attitudes towards the course materials and the OUI system; commitment and loyalty towards OUI and transmitting its values

· technology – familiarising themselves with the theory and practice of state-of-the-art technology used in distance teaching.

More experienced tutors are offered updating courses aimed at refreshing their skills and reinforcing their commitment to OUI. 

Training of tutors in OUI is carried out by staff known as course coordinators, who have the responsibility of setting examinations and assignments, revising courses, recruiting and training tutors and marking final examinations.

OUI’s Department of Evaluation and Staff Development evaluates training programmes by appraising the reactions of trainees, discussing the feedback with workshop leaders and participants and drawing up plans for the implementation of suggestions.

Source: Guri-Rosenblit (1999)

Case study

Action research for tutor training - Open University of Hong Kong

The Open University of Hong Kong is heavily dependent on part-time tutors, because of its very large student population and small core of full-time academics. Staff development schemes are in place to support tutors in their tasks of running tutorials, marking assignments and providing telephone guidance and counselling services. Nonetheless, there were four problems associated with training these tutors: 1) limited resources; 2) the fact that tutors are not permanent staff of the University and many work for only one or two presentations of a particular course; 3) part-time tutors are not inclined to invest a lot of time and effort in improving their tutoring skills and finally, 4) it is impossible to train a tutor to cope with every possible situation which could arise. 

An action research approach was felt to be appropriate for the situation. It started with a training workshop to teach tutors generic rather than specific skills for dealing with problem situations. They were then trained to use a problem handling model devised by the trainers (two course coordinators on an OUHK foundation course). They then used this approach to analyse the two main difficulties with students as identified through a questionnaire. The problems were that students were too passive to participate in tutorial activities, and that students had not prepared before attending the tutorial. They explored various solutions: some suggested by the trainers, some coming out of a brainstorming sessions and some based on their experience, good and bad, of dealing with such issues in the past. Solutions were implemented via role play and the whole project was evaluated, using informal discussion and a follow-up questionnaire six months later. The vast majority of participants felt the action research approach had been useful and that their competence in conducting tutorials had been increased. 

Source: Li and Cheung (1997)

National initiatives for professional development

National governments, agencies and professional associations may be involved in promoting and carrying out professional development activities. Governments may introduce policies encouraging teachers to participate in awareness raising and training events, and achieve qualifications in distance teaching. National agencies with responsibilities for promoting educational innovation may organise professional development activities, including conferences, workshops, training courses and publications. Professional associations for teachers in general, and those specifically concerned with distance education provide opportunities for the exchange of practice, training and qualifications.

Educational institutions may provide training, postgraduate and professional courses concerned with distance education and the use of technology. These courses may be conventional face-to-face or use distance education methods. 

Case study

National Initiative - Malaysia

In 1995 the Finance Minister declared that all universities in Malaysia should introduce distance education courses as a means of upgrading the knowledge and skills of the workforce. By 1996 seven institutions were operating as dual-mode universities and a number of private institutions had set up distance education programmes in collaboration with local and overseas universities. The implementation of such major policy and educational changes had particularly important implications for university staff who had to think positively about new approaches. 

The Institut Teknologi Mara (ITM) is the largest institute of higher education in Malaysia, and had been teaching conventionally for forty years. The Rector provided strong leadership from the start in this transition process. He announced the Institut’s vision – of increasing the number of distance students sixfold within four years – and discussed the strategies necessary to achieve this with senior staff. He told them that he expected all staff to learn new skills in developing and delivering a modular curriculum and flexible learning, engage in Total Quality Education and undertake many other new tasks. ITM’s Scholarship and Training Division organised staff development programmes for the 2,750 academics and 3,800 general staff. The relative success of this staff development exercise has been attributed to the following factors:

· The introduction of Total Quality Education - every ITM staff member has been trained in this approach, which establishes the culture of continuous improvement necessary to make such large changes

· Learning from external sources – staff at different levels travelled abroad for academic visits, conferences and short courses

· The enhancement of qualifications and knowledge – scholarships were awarded for staff to further their formal studies in distance education

· The creation of public awareness – national seminars were organised in an attempt to correct public and institutional misperceptions

· Publicising the positive values – staff development sessions communicated and reinforced the positive features of distance and flexible learning

· The provision of counselling and support – good interpersonal relations had to be maintained by the reaffirmation of peer and institutional support and the maintenance of a good working atmosphere

· Being prepared for things not to work out – it was important to stress throughout that the staff could not always be assured of instant success and that no one would be blamed for failure

· Changing students’ attitudes towards distance learning – Malaysian students had to be re-educated to cope with self-directed learning, especially study skills, motivation and lifestyle management. Self help groups were organised.

Source: Abdullah (1998)

The example below shows how national associations can support staff development within their countries.

Case study

National Association - Canadian Association for Distance Education(CADE) 

CADE was established in 1983 as a national association of professionals committed to excellence in the provision of distance education in Canada. Aims and objectives are: 

- to advance and promote distance education nationally; 

- to promote research into distance education theory and practice; 

- to provide membership services, including professional development; 

- to provide a forum for interaction on a national, regional, provincial and local basis;

- to represent Canada internationally in distance education; to promote access to learning at a distance.

Source: CADE http://www.cade-aced.ca
International initiatives for professional development

A number of international agencies and professional associations are active in promoting the development of distance education and the use of new technology in learning. Also, a number of educational institutions offer professional courses on distance education and related issues and receive students on secondment from institutions abroad. Others use distance education methods so that staff seeking professional development can be trained without having to leave their place of employment or home.

Here are a number of case studies describing the work of organisations operating at an international level in different parts of the world. In every case professional development was a central part of the work carried out.

Case study

International Initiative - Commonwealth of Learning

The role of the Commonwealth of Learning (COL) has been to assist the process of staff development in distance and open programmes in developing Commonwealth countries. COL’s general remit is to cooperate with Commonwealth educational institutions and assist in increasing access to education and training at all levels; the Memorandum of Understanding which spells out its aims in more detail enjoins it to undertake staff development and training in the techniques and management of open and distance education. 

The first step (in 1990) was to organise a Round Table which identified at least four levels at which staff development was needed: induction/orientation; general basic training; specialist training and professional training. The Round Table also recommended four strategies to meet these needs: workshops in-house, the development of self-instructional distance education training materials, training fellowships (for managers and administrators in particular) and the development of special training institutions or units. None of these methods was to be preferred over the others: the optimal solution to particular training needs should be developed in a case-by-case basis. Various constraints were identified, the principal one being lack of resources. 

The Round Table recommended that COL serve as a facilitator, helping other agencies to organise training events, collecting and evaluating training materials, and commissioning new ones as necessary, developing a register of experts and training them as trainers as necessary. In the event, the constraints which had been recognised have hindered COL from achieving all its objectives with regard to staff development, but they can point to a number of successful initiatives which provide good examples of several of COL’s chosen strategies. 

Among them are the publication of the Directory of Courses and Materials for Training in Distance Education, the organisation of a range of off-shore training programmes and workshops in eastern Caribbean colleges, the University of Guyana, the Bangladesh Open University and the Solomon Islands College of Higher Education and the establishment of the COL Rajiv Gandhi Fellowship Scheme. COL has also supported the Indira Gandhi National Open University in the development of its Staff Training and Research Institute in Distance Education (STRIDE) which is now mandated to provide training not only in India, but throughout the region. 

Source: McWilliams and Mugridge (1998)

Case Study

International Initiative - EU Phare Multi-country Project in Distance Education (1994-1999), CEE
Overall goals:

· Support the process of central and eastern European countries (CEE) accession to the EU

· Promote multi-country cooperation in the area of distance education and training

· Further development of the education and training systems in central and eastern Europe

Achievements involving professional development include:

- Establishment with trained staff of National Contact Points in eleven participating countries in central and eastern Europe, set up by governments and serving as National Centres for distance education, awareness raising, profession development and training

- 40 Study Centres with trained staff covering the region of the eleven countries and equipped for distance education

- More than 1,000 people participated in distance learning professional development courses, as managers, curriculum developers, tutors, and others

- Learning about Open Learning (LOLA) distance learning course developed and taken by 400 participants

- 27 courses produced by teams, composed of staff from at least two Phare and one EU institutions which were made available to the whole network

- Guidelines for quality, staff development, legislation and information technology produced by international teams

Source: European Training Foundation (1999)

The following case study illustrates the role of an international association in promoting professional development activities.

Case Study

International Professional Association - International Council for Open and Distance Education (ICDE)

The mission of ICDE is to

- promote open and distance education, along with associated goals for flexible learning, training, continuing education, community education and adult education, throughout the world; 

- be instrumental in developing networks and systems for educational purposes at national, regional and global levels; 

- facilitate the emergence of new educational paradigms which recognise the importance of open and distance education and their allied principles and practices; 

- contribute to the development of new methodologies and technologies applied to education and training in order to improve lifelong learning; 

- ensure ICDE is an initiating base for the development of international strategies and policies related to open and distance education; 

- foster international collaboration in education and training across national borders; 

- create an appropriate environment for collaboration and the planning of new educational initiatives, in co-operation with cultural industries and services; 

- provide a forum where individuals, corporations, institutions, governments and associations involved in open and distance education can engage in professional enhancement.

Source: ICDE http://www.icde.org
The next case study summarises three examples of international courses leading to professional qualifications in distance education.

Case study

International qualifications in distance education

Distance teaching institutions in different parts of the world have offered international qualifications in distance education which may be used as the basis for professional development. Here is a selection from three different countries. 

India 

The Indira Gandhi National Open University (IGNOU) opened in 1985 and in 1986 the Division of Distance Education (DDE) was created to provide staff development. From 1987 the DDE offered a Postgraduate Diploma in Distance Education, followed by an MA in Distance Education from 1993. Working in conjunction with the Commonwealth of Learning, these two qualifications were offered to about twenty developing Commonwealth countries, having been reviewed and re-structured as necessary to meet international standards. Each qualification requires 900 study hours. By 1998 about 1000 academics had gained the Diploma and about 150 the Master’s Degree. 

Australia

Deakin University and the University of South Australia collaborated to produce the Master of Distance Education programme, which is integrated with the Graduate Diploma in Distance education. The Master’s degree takes three years of part-time, distance study and the Diploma two years. Both programmes begin with shared material which provide an introduction and foundation for the study and practice of distance education. The Graduate Diploma is then completed with elective and project work, and the Master’s degree with a course on research in distance education and the production of a final research thesis. The course materials are mainly print.

The Internet is used for staff development in the Information Technology for Teaching and Learning component of the Master’s Degree in Higher Education at the University of New South Wales. This course was designed to be offered only on-line and is thus meant to demonstrate the implications of this environment for both teachers and learners. The package integrates Computer Mediated Communication and a technology called WebTeach which provides for Web-based distribution of course notes, resource directories, online seminars, online submission of assignments and the publishing and sharing of projects within the group.

UK

The UKOU offers a Master’s Degree in Open and Distance Education which was launched in 1997 and is available to students all over the world. It normally takes three years to complete the degree. It covers the Foundations of Open and Distance Education and Applications of Information Technology in Open and Distance Education. The course uses a combination of media, from print to computer and telecommunications technology.

In 1991 the University of London and the International Extension College (IEC) launched a Diploma/MA programme in Distance Education which is available to students all over the world. This programme takes an international perspective as well as a developing country one. It consists of four basic courses for the Diploma: Education and development; The development of distance education; Adult learning and communication in distance education and The organisation of distance education. To gain an MA the student is required to complete two more credits, a project of their own choice and one of a choice of options. This programme was produced collaboratively with contributions from various institutions including the Open Learning Agency in Canada and Deakin University and the University of South Australia. Assessment is by course work, students study in their own country and take any examinations locally. Tutoring is provided from London.

Sources: Calvert, Evans and King (1993); Hawkridge (1998); Koul (1998); Robinson (1995)

Constraints on professional development

A number of constraints may affect the implementation of professional and staff development programmes and there may be various reasons why staff are not willing or able to participate: 

· Shortage of knowledgeable and experienced trainers in distance education

· Inadequate training during the setting-up stage of the institution when the pressure is on to get the distance education system working

· National organisation with responsibility for maintaining standards including those for staff development in distance education failing to carry out task

· Lack of time for staff to attend training because pressure of work means they cannot be released

· Training courses being offered in another country, thus making them so expensive that only very few staff can take part

· Inappropriate content or learning material

· The wrong people being selected to take part

· Some staff (particularly more senior staff) could not perceive the need for training in light of their existing experience.

· Staff from one particular discipline felt that what worked for other disciplines would not work for them.

· Insufficient time allowed to achieve the intended objectives (for example, unrealistic time scales which do not allow for practice and feedback)

· Erratic attendance by participants (especially when training is provided on-site and works demands intervene)

· Reward structures for work performance do not encourage staff development

· Too long a time lag before what has been learnt is applied to ‘real work’

· Training content being too remote from ‘real work’ needs or organisational realities

· Too little embedding of what has been learnt in the job or organisational content (perhaps because of lack of preparation or follow-up) 

(Kinjanjui 1997, Koul 1998, Manohar 1997, Robinson 1998).

While some of these problems can be solved, for example by identifying flexible training packages which can be used on-site without the need to travel or ensuring that managers understand the need for those undergoing staff development to have the time and space to do it, other problems such as transferring what has been learnt to ‘real work’ situations are more difficult. As Robinson says, 

‘…unused, learning acquired through training is often forgotten or becomes a source of frustration on the part of the learner, or both.’ She suggests that training be set within arrangements for its utilisation but that ‘essential for this is communication between staff developers, learners, and managers of departments and staff, the sharing of information and the development of joint plans…’ (Robinson 1998 p. 40).

Quality assurance and learning organisations

Effective professional development is crucial for the success of an institution. It must be part of the real work of the institution and be seen as an investment in time, money and people which contributes to the support and advancement of organisational objectives. Effectiveness covers not only the response of the individual member of staff to professional development, but also the impact on ongoing work, team effectiveness and towards meeting the institution's goals. 

Many countries are have introduced systems of accreditation and quality assurance which require educational institutions to operate procedures to achieve standards and meet their goals. Professional development is seen as a component for facilitating continuous improvement and institutions are expected to show that they operate effective policies and practices. 

Various approaches to quality have been adopted which correspond to the generations of distance education (Farnes, 2000). The traditional approach recognised academic autonomy and relied on selective entry, an elite staff and students, and operated internal standards on a cottage industry scale: the individual teacher was largely responsible for his own course, its quality and the assessment of students. Quality control on a more industrial model uses performance indicators, output measures, grades, and a mechanistic approach to correction; the system is geared for mass production, with inspection and accept/reject, operated in a hierarchical structure. 

The quality assurance approach developed from this and took a more systemic and organic view, with information collection, data processing and continuous improvement, and an emphasis on procedures and teams. Because of the importance of an institution’s staff in quality assurance, increased emphasis is being given to professional and staff development including training, sharing good practice, qualifications, and to issues of accreditation and regulation. 

Quality assurance and professional development can be regarded as being part of a more significant movement towards the Information Society and learning organisations and the recognition that knowledge is the fundamental resource for future prosperity. While total quality management (TQM) aimed to integrate a quality approach into all activities, it was not itself the product of the activities. Knowledge management on the other hand is the process in which knowledge is the product. This is particularly relevant in distance education where the knowledge resources of staff determine both the content and method of their teaching and contribute to students' knowledge. Failure to develop this knowledge will limit the quality of student learning. 
Although universities and distance teaching institutions are in the business of learning, it does not follow that they are learning organisations. Learning and the development of expertise may be used by individuals to distance themselves from colleagues and subordinates, rather than sharing their learning and team working. Hierarchies and power relationships are sustained by keeping knowledge to oneself (knowledge is power), whilst flatter hierarchies and empowerment are important factors in creating a culture for learning. 

The defining characteristic of a learning organisation is one which facilitates the learning of all its members and continuously transforms itself (Pedler et al, 1991). A learning organisation has networks through which learning is supported and shared with others and which provide the means by which a culture of learning is transmitted. 

More specifically a learning organisation is one which:

- encourages experimentation

- is open and provides feedback

- is tolerant of mistakes and sees them as opportunities for learning

- respects the individual and encourages the questioning of the status quo

- gives individuals the maximum possible autonomy

- provides supportive settings

- does not shirk from confrontation when necessary

- faces up to major issues 





(Sadler, 1989).

Institutions should strive towards becoming learning organisations and to create a culture for professional development and quality.

Conclusion

This section has considered a range of professional development needs and ways in which they can be met. International and national agencies and associations promote professional development through a range of activities and events. It is the responsibility of institutions themselves to have policies and practices which promote a learning culture, in which professional and staff development is part of normal work. A formal training course has its place but should be part of an array of continuing opportunities to learn and to share one's learning. The idea that professional development is separate from the work of an organisation, will ultimately lead to its failure. 

A holistic and organic approach is needed to move towards being a genuine learning organisation. The Information Society will be based on learning organisations and communities. Distance education and opportunities to learn through technology contribute to the blurring of barriers between earning, learning and leisure. In the Information Society learning will occur everywhere, all the time, through many channels and social networks. Everyone will learn and share their learning with others. Organisations which are leading the movement towards the Information Society will exemplify a learning culture in which all employees, customers, and suppliers participate. Distance education institutions in particular should foster continuous learning for all staff, co-workers, students and their communities, and professional development as part of lifelong learning.

Section 4 POLICIES FOR DISTANCE EDUCATION

Introduction

Distance education institutions and programmes are set up and operate under a variety of conditions within their national and international settings. This section considers policies and legislation affecting distance education at global, international, national and institutional levels and across various sectors. Included are those that have positive, enabling and initiating effects on distance education development, and others that have negative consequences, inhibiting progress or even causing failure, sometimes unintentionally. Legislation and policy may be directed at, or impact on particular aspects or areas of operation of distance education, such as student support or the use of media. Various factors, including socio-economic changes as well as historical and culture traditions, contribute to the type of policy and legislation adopted. Experience from around the world provides a basis for reviewing policies and legislation in any particular country, the affects on distance education and the factors influencing policies. On this basis policy makers and others can assess the prospects for distance education and what policy and legislative changes need to be made. 

Policy levels

Policy initiatives emanate from, and impact upon various levels - global, international, national and institutional. Global factors affect countries in different ways, and policies originating from international agencies and associations may have an influence on national legislation, institutions and their staff. Generally, national legislation has the most direct impact on distance education developments and institutions, while an institution's policies determine actions within its national remit.

Global context

The explosion in information and communication technologies is one aspect of globalisation which is affecting all countries. Policy makers at various levels and across a range of sectors, including education, believe that new technologies can make a significant contribution in solving difficult and pressing problems. 

The development of communication and information technologies is not driven by the needs of education, but education is a potential user of technologies developed mainly for business and entertainment. While education does not have to provide the development costs for these technologies, there are costs to institutions (and possibly to students) associated with using networks and equipment. New technologies are penetrating and transforming almost all sectors of society, particularly industry, commerce and services. Education cannot ignore these developments as it has done with previous technologies. The wide scale introduction of new technology could lead to an expanded system providing greater choice and quality with greater flexibility of delivery and credit systems. Students would be able to shop around and put together courses from different institutions and programmes to meet their own particular needs.

This vision, driven to some extent by new technologies and economic rationalism (but also harnessing other humanitarian and egalitarian ideals of access, choice, flexibility, participation, opportunity, inclusion etc), is informing much education policy and fuelling hopes for mass higher and continuing education and training systems. This kind of system could be flexible and accessible. It could reduce public costs by charging fees to working students and by generating economies of scale through the use of shared courseware and other methods. Such systems should be of higher quality, and more related to the needs of society. 

However, there is a lack of awareness and vision by legislators who tend to operate within the traditional educational paradigm. This can lead to policies that inadvertently inhibit the development of distance education and the application of information technology for flexible, mixed modes of delivery.

Policies at international level

Awareness of the nature and effects of globalisation informs many international and regional initiatives aimed at promoting positive outcomes and avoiding negative consequences. Included in these initiatives are polices aimed at education and the use of new technologies. The World Bank, OECD, UNESCO, the European Union (EU) and the Council of Europe play major roles in the promotion of reforms, including the use of distance education. These agencies provide authority, incentives and resources which persuade countries to adopt their resolutions, more particularly since those countries want to embrace the Information Society and compete internationally.

The World Bank has financed programmes of higher education reform involving reorganisation, merging, expansion, liberalisation and particularly the provision of infrastructure - equipment, computers and electronic networks. OECD country missions on education generate substantial and detailed policy recommendations, including references to new technologies. As OECD's recommendations are drawn up in consultation with national ministries, they are usually incorporated into national policy. UNESCO has a number of initiatives and programmes aimed at promoting and supporting the application of information technology in educational systems (see Preface to this document).

Case study

International Policy Initiative - World Bank Education Sector Strategy
The World Bank will treat education comprehensively and work selectively across all areas of education depending on each country's priorities. There can be no single prescription about what needs to be done in all countries, given the huge differences in education and development needs. However, four global strategic priorities emerge from the Bank's commitment to the international education goals and from the consensus that there must be an unrelenting focus on the quality of teaching and learning [. . . . ]

Global Priorities

Innovative delivery: distance education, open learning and the use of new technologies. Existing and new technological possibilities (distance education using print and radio, TV, and the Internet) can reduce costs, increase access, expand the range and quality of education and training options, open up new worlds in classrooms and communities, and make real the promises of lifelong learning. 

The goals are to: develop a strategy for the use of educational technology in African countries; develop African expertise in educational technology and distance education through fellowships; use a survey and case studies to distill the lessons of experience of educational technology and distance education from Asia; and establish Internet sites through which to share knowledge among countries that use technology to train teachers (http://www.worldbank.org/depweb, http://www.globaldistancelearning.com and http://www.worldbank.org/worldlinks).

Source: World Bank (1999) Education Sector Strategy, http://www.worldbank.org/html/extpb/educat.htm 

There are international agencies and professional associations specifically concerned with promoting and supporting policies for distance education. They may have individual and/or organisational membership and operate globally. An international example is the International Council for Open and Distance Education (ICDE), and regionally the Asian Association of Open Universities (AAOU), the European Association of Distance Education Universities (EADTU), and in Latin America the Consorcio-Red de Educación a Distancia (CREAD). A prominent example of an international agency specialising in supporting the development of distance education is the Commonwealth of Learning (COL).

Case study

International Council for Open and Distance Education (ICDE)
The International Council for Open and Distance Education is the global membership organisation of educational institutions, national and regional associations, corporations, educational authorities and agencies in the fields of open learning, distance education, and flexible, lifelong learning.

ICDE facilitates international cooperation in distance education and open learning throughout the world. Through the ICDE membership and partnership structure, more than 130 countries are represented.

ICDE is officially recognised by the United Nations as the global non-governmental organisation responsible for the field of open and distance learning, and is affiliated with the United Nations through UNESCO.

The mission of ICDE is:
· to promote open and distance education, along with associated goals for flexible learning, training, continuing education, community education and adult education, throughout the world; 

· to be instrumental in developing networks and systems for educational purposes at national, regional and global levels; 

· to facilitate the emergence of new educational paradigms which recognise the importance of open and distance education and their allied principles and practices; 

· to contribute to the development of new methodologies and technologies applied to education and training in order to improve lifelong learning; 

· to ensure ICDE is an initiating base for the development of international strategies and policies related to open and distance education; 

· to foster international collaboration in education and training across national borders; 

· to create an appropriate environment for collaboration and the planning of new educational initiatives, in co-operation with cultural industries and services; 

· to provide a forum where individuals, corporations, institutions, governments and associations involved in open and distance education can engage in professional enhancement and interaction 

Source ICDE http://www.icde.org
In Europe, countries within the EU contribute to, and benefit from Europe-wide policies and programmes; those wishing to become members are required to bring their national legislation into line with European practice. In general these policies aim to improve and equalise access to education and training opportunities across all countries as part of wider objectives for ensuring economic progress, stability, and democracy and a closer union of the peoples of Europe. The Maastricht Treaty of the European Union (in Article 126) specifically promotes distance education. Other relevant EU policies include those for telecommunications reform, aimed at creating a European electronic infrastructure through which business, entertainment and education can be networked at low cost. 

Case study

Policy initiatives in European Union

Distance education has been incorporated into the European Union Maastrict Treaty of 1992 and its development is supported by major programmes funded by the Union.

Maasricht Treaty - Chapter 3 Education, vocational training and youth, Article 126

Action shall be aimed at:

· developing the European dimension in education, particularly through the teaching and dissemination of the languages of the Member States;

· encouraging mobility of students and teachers, inter alia by encouraging the academic recognition of diplomas and periods of study;

· promoting cooperation between educational establishments;

· developing exchanges of information and experience on issues common to the education systems of the Member States;

· encouraging the development of youth exchanges and of exchanges of socio-educational instructors;

· encouraging the development of distance education.

eLearning

The "eLearning" initiative aims to adapt the European Union's education and training systems to the knowledge economy and digital culture. 

This initiative has four components: to equip schools with multimedia computers, to train European teachers in digital technologies, to develop European educational services and software and to speed up the networking of schools and teachers. Most of the resources to be mobilised will be national, but they should be backed by all the adequate Community instruments (the education, training and youth programmes for innovative actions and exchange of good practice, the Structural Funds for assistance in the eligible regions, the Information Society Technologies programme to support research and to promote European digital contents) and by the development of partnerships between public authorities and industry.

Sources: Maastricht Treaty, Europa http://www.europa.eu.int
Through its assistance programme to non-member countries the EU has a major influence on practice with the intention of influencing policy innovation, for example through funding the multi-country programme in distance education from 1994-99.

Case Study

Policy development in central and eastern Europe (CEE)

In CEE, modern forms of distance education are mainly being developed through EU programmes rather than as national initiatives, apart from the continued existence and increased demand for the adapted consultation mode of study. A series of feasibility studies for the development of distance education in each of the CEE countries received EU funding and in 1994 the multi-country programme in distance education began. 

A consensus rapidly emerged that each country should work towards a coordinated network based on existing institutions developing dual or mixed mode teaching. No country proposed to establish a large scale, single mode autonomous open university. The basic elements for national structures for distance education were put in place - national councils, national and regional centres, course originating institutions, and study centres. A core of individuals have been trained and have an understanding of modern forms of distance education and skills in developing courses and tutoring. They are aware of the requirements for a national network capable of delivering courses throughout each country. These requirements include a legislative initiative; coordinated (and possibly collaborative) course development; a national tutorial system; quality assurance; credit rating and transfer; and the use of media and communication technology.

Source: Farnes and van Eckevort (1995)

The Council of Europe also exerts an influence on national policies and those relating to higher education. In particular their Legislative Reform Programme for Higher Education has been in operation since 1992. Its purpose is to stimulate and assist in the continuous process of development of the higher education sector, in terms of legislation and related policy development, as well as their implementation. Country missions and workshops support the search for practical solutions in the process of policy and legislative reform and its implementation, which include options for distance education (Kwikkers, 1996). The establishment of a free and independent media can have implications for distance education.

Policies at national level

National legislation and government policy decisions can legitimise distance education by putting it on an equal footing with other forms of education and removing barriers to its operation. Such legislation might not necessarily indicate what direction the development of distance education might take. This kind of legislation has been necessary and is being introduced in countries in Central and Eastern Europe. Legislation and policy decisions may also initiate national developments, for example setting up a single mode institution (as in Israel), a national coordinating organisation such the Open Learning Agency in Australia, the re-vitalisation of distance education in a developing country (as in Nigeria), and encouraging traditional universities to start teaching at a distance, as in Malaysia (see the Case Study under Professional Development). 

Case Study

The establishment of the Open University of Israel

The Open University of Israel was established in 1974 through a collaborative venture between the Israeli Government and the Rothschild Foundation. It is the only distance higher education institution in Israel. It was founded as a pilot project that had to prove its credibility as a university in its first years of operation. The rules of academic recognition in Israel require a new academic institution to undergo a probation period and only after several years of operation may it be recognised as an autonomous university (or college). In June 1980 the Council for Higher Education recognised the Open University of Israel as an institution of higher education and authorised it to award bachelor degrees. Since 1996 it has been also empowered to confer graduate master level degrees.

The funding formulas applied by the Council for Higher Education to the Open University differ significantly from those used for the campus universities. The latter get more than 70% of their operating budget from the government, whereas the Open University of Israel gets less than 30% of its funding from the government, and the rest is generated from student fees and sales of its books and courses. It publishes over half a million books annually, and many of them are widely used by students and faculty in other universities.

Source: Guri-Rosenblit (1999)

Case study

Government intervention in Australia

Australia’s education system has undergone a number of dramatic changes and reorganisation in the last decade or so which have had immense knock-on effects for distance education, confined almost entirely to dual-mode universities. First, the Government sought to create a unified national system by merging the previously separate colleges of advanced education with existing universities. This resulted in the formation of new amalgamated institutions, many very large and spread over a number of widely dispersed campuses. A further new organisational development in distance education in Australia was the establishment of Distance Education Centres (DECs). No sooner had this new system been put in place, however, the funding arrangements which underpinned the system were removed (and the system was wound down, though some DECs continued to operate. At that time the Government also set up the National Distance Education Conference (NDEC) which was expected to function as an advisory body on distance education matters and to promote common action. This body is still in existence under the name of the National Conference on Distance Education with an open membership. 

In 1992, while the DECs were still in full operation, the Government established the Open Learning Agency of Australia (later Open Learning Australia, commonly known as the OLA). This was a broker organisation set up as a limited company based on a consortium of universities. Through the legislation it had the power and resources to offer an alternative distance education programme, nationally and with open access. The universities realised that it is in their interests to participate, albeit with some reluctance.

Government funding for the OLA ran out after three years and although it continued to be supported by the large distance teaching universities, it achieved only limited success. With a change of government in 1996 much of the policy framework which had been responsible for the reshaping of Australian higher education was removed to be replaced by market forces. While there have been benefits for distance education arising from this fairly traumatic series of changes, it is also clear that distance educators in Australia have had to devote much time and energy to coping with the series of political reorganisations.

Source: King (1999)

Case study

The re-vitalisation of distance education in Nigeria

In Nigeria a group which included representatives of a wide range of educational institutions, the Commonwealth of Learning, UNESCO, the Joint Komputer Company, the Federal Radio Corporation and the Nigerian Television Authority met in September 2000 to affirm the importance of distance education to educational development in Nigeria. 

The group, which met under the auspices of the Federal Ministry of Education, reviewed the situation (concluding that the state of distance education in Nigeria is deplorable and archaic and requires extensive rejuvenation and modernisation) and endorsed a Ten-Year Plan to employ distance education to serve as a catalyst for the rapid turn-around of education in Nigeria. 

Recommendations which were put to the Nigerian Government included, among others, the development of a robust and pragmatic national policy on distance education, the adoption of distance education as a core component of teacher professional development, the provision of adequate funding to implement distance education programmes, the involvement of private sector participation, to re-establish the National Open University of Nigeria and the Nigerian Distance Education Network and to enable the establishment of an ICT driven distance education delivery system.

Source: Jegede 2000

Primary policy options for distance education are between single- and dual-mode - setting up a new institution (eg. open university), or building on what exists (enabling traditional universities to introduce distance education). The UKOU and the IGNOU universities were set up by Acts of their respective Parliaments as single-mode institutions. But in Australia, the idea of setting up a single-mode university has never been accepted at Government level, and legislation has focussed on dual-mode models.

In countries with a federal structure, national or federal authorities may have limited jurisdiction over educational matters at state or provincial level. For example, in the USA and Canada educational policy is a matter for individual States or Provinces which is one reason why these countries have not established national open universities. Whereas in India, there are a number of open universities operating at state level and in the local languages of those states. Nonetheless, a national open university IGNOU, has been given an all-India coordinating role as well as offering its own courses in Hindi and English throughout India. In Germany, a country with a federal structure, the FernUniversität was established in the most populous and industrialised Land state, Nordrhein-Westfalen. However, it gradually increased its recruitment to the whole of Germany, including the former GDR, and is now extending its operations internationally. 

There may be variations in the status and scope of national legislation. The status of this particular kind of legislation will depend on the country's type of political and legal system. For example it may be formally enshrined in Acts, Regulations, Statutes, Charters and policy proclamations. The scope of legislation and policies might deal only with the public sector, or be aimed at regulating activities in the private sector. Corporations, businesses, non-governmental organisations, charities, foundations may initiate developments and create institutions and programmes, and be required to do this within the framework of national laws and regulations. In some cases, as for private institutions in the Netherlands, regulation may be voluntary, but more often it is mandatory.

Policies at institutional level

National policies and legislation will have a direct affect on institutions’ activities and whether and in what way they can develop distance education. However, institutions may have a degree of autonomy and self-determination as to what policies they adopt regarding distance education, and the way in which they operate in this mode. Obviously, single mode institutions will have detailed policies and regulations for admission, range of course, use of media, qualifications, staff, students and so on. Traditional institutions may be faced with the choice of whether to diversify into distance education, or be encouraged to do so by national policy. To become dual mode institutions they will need to develop their own policies for the introduction and operation of distance education and consider modifications to existing policies.

Case study

Policies for dual mode institutions

A Commonwealth of Learning study (Renwick, 1992) recommended that a dual-mode university should develop its policies for distance education in the light of the following propositions:

Distance education programmes should be developed as an integral part of the university's teaching mission, not in a separate division devoted to teaching off-campus students.

Teachers at the university's teaching departments should be the primary resource for writing and revising the academic content of course materials for distance education programmes. In doing so, they should work with members of a distance learning centre which would be the university's repository of current knowledge of the theory and practice of distance education, have relevant expertise in planning and production of distance education study programmes, and have administrative responsibility for an effective conduct of the university's distance education activities.

Distance education activities should be conducted in relation to plans and priorities and under policies and working arrangements that have the full authority of the university, are properly funded and monitored, and regularly evaluated. It is for the Vice-Chancellor and his/her management team to ensure that this is so.

Once priorities are set, funds are allocated, and responsibilities are assigned, administrative and financial responsibility for development of materials, organisation of study programmes, and conduct of the university's annual offerings for off-campus students should be delegated to the appropriate operational level with clear requirements for individual and/or collective accountability.

As and when required, all university teachers should be expected to participate in distance as well as campus programmes; contracts of appointment should be written accordingly, and applicants for teaching positions should be fully informed of the range of teaching duties they might be expected to perform.

The contributions that the university teachers make to its distance education programmes should be planned and administered as a regular part of their teaching duties. There should be university rules for moderating teaching loads so that (as far as this can be done by rules) teachers are not penalised by the nature of their teaching, whether it is face-to-face, distance, or some mixture of both.

Teachers should be inducted into their role and responsibilities as tutors in distance education programmes and there should be a continuing programme of staff development related to distance education.

As part of a wider policy of giving recognition to excellence in teaching, the university should ensure that its criteria for the purpose of staff assessment and promotion allow its teachers to include their contributions to distance education among their claims to consideration.

The university policies in improving effectiveness of its teaching, including distance teaching, should be set in a context of research development and evaluation.

A university that works its way through that agenda and devises policies that give reasonable satisfaction to its professors, students and the communities it serves will create a basis for development of an institutional culture appropriate to a dual-mode university. 

Source Renwick (1992)
Aspects affected by policies

Policies and legislation may define and specify the requirements for various aspects or areas of operation of distance education, such as the type of distance education, its status, the institutions and programmes allowed, how institutions will be financed and staffed, how their activities will be monitored, and which quality assurance mechanisms will operate.

Definition of distance education

The description of distance education in the legislation may be so general that everything is covered, but in some cases the concept of distance education is too narrow and restricts developments. In many countries it is forbidden to charge fees at Bachelor level by any mode of study, which prevents the use of fees to fund up-front investment for developing distance learning courses. The legislation may also refer to media and possible methods of delivering education. There is a risk of legislation becoming out of date and no longer matching the technologies available: by allowing the use of broadcast media, and not including the Internet, for example. 

In some cases policies may differentiate between different levels of distance education, that is, primary and secondary education, and higher education. This is the case in countries such as Australia and Canada where there is a long tradition of teaching children at a distance. In some countries distance education is allowed at Master’s but not permitted for undergraduate level study. 

Specific target groups of students may be specified in the legislation or charter setting up an institution. These often include women, people in rural areas and those who have been disadvantaged in other ways. Teacher training and re-training is frequently specified. Legislation may sometimes – as in the case of the Bangladesh Open University (BOU), for instance – specify that programmes should be developed at different levels to meet the needs of various target groups. BOU is required to be more than an institution which provides degree-level opportunities to those unable to secure places in the traditional universities of Bangladesh. Its main objective is to provide flexible and needs based education, which is to include a wide spectrum of non-formal educational opportunities. 

Often legislation defines the function of distance education as opening up access to higher education for those who had not previously had the opportunity to study, and this is frequently linked to open access and the abolition of qualifications for entry. One of the most revolutionary aspects of the establishment of the UKOU was that it was the first large-scale distance teaching institution to be established with open access, that is, no qualifications are required to be admitted. While others followed its lead (the Open University of Israel, for instance, IGNOU and the Universitas Terbuka in Indonesia) other distance education institutions (the FernUniversität, UNED in Spain and most of the Australian dual-mode universities) retain the traditional requirement for entry qualifications since the concept and practice of open access has not yet been generally accepted. In some cases entry to distance education is restricted to nationals of the country in question, who may or may not live in that country. 

Status of distance education

The status of distance education may be defined through legislation. It can be declared as being equivalent to conventional education, or defined simply as a means of delivery (where the same curriculum is taught face-to-face or at a distance), or as an equivalent but different type of education. Specific roles may be assigned to different modes of education, eg. traditional for full-time students, and distance for part-time. Where the same qualification is awarded for both modes then parity of status should be ensured. However, rigid distinctions between different modes may become restrictive as the production and delivery of education become more flexible and the distinctions between traditional and distance education become blurred. 

The status of degrees awarded through distance education may need to be defined through legislation to counter any general perception of lower standards. However, it may take time before other universities, employers, and students are confident about comparability of standards. This was identified as a particular problem in institutions such as the Korea National Open University during the early stages of development. Well-established distance teaching institutions such as the UKOU, which faced this problem initially, have now established the status of its qualifications. Countries such as China and India are still struggling with the perception of distance education as being second rate and distinctly inferior to the traditional form.

Legislation may be necessary to introduce a system of credit rating and transfer. While it is unlikely that such a system would be set up solely for open and distance learning, the modularisation of higher education and the introduction of credit bearing courses stimulate developments. Being able to combine distance education credit with credit gained through conventional programmes (both within the same institution and across institutions) gives parity and equal value to distance education through the common currency of credit rating and transfer. The situation as regards credit transfer may not be laid down in the setting-up legislation, since in many cases credit transfer schemes have been developed only after the institution has been established for a number of years. It takes time for potential employers and other universities to accept that qualifications gained at a distance are of at least equal value with those from more conventional institutions. 

Funding

Legislation may define the bodies and mechanisms for funding distance or this might be included within higher education generally. Distance education institutions may receive a block grant from the government in common with other universities. There is much variation in the amount of funding provided by different governments for distance teaching institutions – the Open University of Israel, for instance, gets less than 30% of its funding from the state, whereas the FernUniversität in Nordrhein-Westfalen gets 95%. The Sukhothai Thammathirat Open University in Thailand gets 20% of its funding from the state and the remainder from student fees; IGNOU gets 40% from central government and 60% from student fees. The Open University of Hong Kong gets no state support at all, relying mainly on fee income. 

In general, because of their specific nature, the majority of single mode distance teaching institutions are expected to have lower costs per student and per graduate in comparison with conventional universities. This expectation is generally borne out in practice, though it depends on what costs are included in the budget. Expectations and costs differ for dual mode institutions, and the teaching costs for on- and off-campus students might be regarded as equivalent, especially with labour intensive online teaching. Sometimes capital expenditure for setting up costs such as buildings, infrastructure, equipment or initial course development are provided, but not running costs. Also the funding system may change over time as governments require education to be more accountable, expand and improve its cost-effectiveness. 

National legislation may define fee levels, particularly where there is a right to free education. However, this might only apply to full-time study and up to first degree level. For part-time and continuing education, institutions may be allowed to charge fees - as in the case of Lithuania, where students studying under the consultation method of distance education provide a substantial fee income, in effect subsidising full-time students. 

Fee levels might be specified in regulations as a proportion of the full teaching and development costs, or only be expected to cover the direct teaching cost. Students may be entitled to receive bursaries or grants. In China the majority of students have traditionally been paid to study and offered opportunities for group study in the workplace. In the past students in distance education schemes in the USSR and Central and Eastern Europe countries received considerable sponsorship as a result of government policies and were able to get time off work, support for buying study materials and travel expenses. These advantages are no longer available and students are obliged to finance their studies themselves. In the South Pacific, students studying with the University of the South Pacific (USP), a dual-mode institution with considerably more off-campus than on-campus students, have benefited from fee sponsorship from the public and private sectors, which is one of the reasons why USP has continued to prosper despite the immense range of difficulties it has to overcome (geography, poverty, high levels of illiteracy, transportation problems, large number of languages and cultures etc). 

Staffing

In some countries where a high level of state control over education is the tradition, then legislation has spelt out the rights of the government in the appointment of staff in higher education institutions. The global trend is against such restrictions and it may be possible to amend or revise the legislation. In Hungary, for instance, the Prime Minister appoints (and dismisses) college professors, mandates (and dismisses) college directors and mandates the chairman and members of the Hungarian Accreditation Committee.

A question arises over whether staff members retain the rights to their own work and the material they have produced, or whether copyright resides with the employing institution. In institutions like the UKOU, the content and teaching approach for all media components are discussed during development by a course team who suggest amendments and improvements, so it is difficult to attribute individual authorship; furthermore conditions of employment specify that the institution owns the copyright. In the FernUniversität and UNED, however, the author/editor model is used: here the materials written by a faculty member are edited by a professional editor whose input is restricted to proof reading and the copyright resides with the author. This can cause problems when a member of staff takes up another appointment and wishes to use material for distance teaching elsewhere or any updating or modifications are needed.

Accreditation and quality assurance

The purpose of accreditation is to give recognition to education institutions, faculties or programmes. Accreditation is a formal licensing procedure usually based on a process of evaluation of the institution (faculty or programme). This process of evaluation may cover institutional aims and objectives, staffing, resources, student support, curricula research and management structures. Quality assurance at both programme and institutional levels aims to ensure that quality of all aspects of education is maintained and enhanced. Quality assurance in higher education normally conforms to a four-stage model involving:

· A national body in charge of quality assurance

· Self-evaluation of higher education (at institution, faculty, programme levels)

· External peer review, usually with a site visit

· Public reporting and evaluation.

Responsibility for supervising and monitoring accreditation and quality assurance procedures in distance education may be allocated to a national body which acts as a buffer agency bearing the ultimate responsibility for ensuring that these procedures are carried out. 

Quality control and staff development are inextricably linked, since staff qualifications, skills and development are almost always assessed as part of any quality assurance procedures. It is important that staff be convinced of the value of staff development, in personal as well as institutional terms. In India, where very large numbers of people are engaged in producing distance teaching materials, staff development provision has simply not been able to keep up with growth. Although the University Grants Commission specifies a certain proportion of core staff, this is not achieved, and there are many other problems related to lack of permanent staff, lack of proper administrative structures and job descriptions and lack of opportunities for improving job performance. The Staff Training and Research Institute of Distance Education (STRIDE) sees the training of both academic and non-academic staff as a priority in achieving efficiency and effectiveness. 

In some cases it is only private providers or those who are not universities whose teaching and staff are subject to scrutiny. This is the case in the Netherlands, where private providers are regulated under the headings of quality control, recognition of the institution, accreditation and recognition of diplomas. In France all private providers are regulated, but legislation is concerned more with the quality of the provider than with the courses they produce. 

Case Study

Quality Assurance - University Grants Committee, Hong Kong
The University Grants Committee of Hong Kong (UGC) is a non-statutory advisory body. It sees the maintenance of academic standards in general, and the quality of teaching and learning in particular, as major challenges. As part of its evolving approach to the assurance of quality in UGC-funded institutions, it undertook Teaching and Learning Quality Process Reviews of all such institutions during 1996 and early 1997. The focus of these reviews was on the institutions' teaching and learning quality assurance processes, and the appropriateness and adequacy of these processes for actually maintaining and improving the quality of teaching and learning. 

The underlying assumptions of the Review were that: 

(a) quality does not just happen: it requires leadership, well-designed processes, diligent follow-up, and continuous improvement; 

(b) teaching and learning quality processes require a significant degree of interaction among academic staff; good teaching does not stem from individual performance only; 

(c) the quality and consistency of institutional, faculty, and departmental teaching and learning quality processes can be observed; the degree to which staff seek out best practices and work together on teaching and learning quality assurance and improvement also can be observed; 

(d) the degree to which teaching and learning process elements have been internalized by staff, and especially the degree to which staff feel accountable to each other on teaching and learning quality assurance mechanisms, are more important than the formal aspects of an institution's quality assurance mechanisms; and 

(e) it is possible and desirable to approach the quality review process holistically, rather than focusing mainly on formalities and written documents.

Source: Young (1996) 

Policies in related sectors

Besides policies and legislation concerned directly with distance education, there are other policies and legal requirements in other sectors which have implications for distance education, the demand for courses and their production and delivery. 

Employment

The Information Society is creating needs for training, re-training, continuing education and lifelong learning. Many of these needs can be met through distance education, and government policies to increase participation and to upskill workforces may include additional funding for the development of programmes. Governments may take steps to encourage employers to fund learning and to provide opportunities for their employees which have direct impact on the demand for distance learning.

National reforms in the public sector might create demands for retraining. Legislation may, for example, change the structure, curriculum and examinations at school level and this would create retraining needs for large numbers of teachers, who are a natural target group for distance education. Training needs might arise from new approaches to health, social care and welfare that can be met through distance education. Opportunities for new programmes might arise from legislation introducing privatisation, de-regulation, reorganisation, and competition, and lead to retraining, redundancies and unemployment. Government schemes set up to help the unemployed, people with disabilities and women returners might include sponsorship for students or funding for course development. 

National employment legislation can impact on staffing in distance institutions: an example is short term contracts. In India, there has been little security of employment among staff in university correspondence course institutes. This has been identified as a major problem in training and motivating staff. This applies particularly for tutorial staff, normally employed part-time over the period of the academic year and with no guarantee of continuity of employment. National employment legislation has forced some institutions to improve conditions for tutors and other short term staff. However, the resource implications are such that very few institutions are able to increase rates of pay or provide longer-term contracts.

Where institutions offer courses and provide local tutors in a number of countries, decisions have to be made about paying local or international rates: different labour market conditions and regulations may lead to administrative complexities. The use of remote tutors operating from the home base, or located in limited number of countries, might be preferred by the institution if not by students. 

Broadcasting and telecommunications

Radio and television broadcasting is used by many large open universities, and for distance learning programmes. Consequently the way broadcasting is organised within a country can have implications for access to the media and the media mix used in courses. For example, when the UKOU was being planned as the University of the Air, it depended on the establishment of a fourth national TV network which would have been excessively expensive. An agreement was negotiated by the government to use production facilities and transmission on the second public TV channel, BBC 2. The China TV University system is entirely dependent on TV, with its programs beamed down by satellite. When changes take place they can have knock-on effects on distance education and on the production and transmission of programmes, for example, the introduction of new channels, satellite broadcasting, privatisation of organisations or channels. 

In many countries TV and radio broadcasting organisations have an obligation to fulfil an educational role in society, or for political reasons may wish to include educational programming in their schedules. Distance education institutions might be able to use this kind of opportunity to collaborate with broadcasting organisations to work together to produce radio and TV programmes. Ideally, this should work as a collaborative activity in which each partner makes a comparable contribution and obtains benefits for its viewers and students. 

In several countries distance education institutions have eventually found it necessary to become independent from their broadcasting partners and to take over responsibility for their broadcasts (as they gain in experience). They are able to select new partners from among a growing number of independent companies and as regulations change to obtain transmission facilities on independent channels. In the UK, for example, the Open University's relationship with the BBC has changed over the years, particularly as the ownership of video recorders became widespread. Also, the BBC faced increased competition and moved to night-time transmission for education. An additional factor was the introduction of new technology which facilitated a change in production methods from studio production to location recording. In Taiwan there was a strong tradition of educational broadcasting run by the Ministry of Education. This was restructured to become part of the Chinese Television System (CTS), which then produced all the broadcasts for the National Open University (NOU). NOU eventually set up its own studios and also found a way of contracting other television production and broadcasting companies, thus breaking the CTS monopoly. 

Access to telephones, and the costs and efficiency of the services, can be important for student contact with a distance teaching institution, their tutor and other students. De-regulation, privatisation and reorganisation effect the availability and costs of telephone, email and Internet use. For distance teaching institutions and programmes that use telecommunications on a large scale, a rise or fall in costs can make a big difference to the ultimate cost of delivering courses, and on the financial load on students. Generally around the world new technology and infrastructure investment is leading to reducing costs and improved services; and mobile phones and internet access will open up new opportunities for distance education. 

Postal regulations

Most distance education providers send teaching materials to their students through the post and the regulations and range of providers are of central importance. As more material is supplied on-line this may change, but in most countries distance students will remain dependent on postal systems. The Open University of Tanzania, for example, relies on a well-tried system where bus drivers hand-carry assignments and university staff travel to study centres with packs of student materials. When the Indonesian open university, Universitas Terbuka, was set up, it established a formal partnership with the Indonesian post office, where students could buy application forms, obtain information and pay their fees as well as despatching their assignments. In most countries there are restrictions on what may or may not be sent through the post which may give rise to difficulties sending home experiment kits, equipment and chemicals through the post, or abroad. 

In institutions in developing countries, especially those covering large geographical areas such as the University of the South Pacific (USP) which has a diameter one-sixth of the earth’s circumference, the university needs to draw on many modes of transport, including air and sea carriers, canoes and delivery by foot. While USP has access to satellite technology, very few students have access to computers, and print remains the core instructional medium. More developed countries have access to different forms of postage at different rates (letter rate, printed paper rate, parcel rate) and different operators such as courier services, who will deliver materials both nationally and internationally.

Copyright law
While almost every country in the world has copyright regulations, these vary from one country to another and there are few international agreements with the exception of the Berne Convention and the Universal Copyright Convention. These conventions set a minimum standard of protection that each country that belongs to the Convention agrees to adhere to. However, within the terms of the Conventions there is scope for countries to provide different forms of protection such as varying degrees and levels of exceptions to copyright owners’ rights. One of the objectives of the Commonwealth of Learning is to facilitate international copyrights issues for distance education providers.

The principle of the Fair Use of material is common to most forms of copyright legislation. It is defined, for instance, in the Canadian Open Learning Agency’s Copyright Guidelines as ‘…the quotation from, or reproduction of minor excerpts of a work in which copyright exists for bona fide purposes of private study, research, criticism, review or newspaper summary.’ However, the line between fair dealing and infringement is difficult to define and only the courts can rule whether fair dealing or infringement is involved. 

No teaching materials are exempt from copyright considerations, so texts, multimedia and the simultaneous use of different media, photographs, sound effects, interactive video discs, computer programs, direct access by satellite to database services, CD ROMs, must all be covered. The only exception is when just a small number of words are used in a short passage (though the number of permitted words varies). Copyright normally runs out after a certain period, often the life of the author or originator plus fifty years, though once again, this varies from one country to another. 

Most copyright legislation distinguishes between materials for educational use and materials which are to be sold commercially. This becomes problematic when course materials are also sold, either via the university or through commercial outlets. There are usually special conditions applicable when materials are reproduced in another form for students with disabilities – in Braille form, for example, for students with visual impairment. 

Copyright issues apply to the Internet although the situation is not yet clear. The principle of the Fair Use of material which aims to keep the balance between authors’ and users’ rights is meant to be followed in the use of material on the Internet, but very little legislation is actually in place, especially internationally.

Consumer protection

In some countries the rights of the consumer are protected under legislation which specifically covers the supply and delivery of distance education materials, and in others legislation is separate, but must be conformed with. Consumer-oriented legislation in France which applies to distance education is particularly detailed. It covers advertising and publicity, which is very strictly regulated so as not to mislead potential students, applications and enrolments (must be by registered post), seven days’ cooling-off period and the possibility of cancelling up till three months into the course and the functions and responsibility of the government in relation to distance education courses. While Spain has no government legislation protecting consumer rights, the ANCED Quality Control Board requires its members to use a model contract which guarantees student choice and the right to change courses. Payments in advance are not allowed and payment can be made by banker’s order once the materials have been received. In the UK there is no legislation which lays down the rights of the consumer in relation to distance education, but the Open and Distance Learning Quality Council lays down procedures for its members which include requirements about recruitment and publicity, and student services. Conditions for enrolment cover a wide range of information which must be given to the student about his or her financial commitment to the institution and what can be expected in return, the provision of a learning agreement, the level of tutorial support which is guaranteed, and the opportunities for cancellation. 

Case study

Quality control in Germany

In Germany, the Zentralstelle für Fernunterricht (ZFU) carries out an extensive quality control check on every proposed distance learning vocational course as follows: they make an initial assessment of the proposed course, then the Bundesinstitut für Berufsbildung (BIBB) carries out the evaluation. Next the information material that enquirers will receive is assessed and the level and pre-requisites for the course are examined to see if they have been correctly specified. Study time is then checked to see whether sufficient has been allowed. 

The teaching material itself is then subjected to a number of checks as to aims, depth and breadth of coverage, learning objectives and, most important of all, content. This is checked for selection, up-to-dateness, relevance and possible applications. Any errors or gaps are listed and passed back for correction. The teaching methodology is also evaluated, including the way in which the material is broken down and distributed, the language level, use of case studies, links to related topics and teaching devices used. The assessment system and face-to-face teaching elements are likewise evaluated. The final certificate of recognition is issued by the ZFU once everyone is satisfied of the quality of the course.

Source: O’Neill (1998)

Other factors affecting policy


There are a range of general factors which have a bearing on policy and legislation affecting distance education: these include socio-economic change, tradition and cultural background, as well as the technological and competitive environment.

Socio-economic changes 

Many countries have undergone immense upheavals of a political and socio-economic nature which have completely changed the pattern of needs for distance education. An obvious example is Central and Eastern Europe, where there is now a desperate need for education which will support learners who have to find new kinds of job, speak different languages, adapt to a new political system and in many cases change their way of thinking. While distance education has been seen as a useful means of meeting some of these needs, national policy initiatives have been slow to come. Similarly, in South Africa, political changes have impacted on admission policies, and on the courses provided by distance education institutions.

Influence of tradition

Differences in legislation in certain countries may relate back to the traditions of higher education and how this has been dealt with in the past. In the Napoleonic and Soviet traditions the state bears the ultimate responsibility for universities and the staff are civil servants; in the Humboldtian tradition universities and their academic staff have the autonomy to make the decisions as to what and how to teach; in the Anglo-Saxon or market tradition the customer, ie. student or corporate sponsor, may effectively exercise power over policy and the courses offered. 

In many countries the establishment of open distance universities has deliberately broken with tradition, offering opportunities for higher education to those who would not otherwise have the chance to study. The UKOU, the Open University of Israel and Athabasca University in Canada are examples of universities which broke the traditional, meritocratic tradition of selective admission to university studies. In some countries, however, and Germany and Spain are obvious examples, the FernUniversität and UNED restricted entry to the same requirements as for conventional, campus-based universities. UNED have, however, modified this by allowing applicants aged 25 and over to take a special Admission Course lasting a year. A relatively large proportion of UNED’s students took advantage of this form of entry (over 20% in 1993). While students without formal qualifications can enrol for continuing education courses at the FernUniversität, they cannot be awarded a degree. 

Cultural diversity

Cultural diversity and a multiplicity of different languages are common problems in areas such as India, Africa and the South Pacific and present particular problems for distance educators who have to make important decisions about translation and conversion of course materials which have far-reaching cost implications. Most distance teaching universities restrict the number of official languages to no more than three, one of which is often English. There are however equal opportunities issues which require that materials be made accessible to minority language groups wherever possible, as well as containing case studies and illustrations which are appropriate for their target group. 

With the expansion of educational opportunity, the new student body displays diversity of knowledge and skill as well as cultural background which has to be approached in a number of different ways. These include the provision of access and foundation courses, as well as direct student support. 

Competition

Educational reform may be intended to create new target groups and allow a variety of new providers, thus increasing competition between institutions who have to improve their marketing operations and flexibility. This is the case for many distance education providers, as for-profit bodies spring up and alliances of different kinds form between educational institutions, broadcasting bodies, and others with an interest in education. Virtual universities offering courses on the Web show how varied and unexpected some of the partners in these alliances can be. Existing institutions will have to review their policy options and decide whether to seek alliances to improve their reach and range of courses, or take other steps to ensure that they can successfully fight off competition.

Access to technology

World-wide there is a tremendous variation in access to technology which obviously influences the speed and ease with which distance education institutions can make use of the new media. A simple comparison between, say the USA or Taiwan, where potential students are well supplied with computers and India or Oceania, where the main teaching medium is print and will remain so for some time to come, demonstrates a widening gap between the haves and the have nots. There are enormous differences between developed countries where education and information materials of every possible kind are available on the Internet, and remote and poor countries where paper and pencils are still the basic educational tool and widespread access to new technology is but a dream.

Conclusion

Policy affecting distance education operates at a number of levels and across a variety of sectors. While educational policies will be central, the nature of distance education and the use of technologies mean that other sectors can impact on developments. Policy makers wishing to initiate or encourage innovation and change in education will need to undertake a policy audit to take a broad view of the interrelated policy aspects which might need reform and new legislation. Those working in the field are usually aware of what is inhibiting their work, and what steps should be taken in order to expand. However, those who lack knowledge about the nature of distance education and of the current legislative and regulatory context may take a simplistic view of the costs and practicalities of setting up and running a distance education programme. 

There may be significant and powerful factors affecting policy, making reform inevitable or difficult. In particular information and communication technologies are having a profound impact in many sectors of society and driving change. On the other hand powerful elements within traditional higher education may resist reform and the introduction of new technology into teaching and learning. The legislative and regulatory framework in which these technologies can flourish, and be exploited for learning will be crucial in enabling the Information Society to become a reality. International agencies have an important role in setting agendas, facilitating the sharing of experience, promoting international collaboration, and influencing the impact of globalisation of education.

CONCLUSIONS

Distance education and the Information Society

This analytic survey is intended to assist in the development of distance education and the application of technology in learning in order to respond to, as well as shape the Information Society. Historically distance education has contributed to meeting large scale learning needs arising from social and economic change through organisational innovation and the exploitation of technology. It depends on and contributes to industrialisation, and has also contributed to improvements in agriculture and the green revolution. It is assisting countries in transition and developing countries across a range of sectors. 

The coming Information Society creates new and extensive challenges for education. For the first time in history information and knowledge are not simply a means of improving society but are becoming the main products of economies. In the richer countries, knowledge based technologies, services and products, entertainment, culture and learning are the major contributors to economic growth and prosperity. More and more people are being drawn into the Information Society as workers, learners and consumers, since it is fast becoming central to employment, learning and leisure. Distance education and the use of technology in learning are in the mainstream of these developments. 

Knowledge is the main asset and product of the Information Society upon which continued economic well-being and social development depend. Distance education and the Information Society are both concerned with the creation, acquisition, sharing, dissemination, delivery, support and recognition of knowledge. Distance education is the means for achieving continuous learning necessary for successful participation in the Information Society.

This survey has focussed on key areas to assist in the expansion of distance education and the exploitation of technology for learning. It is aimed at those able to take action to assist in these tasks. Section 1 provided an historical introduction to the various organisational and pedagogic models of distance education which have developed around the world. Section 2 provided a theoretical underpinning for these developments. Both these sections are intended to inform action based on an awareness of the options, past experience, and developments elsewhere and an understanding of the underlying processes, and in this way to avoid wasted resources. A knowledge of the history, and main types of distance education and pedagogy provide an important foundation for understanding the diversity of current developments and for distinguishing between those that are well grounded and those that are merely hype.

As well as initiating developments, steps need to be taken to remove barriers to progress. Section 3 addresses what measures can be taken to remedy the shortages of knowledgeable and skilled human resources necessary for the implemention of programmes of distance education, and for successful application of information and communication technologies. Professional development is required for a range of key personnel and extends from awareness raising through to acquiring specialist qualifications. Informed and skilled people can recognise the contribution that distance education can make and the methods involved. They can put forward policies, plan programmes and ensure their effective implementation at a variety of levels, ranging from international initiatives, organisational development and to the creation of courses. 

Section 4 dealt with another kind of barrier, the policies, regulations and restrictions which often unintentionally inhibit the development of distance education and innovation. Policy reform, development and implementation at a range of levels across a number of sectors has a crucial role in initiating and enabling distance education to flourish. International and national agencies and associations, as well as governments, and institutions need to be involved and to take action to promote change and development.

Levels, agencies and action

This analytical survey provides the underpinning to inform action. In order to focus on what action can be taken and by whom, the following framework is provided. In the left column are various levels ranging from international to the individual, the next column gives examples of the agencies at each level, and the final column gives the areas dealt with in the previous sections of the survey. Readers will be able to locate themselves and their organisations within the framework and consider what action might be appropriate within their context, and how it can contribute to the development of distance education and the application of technology to learning.
	Level
	Agency
	Action

	International
	UNESCO, World Bank, Commonwealth of Learning, ICDE
	Policy development, programme funding, professional development, experience sharing networks and events

	Regional
	EU, Asian Development Bank, CREAD, EADTU, EDEN, AAOU
	Policy development, funding, professional development, collaboration, credit transfer

	National
	Government, professional associations, agencies, telecommunications
	Policy reform and initiation, legislation, regulation, funding and student fees, professional development and recognition, technical support, access to media and networks, co-production

	Institutional
	Universities, colleges, schools, agencies, enterprises
	Institutional policy and development, course development and delivery, student support, organisational and professional development, quality assurance, collaboration

	Department
	Administration, Marketing, Admissions, Faculties, Technical, Media, Support, Assessment, Evaluation
	Departmental policies and procedures, programme planning and implementation, plan and produce courses, professional development, quality assurance and evaluation

	Team
	Project and course teams
	Team planning, team learning, problem solving, production, research and development

	Individual
	Policy makers, legislators administrators, managers, academics, educational technologists, other professionals, support staff
	Career planning, professional development, implement activities and procedures, produce courses, develop media, support students


Many agencies are involved in distance education development and implementation, it is a complex activity requiring a policy and regulatory framework, appropriate organisational and pedagogic structures, funding, professional staff, coordination, and quality assurance. A range of actions are needed to initiate developments, remove barriers and improve on current practice. The infrastructure, technologies and facilities of the Information Society are becoming more widespread and can be harnessed for distance education. Informed policy and professional development are needed for the application of this technology for an effective pedagogy for the Information Society. This survey has aimed at providing guidance for appropriate action.
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