
CHAPTER 3 

DISTANCE AND OPEN LEARNING IN THE COMMONWEALTH 

3.1 Introductio n 

3.1.1 I n this chapter we present data on distance education in the 
Commonwealth, highlighting: 

* th e main areas of use of open and distance learning, by 
subject and level; 

* th e students, actua l and potential, of open learning 
systems; 

* th e main media used; 

* th e main types of organisational structures; 

* source s of training for practitioners; 

* organisation s at national, regional and international level, 
concerned with open and distance learning and their role. 

3.1.2 Ou r report is based on the following: 

* a  survey : questionnaire s were sent to just over 400 
institutions, and 306 replied in time for their response to 
be analysed. Abou t 20 more replies were received but these 
arrived too late to be included. The main part of this 
chapter draws on the analysis which, although incomplete, 
yields more comprehensive information than any previous 
survey.+ 

* Regiona l reports: we commissioned overview papers from eight 
regions of the Gommonwealth, as follows: 

Africa: Botswana, the Gambia, Ghana, Kenya, Lesotho, Malawi, 
Mauritius, Nigeria, Seychelles, Sierra Leone, Swaziland, 
Tanzania, Uganda, Zambia, Zimbabwe. 

Asian Commonwealth Countries (excluding India): Bangladesh, 
Brunei, Malaysia, Maldives, Singapore, Sri Lanka. Hon g Kong 
is also covered in this paper. 

+ Prior to this, the best data base was at the United Nations 
University International Centre for Distance Learning, housed at 
the UK OU. We deliberately framed our questionnaires so that our 
data is comparable with ICDL data (which is of course worldwide). 
It would be useful to amalgamate the two data bases. 
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Australia 

Canada 

Caribbean region: Antigua and Barbuda, Bahamas, Barbados, 
Belize, Dominica, Grenada, Guyana, Jamaica, St Christopher 
Nevis, Saint Lucia, St Vincent and Grenadines, Trinidad and 
Tobago. 

India 

South West Pacif ic Is lands: F i j i , K i r i ba t i , Nauru, New 
Zealand, Papua New Guinea, Solomon Islands, Tonga, Tuvalu, 
Vanuatu, Western Samoa. 

The United Kingdom 

[Note: Cyprus and Malta were not able to be covered within a 
regional report .] 

* V i s i t s : we made v i s i t s t o 10 Commonwealth countr ies 
excluding Britain and attended an in t e rna t iona l conference 
on dis tance education in the Asia and Paci f ic region a t 
Bangkok, with delegates from 11 Commonwealth countries. We 
also interviewed numerous v is i tors to London. 

* Sectora l s t u d i e s : in order to look more c lose ly a t 
d i f f e r e n t s u b j e c t a r e a s , w i th professional manpower 
development particularly in mind, we commissioned specialist 
papers on accountancy, hea l th and medical education, and 
agriculture; we also commissioned short ssudies on the role 
of private correspondence colleges in some countries. 

This chapter draws on a l l these sources. 

3.2 Mai n Areas o f Ope n and Distance Learnin g 

3.2.1 We asked each inst i tut ion to indicate the subject areas in which 
they offered courses. These f igures are presented overleaf in 
rank order. 
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Table 3.1: Number s of institutions offering courses in different 
subject areas 

Number of 
institutions 

Subject Area offering courses % Rank 

Econcmics/Business Studies 120 39 1 
Mathematics 114 37 2 
Science 104 34 3 
Social Science 101 33 4 
Arts (excluding Languages) 86 28 5 
Technology (and Engineering) 83 27 6 
Languages 80 26 7 
Teacher Training 76 25 8 
Continuing Education 64 21 9 
Cctrputer Studies 60 20 10 
Law 58 19 11 
Medical and Health Sciences 48 16 12 
Agriculture 44 14 13 
Contnunity Education 32 10 14 

(N = 306) 

3.2.2 Language s 

Institutions were asked to indicate which languages were used for 
instruction. O f the 306 returns, only six indicated that they did 
not use English. A  few other institutions indicated that they 
used English and one or more other languages. 

3.3 Level s of Programme 

3.3.1 W e asked all institutions to indicate what levels of programme 
were offered. W e presented the following options: 

* Primar y (Adults/children)+ 

* Secondar y (Adults/children)+ 

* Furthe r Education (Accredited but non-degree post-secondary) 

* Degre e 

* Post-graduat e 

* Continuin g Education: (Post-compulsory education for adults 
- most professional and technical studies are included under 
this section) 

+ As the terms of reference for the study required us to concentrate 
on post-basic education , some institutions known to teach only at 
primary or secondary level were not contacted. 
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* Communit y Education: (Non-formal education for adults) 

Table 3.2: Numbers of institutions offering programmes at 
different levels 

Programme Level Numbe r of Institutions 

Primary (adults and children) 2 2 
Secondary (adults and children) 5 8 
Further Education (post secondary, non degree) 16 5 
Degree 8 4 
Postgraduate 6 9 
Continuing Education 10 7 
Community Education 6 7 

Total: 57 2 

3.4 Regional Differences 

3.4.1 Tabl e 3. 3 overlea f give s informatio n abou t th e number s o f 
inst i tut ions i n eac h regio n offerin g th e differen t subjec t areas . 
The mai n pa t t e r n t h a t emerge s i s t ha t , i n general , i n s t i t u t i o n s 
tend t o concentrat e o n th e mor e ' t r a d i t i o n a l ' subjec t area s o f 
mathematics, science , socia l science , an d busines s studies . Fe w 
i n s t i t u t i o n s i n an y regio n excep t th e UK , provid e course s i n 
medical an d hea l th sciences , communit y education , computin g o r 
technology. A  r e l a t i v e ly hig h proportio n o f Africa n an d Sout h 
West Pacifi c inst i tut ion s offe r course s i n agriculture . Teache r 
training appear s t o b e a  significan t are a i n Australia . 

3.4.2 I n th e develope d countr ies , ther e ar e example s o f dis tanc e 
t e a c h i n g a t a l l l e v e l s an d fo r a  wid e rang e o f s u b j e c t s , 
vocational, technical , an d academic . Ne w in i t ia t ive s ar e neede d 
t o f i l l gap s an d improv e teachin g systems . I n mos t developin g 
countries, th e pictur e i s ver y different , wit h existin g distanc e 
teaching operat ion s ofte n r e s t r i c t e d t o c e r t a i n educationa l 
sec tors . Throughou t th e developin g count r ies , ther e i s ver y 
l i t t l e distanc e educatio n i n technical , professiona l an d scienc e 
subjects, an d ther e i s ver y l i t t l e non-forma l adul t educatio n a t a 
d is tance . Ther e i s a l s o a  shar p cont ras t betwee n dis tanc e 
education i n Afric a an d Asia . Africa n inst i tut ion s teac h largel y 
a t pre-degre e leve l , wit h som e commercia l subject s offere d a t 
secondary leve l , a s a  cont r ibut io n t o vocationa l t r a in ing . 
Teacher t r a i n i n g a t a  d is tanc e a ls o ha s a  stron g t r a d i t i o n i n 
Africa. Indi a an d Asi a hav e a  stron g emphasi s o n academi c degre e 
s tud ies : th e emphasi s i s eve n g rea te r tha n suggeste d b y ou r 
survey, a s onl y abou t two- th i rd s o f th e India n un ivers i t y 
correspondence i n s t i t u t e s submitte d t h e i r dat a i n tim e fo r 
inclusion. I n Asia , i t seem s t h a t man y peopl e bel iev e t h a t 
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distance education refers only to university study. 

Table 3.3: Numbers of Insti tutions by Subject Areas and by Region 

Subject 
Areas Aus t Canada UK India Africa Asia SWPac Carib Total Rank 

Economics/ 
Bus. Studies 24 23 38 11 11 6 6 1 120 1 
Mathematics 20 20 36 8 17 7 5 1 114 2 
Science 20 16 37 6 14 6 4 1 104 3 
Social Science 20 22 28 12 10 3 4 2 101 4 
Arts (excl. 
Languages) 17 23 19 10 10 3 3 1 86 5 
Technology 
(& Engineering) 13 12 49 1 2 2 4 0 83 6 
Languages 10 13 17 12 16 6 5 1 80 7 
Teacher 
Training 26 11 15 7 8 4 3 2 76 8 
Continuing Ed- 9 8 29 6 5 3 3 1 64 9 
Computer 
Studies 13 9 28 2 2 3 2 1 60 10 
Law 10 7 23 5 5 2 5 1 58 11 
Medical & 
Health Sciences 14 7 19 1 3 0 2 2 48 12 
Agriculture 8 6 9 3 12 0 5 1 44 13 
Community Ed. 4 6 12 3 3 1 1 2 32 14 

Total 
institutions 
per region 46 43 140 21 29 9 7 2 297 

3.5 Overall Provision of Courses 

3.5.1 In most countries the development of distance education has been 
haphazard and provision remains piecemeal. Only a handful of 
Commonwealth countr ies , a l l with r e l a t i ve ly small populations, 
have vir tual ly no distance education: Belize, Brunei, Cyprus, the 
Gambia, the Maldives, Malta, the Seychelles, S ier ra Leone, 
Singapore, and those Caribbean and Pacific Islands not covered by 
the Univers i t ies of the West Indies and South Pacific. Only a few 
countr ies have i n s t i t u t i o n s which provide courses of a l l kinds. 
In most countr ies , d is tance education i s unrecognised as a 
potential complement to the whole formal education and training 
system. 

3.5.2 At the postgraduate or in - se rv ice professional l eve l s , there i s 
much on offer in the r i che r countr ies , and we feel t h a t fur ther 
study of each of the various sec tors i s necessary to so r t and 
c l a s s i fy the courses avai lable . Our impression i s t h a t for 
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certain basic subject areas, there is considerable duplication but 
that for the more specialist subject s ther e ar e man y gaps . 
Subject areas which are weakest at this level appear to be medical 
and health sciences , agricultur e an d computer studies . I n 
educational studies , linguistics , technica l an d engineerin g 
subjects and management and business studies, further work needs 
to be done to identify specific areas where provision remains 
weak. 

3.5.3 A t first degree level, sheer numbers of courses available suggest 
that there is much duplication. Ou r impression is, however, that 
the majority of these courses are conventionally academic. Ther e 
is a need for courses following curricula designed for working 
adults, especially in work-related subjects such as technology and 
business studies. Ther e are also few courses available dun study 
skills and English language skills for academic purposes. 

3.5.4 Ne w Zealand and Australia, with the recent addition of Britain, 
are the leaders in post-school vocational and technical training. 
Elsewhere, this job is left largely to commercial organisations. 
In many countries this sector is sadly neglected. 

3.5.5 Finally , although school-level and basic education is outside our 
terms of reference, w e note that in many countries without 
universal schooling, there is no distance teaching alternative for 
adults, an d little non-formal adult education. I t is recognised 
that a good general education can contribute to the well-being and 
productivity of individuals and their communities. Fo r example, 
the child of a woman with primary schooling is more likely to 
survive than the child of an unschooled mother. I t seems to us 
that general education for adults should not be neglected in 
favour of post-school studies. 

3.6 Secto r Study: Accountancy 

3.6.1 Th e Sector Study (Paper 14) provides a detailed picture of open 
learning in accountancy. Ou r primary survey reveal-ed that over 
120 institutions offer courses in Economics/Business studies. I n 
order to determine which of these institutions offered course s in 
accountancy, we conducted an additional survey. We wrote to 102 of 
these institutions and received 23 positive replies. Information 
from both surveys indicate that approximately 25% of the 120 
institutions teach courses in this area. 

3.6.2 Thes e surveys indicate that there are very few courses available 
in this subject area in Africa, except those offered by the 
private commercial correspondence colleges. A t the first degree 
level, programmes are particularly poorly provided for. Ther e 
also appears to be a need to develop applied accountancy courses 
at the very basic level , to cater fo r the needs of smal l 
businessmen, shopkeepers , cooperativ e farmers , etc, i n 
developing countries. There appears to be a significant reservoir 
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of courses available at pre-degree (certificate/diploma) level i n 
Australian and Canadian institutions. I n addition, some of the 
courses that are available at postgraduate level, particularly in 
the UK, for example the Master of Business Administration (MBA), 
tend to be aimed at a narrow target group (ie English-speaking 
middle and senior management) and are composed of specialist 
materials that cannot easily be adapted for teaching in other 
areas. However the pedagogic quality of some of these courses may 
be less than could be desired, especially those of the commercial 
correspondence colleges. 

3.6.3 W e have found a number of interesting examples of collaboration 
particularly at the postgraduate level, (Master of Business 
Administration), both intranationally and internationally. For 
example, Wolsey Hall and the University of Warwick in the UK have 
recently developed an external MBA which is available to overseas 
students, and the University of Strathclyde UK, in collaboration 
with Deakin University in Australia, has also produced an MBA 
course. I n addition, there has been a recent collaborative union 
at the undergraduate level between the University of the South 
Pacific and the City of London Polytechnic. Othe r examples 
include the BA/BA (Hons) Business Studies by Open Learning, 
currently under development in the UK, which is a large 
intranational collaborative activity which intends to serve an 
international marke t in the future. Ful l details of this 
initiative are provided in Paper 14. 

3.6.4 W e believe that although accountancy is a difficult subject to 
teach, a large amount of the content is universal and easily 
transferable. Ther e is also a worldwide demand for accountants in 
general, and accountancy teachers in particular. The development 
of awareness and expertise in the areas of accountancy, economics 
and business studies is a necessary prerequisit e for development 
in the Commonwealth. 

3.7 Secto r Study: Agriculture 

3.7.1 Relativel y few institutions teach agricultural subjects at a 
distance. We suspect that this is partly to do with a belief that 
agriculture, as a subject with a significant practical element, is 
difficult to teach via open or distant methods. Suc h a view would 
conflict with experience in New Zealand where there is a strong 
tradition of teaching agriculture at a distance. Moreover in many 
developing countries it is important for national development to 
persuade rural people to remain in the countryside working the 
land. Distanc e education could help them to farm better and make 
more profits without leaving their land. 

3.7.2 Ther e are three ways in which distance education could have an 
impact. Th e first is farming education for farmers; examples are 
the farm radio forums of the 1960s and 70s and more recently, 
radio learning groups and the correspondence courses for farmers 
run by the Institut Africain pour le development economique et 
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s o c i a l (INADES) i n Af r i ca and some a g r i c u l t u r a l u n i v e r s i t i e s i n 
India which reach only a t i n y proportion of farmers. The second 
i s i n - s e r v i c e t r a i n i n g and upgrading for ag r i cu l tu ra l extension 
workers; an example i s the diploma course about t o be launched by 
the Indi ra Gandhi National Open Universi ty for r u r a l development 
workers . The t h i r d i s i n - s e r v i c e t r a i n i n g of p r o f e s s i o n a l 
a g r i c u l t u r a l i s t s ; an example i s t h e new U n i v e r s i t y of London 
External Diploma and Masters Degrees i n Aagricul tural Economics. 

3 .7 .3 Examples of a g r i c u l t u r a l educa t i on a t a d i s t a n c e a r e i s o l a t e d . 
Our survey ind ica tes several programmes i n Africa, an encouraging 
s ign although several of these are r a the r academic secxondary-level 
c o u r s e s . I n Asia and I n d i a t h e r e i s ve ry l i t t l e r e p o r t e d , 
a l though a few a g r i c u l t u r a l u n i v e r s i t i e s which o f f e r cou r ses 
f a i l ed t o submit data i n t ime. We do not be l ieve t h a t t he lack of 
courses suggests a lack of demand, but ind ica tes misplaced doubts 
about t h e a b i l i t y of open and d i s t a n c e e d u c a t i o n t o f u l f i l 
a g r i c u l t u r a l t r a i n i n g needs . We b e l i e v e t h a t t h e r e i s g r e a t 
unexploited po ten t i a l i n dis tance teaching for agr icu l tu re This 
top ic i s discussed more fu l ly i n Paper 15. 

3.8 Sector Study: Health and Medical Sciences 

3 .8 .1 Distance education i s highly su i t ab le for in - se rv ice t r a in ing of 
h e a l t h c a r e and medica l pe r sonne l , a s t h e y can l e a r n w i thou t 
having t o leave t h e i r place or area of work. I t i s a l so su i tab le 
f o r h e a l t h educa t i on fo r t h e g e n e r a l p u b l i c , because of t h e 
p o t e n t i a l impac t of t h e mass media. This t o p i c and our f i n d i n g s 
are discussed i n d e t a i l i n Paper 16. 

3.8.2 The majority of these were in -se rv ice courses for professionals , 
such a s o p t i c i a n s , r a d i o l o g i s t s , n u r s e s , no rma l ly l e a d i n g t o 
higher qua l i f i ca t ions . Most of these courses were i n Austral ia , 
Canada o r B r i t a i n . The l ack of such c o u r s e s i s a major gap i n 
developing countr ies . 

3 .8 .3 There were very few courses for middle-level o r paraprofessional 
h e a l t h workers . One example i s t h e correspondence c o u r s e s fo r 
v a r i o u s k i n d s of r u r a l h e a l t h workers o f f e r e d by t h e Afr ican 
Medical Research Foundation (AMREF) i n East Africa. This kind of 
course would seem t o be a major need everywhere. 

3 .8.4 F i n a l l y , we found v e r y l i t t l e ev idence of h e a l t h and medical 
education courses avai lable for the general public , and see t h i s 
as another p r i o r i t y for development. 

3.9 Pr iva te Correspcreienoe Colleges 

3 .9 .1 Our s u r v e y r e c e i v e d a number of r e t u r n s from c o m m e r c i a l 
correspondence i n s t i t u t i o n s , mostly based i n the United Kingdom. 
Accura te i n f o r m a t i o n i s d i f f i c u l t t o a c q u i r e so t h a t we know 
l i t t l e about t h e e x t e n t of t h e i r o p e r a t i o n s . A s p e c i a l s tudy of 
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comnercial colleges in Nigeria was undertaken for this project 

3.9.2 Durin g the 1970s, Nigeria, like many other African countries, 
experienced a  rapid increas e i n the number o f commercial 
correspondence colleges attempting to penetrate the educational 
market. I n order to avoid the danger of exploitation, the Federal 
Government passed the "Educational Correspondence Colleges Decree" 
in 1977. Thi s Act was an attempt to monitor and control the 
activities of the commercial education sector. A  correspondence 
unit was set up by the Federal Ministry of Education with 
responsibility for this. I n 1978-79, 82 institutions applied for 
Federal Government recognition. Subsequen t investigation revealed 
that only 16 were actually operating. 

Inspections are carried out every three years along with periodic 
impromptu visits during the interim. A t present only four 
colleges are accredited with a further 16 awaiting the outcome of 
recent inspections. Most of the 20 operational colleges are 
located in urban centres, five out of the six with the largest 
enrolments being located in Lagos. Thre e of these act as agents 
for overseas correspoxidence colleges. 

The majority of institutions (18) have enrolments below 5,000 
students, one college has an enrolment of 10,000 and one of over 
15,000. Thes e institutions conentrate mainly on secondary school 
leavers providing General Certificate of Education Ordinary Level 
and Advanced Level courses, along with professional and vocational 
non-degree courses. 

Fees for these courses tend to be considerably less (50%) than the 
charges levied by their privately owned formal face-to-face 
counterpart institutions. These colleges are not accredited to 
grant certificates and diplomas and can only offer tuition leading 
to federally recognised examinations. The y are expected to 
increase their share of provision in the future as the State finds 
it increasingly difficult to meet demand. 

3.10 Actua l and Potential Beneficiaries 

3.10.1 W e asked each institution to give us the total number of students 
who first enrolled in 1985 or for the latest year in which figures 
are available. W e calculated that the 306 institutions in our 
survey currently enrol 704,011 students annually. + Approximatel y 
53% of these study in institutions located in Australia, Canada or 
the United Kingdom. I t is difficult to say how this figure 
relates to the real number studying at a distance. Severa l 
institutions did not tell us how many students they have enrolled; 

+ I t is virtually impossible to get a reliable count of those 
students who continue their studies over several years, because of 
the different methods used by institutions to keep their records. 
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in some cases, we know there are no students as yet, in others we 
know that teaching is well-established. W e also know of many 
institutions which did not send us returns, and in particular, we 
did not contact all the commercial organisations. W e think it 
would be realistic to double our total to 1.4 million students at 
present. 

3.10.2 Presen t beneficiaries ar e only a small proportion of the 
potential. I n order to get an idea of potential beneficiaries and 
their needs, we asked the writers of regional papers to provide an 
overview of educational needs and gaps in provision where distance 
and open learning might help. Referenc e should be made to the 
regional papers (Papers 1 to 8) for the views of experts in each 
of the regions identified for this study. Eac h region (and indeed 
each country) generally has strong views on the priorities for 
open and distance learning in their areas, and there is no 
unanimous view. Numerou s needs were identified, with an emphasis 
on advanced technical and professional training coming from the 
richer countries, and more basic requirements including first 
degree studies in demand in the poorer countries. (W e also note 
that several smaller countries have no open or distance education 
systems, although some of these have recognised the need.) We 
seek in Chapter 6 to highlight some areas where there is wider 
accord on subject area and target audience, and recommend that 
these areas become priorities for supported collaborativ e 
projects. 

3.10.3 A  general impression arising from the visits made and views 
expressed is that there are very few areas of post-school learning 
that cannot be addressed by open or distance education methods, 
providing sufficient attention is paid to the design of the 
programme and the provision of as much student support and 
practical experience as the subject matter requires. I t appears 
to us that, if the need is great enough and the will strong 
enough, most subjects and most people can be taught in this way. 
Investigations must determine whether open and distance education 
is the most educationally and cost effective means and, 
organisationally an d politically, th e most attractive or 
appropriate. Thes e matters are discussed in more detail in 
Chapter 4. 

3.12 Differen t Patterns of Enrolment 

In a few countries we were satisfied that we had a fairly good 
coverage and have calculated for a sample of these the proportion 
of the adult population studying at a distance. 
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Table 3.4: Total number of Distance/Open Learning Students f i r s t 
enrol led in 1985 as a percentage of the t o t a l population for 
selected Commonwealth countries (in rank order) 

Distance/Open 
Population Learning % of the to ta l 

Country in millions* enrolment-1985 population 

New Zealan d 3 44,875 1.49 
Botswana 1 8,160 0.81 
Austra l ia 16 93,371 0.58 
Canada 25 141,172 0.56 
Zimbabwe 8 25,476 0.30 
United Kingdo m 56 136,408 0.24 
Malawi 7 10,000 0.14 
Sr i Lank a 16 15,000 0.09 
Zambia 6 4,298 0.07 
Lesotho 1 589 0.05 
Tanzania 21 4,554 0.02 

(*Source: World Bank, World Development Report 1986, Oxford 
University Press p.226) 

3.12.1 An interesting feature of these examples i s the considerable size 
of certain commercial operations. In Zimbabwe, the vast majority 
of s tudents (24,176 in 1985) are enrol led with two commercial 
col leges , the Central African Correspondence College and the 
Zimbabwe Distance Education College. The qua l i t y of courses 
provided by both i s highly questionable. In Br i ta in , 13% of 
enrolments are with Chart Foulks Lynch, the long-establ ished 
commercial college which provides accountancy t r a in ing ; 30,000 
enrolled in 1985. The only other large British inst i tut icon in our 
survey i s the British Open University which enrols around 30,000 
new (undergraduate, postgraduate and associate) students annually. 

3.12.2 Another notable feature i s the large number of very small 
distance-teaching operations; many of these are probably too small 
t o be cost e f fec t ive (see chapter 4). In Aust ra l ia 87% of our 
sample enrol l e s s than 5,000 students and 65% of the Br i t i sh 
inst i tut ions and nearly half of the Canadian ones have less than 
1,000. 

3.13 Main Teaching Patterns 

I n s t i t u t i o n s were asked t o ind ica te the media and methods they 
used from a given l i s t of options. Table 3.5 shows the r e s u l t s . 
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Table 3.5: Medi a and methods used 

Total number of 
Media/Methods institution s %  Ran k 

Text Based 264 86 1 
Audio 161 53 2 
Practical Work 127 42 3 
Study Centres 118 39 4 
Telephone Teaching 116 38 5 
Video 115 38 6 
Computers 83 27 7 
Residential School 79 26 8 
Kits 78 25 9 
Regional Services 74 24 10 
Radio 44 14 11 
Television 28 9 12 

It can be seen that the majority of institutions use text (86%) 
A large number (53%) stated they use audio. Th e broadcast media 
(radio and television) are used by the smallest number of 
institutions with only 14% using radio and 9% using television. 
We are not able to tell how extensively each medium is used. 
Individual case studies suggest that texts are generally the most 
important medium, with other media supplementary. We suspect that 
few of those who mention computers use them for teaching. W e 
would expect them to be used more often for marking tests or even 
merely for administration. 

3.14 Organisationa l Structures 

This survey has drawn a broad distinction between those 
institutions which were set up primarily as distance-teaching 
institutions, that is, 'dedicated' institutions, and those that 
are part of a conventional establishment. Institution s can be 
further sub-divided into private or public and university or non-
university level groups. Figur e 3.1 presents this classification 
with examples. 
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Figure 3.1: A Class i f i ca t ion of Distance Teaching I n s t i t u t i o n s 
in the Commonwealth 
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3.14.1 Athabasc a University, Canada, provides an example of a "dedicated" 
distance teaching institution. Th e description below is of its 
governance and organisational structure. 

The Organisation of Athabasca University 

The chief academic and adminis t ra t ive of f ice r i s the 
President of the University. The University has three Vice-
presidents, each of whom heads one of the University's three 
o p e r a t i o n a l d i v i s i o n s : Learning S e r v i c e s , which i s 
responsible for academic functions; Universi ty Services, 
which provides adminis t ra t ive serv ices in support of the 
U n i v e r s i t y ' s academic o p e r a t i o n s ; and Finance and 
Faci l i t ies , which i s responsible for financial affairs and 
f a c i l i t i e s planning. 

From an operat ional point of view, the Univers i ty 's two 
primary academic functions, course development and programme 
services del ivery, cut across organisa t ional l i ne s 
Currently, the programme areas, which are Liberal Studies 
and Administrat ive Studies, administer the production of 
courses and exercise budgetary control of th i s process was 
In addition, the programme areas provide much of the subject 
matter exper t i se required t o produce course c o n t e n t . 
Courses are del ivered and administered by course co­
ord ina tors who are academic s ta f f within the programme 
areas. 

Other u n i t s involved in the production of courses are : 
Ins t ruc t iona l Development, which provides exper t i se in 
making cou r se s i n s t r u c t i o n a l l y e f f ec t i ve ; Ed i to r i a l 
Services, which ensures that subject matter i s presented in 
clear, readable English; and Media Services, which provides 
exper t i se in the ef fec t ive v isua l presenta t ion of course 
content and i s responsible for the physical production of 
course materials. Units primarily concerned with providing 
support services t o s tudents are : Regional and Tutor ia l 
Services, which i s responsible for administering the system 
of tutors and for co-ordinating the use of various delivery 
mechanisms such as television, radio, teleconferencing, and 
s a t e l l i t e ; Student Development Services, which provides 
s t u d e n t s w i th i n fo rma t ion and advice on c a r e e r and 
educational planning; and the Registry, which i s responsible 
for student adminis t ra t ion and student records. The 
Library, Computing Services, and Course Mater ia ls a lso 
provide s tudents with support se rv ices . There are other 
u n i t s wi thin the Universi ty t h a t e s s e n t i a l l y provide 
administrative support t o i n s t ruc t i ona l a c t i v i t i e s or are 
concerned with inst i tut ional management. 

(Source: Shale, Doug 'Athabasca Universi ty, Canada', in 
Grevi l le Rumble and Keith Harry, Th e Distanc e Teachin g 
Universit ies , 1982, pp 47-48) 
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3.14.2 I n contrast to Athabasca University, the Correspondence and Open 
Studies Institute (COSIT, formerly COSU) of the University of 
Lagos is representative of the second type of institution. Th e 
unit proposed by the University Senat e in 1975 wa s t o be 
independent of any single faculty and would eventually provide 
correspondence programmes for all faculties and centres of the 
university. It s organisational structure is described below. 

The organisat ion of COSO, Universi ty of Lago s 

OOSU was created as pa r t of the Continuing Education Centre 
(CEC), a s e r v i c e arm o f f e r i n g e x t e n s i o n a c t i v i t i e s t o t h e 
p o p u l a t i o n o u t s i d e t h e U n i v e r s i t y th rough whatever 
in t e rna l teaching facul ty might seem t o be appropriate. The 
ex i s t ing CEC, which offered such extension a c t i v i t i e s mainly 
th rough s h o r t i n t e n s i v e i n - s e r v i c e r e s i d e n t i a l cou r s e s , 
became the Further Education Unit. The OOSU was represented 
on t h e academic boards of a l l t h e f a c u l t i e s w i t h which i t 
was j o i n t l y producing programmes and, from 1977, was a l s o 
r e p r e s e n t e d i n t h e Senate by i t s d i r e c t o r . C e r t a i n s t a f f 
members of s u b j e c t depa r tmen t s w i t h which COSU was t o 
produce courses, moreover, were seconded fu l l - t ime t o OOSU 
for f ixed p e r i o d s and then r e t u r n e d t o t h e i r depa r tmen t s 
w i t h o u t l o s s of s t a t u s and w i t h o u t damage t o t h e i r 
promotional prospects. Agreements were reached between OOSU 
and facu l t i e s determining t h e ba lance between such f u l l -
t ime secondments and the employment on a pa r t - t ime bas i s of 
s ta f f members who car r ied a fu l l in te rna l teaching load. 

A Senior Assis tant Registrar and an Accounts Assis tant were 
recru i ted for, and seconded fu l l - t ime to , OOSU t o supervise 
the adminis t ra t ive and f inancial concerns of the Unit. 

OOSU was a l so empowered t o employ outs iders on a pa r t - t ime 
b a s i s a s t u t o r s , cour se a s s e s s o r s and even cou r se w r i t e r s 
( i t wa s agreed t h a t a t l e a s t 60% of any cou r se should be 
wr i t t en by in t e rna l un ivers i ty s ta f f ) . 

The purpose of t h i s cons t i tu t iona l s t ruc tu re was t o t i e the 
programme very t i g h t l y t o an e x i s t i n g and e s t a b l i s h e d 
univers i ty , and t o enable i t t o c a p i t a l i s e on the pa r t - t ime 
c a p a c i t i e s and i n t e r e s t of e x i s t i n g u n i v e r s i t y s t a f f and 
f a c i l i t i e s (and i n a few c a s e s , where neces sa ry , non-
u n i v e r s i t y s t a f f and f a c i l i t i e s ) , b o t h i n Lagos and 
elsewhere. 

(Source: Dodds, T, Administrat io n o f Distance-Teachin g 
I n s t i t u t i o n s , Cas e Studies , In ternat ional Extension College 
1983, pp 77-79) 
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3.14.3 The p r inc ip l e point of d i s t i n c t i o n between the two broad sub­
d iv is ions hinges around the degree of autonomy the respect ive 
inst i tut ions enjoy. Figure 3.2 elaborates upon th i s concept. 

Figure 3.2: Degree of autonomy of distance-teaching inst i tut ions. 

Degree of 
Autonomy 

Component Fu ll Contro l N o Contro l 

Finance x  * 

Examinations and 
Accreditat ion x * 

Curriculum and 
Materials x * 

Delivery and Support 
Systems x  * 

x Dedicated Institutions 
* Institutions located within conventional establishments 

Generally speaking, dedicated distance-teaching institutions have 
a greater degree of autonomy in all areas while institutions that 
form par t of conventional establishment s tend t o have les s 
autonomy. Nonetheless , it is important to note that all distance-
teaching institution s hav e t o ente r int o cooperativ e an d 
collaborative arrangements, either intra-institutionally or inter-
institutionally, to function effectively. 

In addition, organisational structures should be regarded as 
dynamic. The y can and do evolve to reflect and capitalise on 
changing contextual conditions. Fo r example, Armidale College of 
Advanced Education in Australia orginally set up as a conventional 
institution, is not only now a 'dual-mode' body (ie it has both 
internal and external students) but also its distance learners 
outnumber their conventionally taught counterparts. 

3.14.4 I n our survey we asked participants to classify their institutions 
according to a fourfold division: distance-teaching institutions, 
conventional institutions with a distance-teaching department, 
conventional institutions developing or planning to establish a 
distance-teaching programme, and an open category for institutions 
who felt they did not fit into any of the categories above. W e 
asked thes e institution s t o specify th e nature o f thei r 
institutions. Upo n analysis, it was often possible to re-allocate 
institutions into one of the three primary alternatives. 
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A total of 81 institutions (26%) were classified as dedicated. A n 
additional 158 institutions (52%) were placed in the second 
category. A  furthe r 47 institutions (15% ) said they were 
developing or planning to establish a distance learning programme. 
The remaining 20 institutions (7%) were hybrids that did not fit 
easily into the classification. 

The line graphs in Figure 3.3 overleaf show the numbers of 
institutions in each category and the size of their student 
enrolments. 
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Figure 3.3 
Types o f institution s 

and the size o f th e studen t enrolmen t 

25 

Type A  'Dedicated ' (N = 81) Distanc e teaching institutions 

Type B  (N =  158) Conventional Institutions 
with a distance teaching department/unit/programme 

Type C (N = 47 ) Conventiona l institutions 
developing or intending to develop a distance teaching programme 



3.15 Staffing Patterns 

3.15.1 We also collected information relating to the staffing levels in 
different inst i tut ions. We asked each inst i tu t ion to give us the 
to ta l number of full-time professional staff employed, along with 
the to ta l number of staff employed full-time for open learning and 
the t o t a l number employed pa r t - t ime for open learning. Many 
inst i tut ions interpreted th i s question differently and i t has been 
diff icult to delineate patterns. 

Some well-established inst i tut ions rely more on having full-time 
t u t o r s , for example, New Zealand Technical Correspondence 
I n s t i t u t e . Many distance-teaching inst i tut ions rely very largely 
on pa r t - t ime p ro fes s iona l s t a f f . Examples a r e Athabasca 
University and the University of Waterloo. Dual mode inst i tut ions 
do not usual ly a l l o c a t e s t a f f e x c l u s i v e l y t o d i s t a n c e or 
conventional programmes and employ very few part-time staff (for 
example, Deakin University). 

Table 3.6 overleaf presents f igures from se lec ted Commonwealth 
i n s t i t u t i o n s t h a t i l l u s t r a t e the enormous v a r i a t i o n s between 
ins t i tu t ions . 

The headings relating to staff in Table 3.6 should be interpreted 
as follows: 

Total Distant The to ta l number of open or distant 
Student Numbers l e a r n i n g s t u d e n t s r e g i s t e r e d a t the 

institution 

Full-time Professional The number of fu l l - t ime academic s taf f 
Open Learning concerned with the provision of open or 

distant learning 

Part-time Open The t o t a l number of p a r t - t i m e s t a f f 
Learning involved in the open or d i s t a n t learning 

programmes (and not necessarily based at 
the insti tution) 

Total Staff in The t o t a l fu l l - t ime s ta f f based a t the 
Inst i tut ion i n s t i t u t i o n , including non-teaching or 

non-open learning staff 

26 



T a b l e 3 . 6 : S t a f f i n g P a t t e r n s i n S e l e c t e d Commonwealth 
I n s t i t u t i o n s + 

Staff ing 

Total Full-tim e Tota l 
Distant Professiona l Part-tim e Staf f at 
Student Ope n Ope n Institu -

Institution Countr y Number s Learnin g Learnin g tion 

Athabasca 
University Canada 13,160 51 215 108 

University 
of Waterloo Canada 6,248 4 270 1,445 

Laurentian 
University Canada 1,500 5 70 290 

University 
of Malaysia 
Centre for 
Off Campus 
Studies Malaysia 2,200 40 250 1,000 

UK Open 
University 

United 
Kingdom 126,756 687 5,219 1,363 

Rapid 
Results 
College 

United 
Kingdom 30,000 60 400 60 

New Zealand 
Technical 
Correspon-
dence 
Institute 

New 
Zealand 32,000 370 30 400 

Deakin 
University Australia 4,619 260 25 260 

Darling Downs 
Institute of 
Advanced 
Education Australi a 4,917 300 50 490 

+ S ince i n s t i t u t i o n s have i n t e r p r e t e d q u e s t i o n s d i f f e r e n t l y , 
p a r t i c u l a r l y those concerning numbers of professional staff, t h i s 
t ab l e should be seen only as an ind ica tor of grea t differences in 
s ta f f ing p a t t e r n s . 
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3.15.2 Institution s were asked to indicate how students were charged for 
the courses they take. Thre e different approaches were adopted 
(sometimes with more than one at the same institution): courses 
that were available free, courses that were available at a 
subsidised rate and courses that were available at full rate. 24% 
of the institutions indicated that some or all of their courses 
were available at no cost to the student, 36% indicated that some 
or all of their courses were available at a subsidised rate and 
50% indicated that some or all of their courses were available at 
full cost. I t is important to note that fee patterns are largely 
a reflection of government policies. Fo r example, Australian 
government policy at present encourages the use of open and 
distance learning, and 82% of the institutions from Australia 
indicated that they were able to make some or all of their courses 
available free to the student. I n comparison, only 7% of the 
Canadian and 11% of the United Kingdom institutions indicated that 
this was the case. 

3.16 Staf f Training 

3.16.1 I n our visits and discussions, the need for more staff training 
was mentioned frequently, possibly more often than anything else. 
We have made an extensive study of training, both by questioning 
institutions on what training they already provide, an d by 
commissioning a background paper on training activities. (Pape r 
13) 

3.16.2 Institution s were asked if they had published any staff training 
manuals and whether they were available to other institutions. A 
total of 85 indicated that they had done so and named subject 
areas and 54 of these stated that the manuals were available to 
other institutions - a little known treasure chest of training 
material. 

3.16.3 Som e training for distance educators is available internationally 
on a regular basis. Course s we have identified (for full details, 
see paper 13), are as follows: 

a) Course s taught at a distance 

South Australian College of Advanced Education, Diploma in 
Distance Education; 

Association of European Correspondence Schools, Diploma in 
Correspondence Education. 

There is also a proposal for a joint external Diploma and Masters 
Degree in Distance Education currently under discussion between 
the University of London Committee of External Degrees and the 
International Extension College. I n addition it is understood 
that Athabasca University is planning a training course. Thre e 
British higher education institutions offer courses which include 
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elements of distance education: Dundee College of Education, Post 
Graduate Diploma in Educational Technology and Certificate courses 
in Materials Design and Course Design, Jordanhill College of 
Education, Diploma in Educational Technology, and University of 
Surrey Masters Degree and Diploma in the Practice of Higher 
Education. 

b) Course s taught by conventional means 

International Extension College/University of London 
Institute of Education: Distance Teaching for Developing 
Countries (annual 4 month course); 

The UK Open University/British Broadcasting Corporation: 
Educational Television (Annual 3 month course). 

There is also a Masters course in Educational Planning and 
Development for Developing Countries offered by the University of 
London Institute of Education/International Extension College, 
with an option in distance teaching, which allows students to take 
a paper and do a dissertation in distance teaching. A  number of 
other post-graduate courses in adult education include brief 
treatment of distance education. 

3.16.4 Severa l other courses are available nationally, in series or on a 
one-off basis. Ther e have also been some modest regional 
activities. 

3.16.5 Overall , given the great demand for staff training, little is 
available. Th e main demands are for: 

* regiona l training facilities, 

* shor t specialist courses, eg for tutors, editors, audio-
writers and producers, administrators, as well as course 
writers who more commonly receive training, 

* facilitie s for training trainers. 

3.17 Attitude s to International Action 

3.17.1 Institution s were asked if foreign students living in other 
countries could enrol in their courses. A  total of 180 (59%) of 
the 306 institutions who replied indicated that this was possible. 
We do not know how many students have taken up the opportunity to 
enrol but on the whole we believe the numbers to be small. 

Despite the apparent commitment of public institutions to this 
policy, we have found little evidence of any positive action to 
encourage students to avail themselves of these opportunities. 
Many private commercial colleges, however, encourage foreign 
enrolments; we know little about the quality of service they 
provide. 
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3.17.2 Materials available fo r Sal e or  Exchang e 

Of the 306 re tu rns , 164 i n s t i t u t i o n s (54%) indicated t ha t t h e i r 
materials were available for sale or exchange. Our investigation 
of col laborat ion, documented in the regional papers, shows how 
seldom th i s takes place. 

3.17.3 Membership of Associations 

A number of associations have been established to promote the use 
of open and distance learning. In our survey, 63% of inst i tut ions 
belong t o one or more such o r g a n i s a t i o n s . The following 
associations have been identified: 

a) Nationa l Associations 

New Zealand: DEANZ (Distance Education Association of New 
Zealand): membership i s open to staff of distance education 
i n s t i t u t i o n s and s t u d e n t s o r t h e i r p a r e n t s . The 
organisat ion i s new, and i s ac t ive ly concerned with 
developing dis tance education in the national context (see 
also Regional paper 7). 

Canada: CADE (Canadian Association of Distance Education): 
CADE i s ac t ive ly concerned to ' fos te r excellence in the 
provision of dis tance education serv ices in Canada'. I t 
organises seminars, some by teleconferencing, and publishes 
a newsletter and journal among other ac t iv i t ies . 

India: NOCE (National Council for Correspondence Education): 
once active, the Council appears to be moribund (see paper 
6). 

United Kingdom: Open Learning Federation: holds conferences 
and issues a newsletter. 

Kenya: A nat ional associa t ion was formed in 1986 but no 
detai ls have yet been received. 

b) Regional Associations 

ASPESA ( A u s t r a l i a and South Pacif ic External Studies 
Association): A well es tabl i shed associa t ion, which today 
focusses mainly on pedagogica l i s s u e s of t e ach ing 
methodologies and delivery modes. I t publishes a newsletter 
and an i n t e r n a t i o n a l l y r e s p e c t e d j o u r n a l , D i s t a n c e 
Education. I t organises biennial conferences and a number 
of smaller workshops and seminars. I t pays p a r t i c u l a r 
a t t en t ion t o fos ter ing j o i n t ventures between member 
inst i tut ions . 
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AECS (Assoc i a t i on of European Correspondence Schools ) : 
Formed i n 1985 from a merger of two organisat ions, i t sees 
i t s e l f as a forum for exchange of information and ideas on 
c u r r e n t p r a c t i c e and developments . I t r u n s workshops, 
publishes a journal , and offers by correspondence a diploma 
i n correspondence education. 

Other regional associa t ions t h a t e x i s t on paper a re DECASIA 
(The Distance Education Council for Asia), DLA (The Distance 
Learning A s s o c i a t i o n f o r Southern A f r i c a ) , and AADE (The 
African Association for Distance Education). I t seems t h a t 
none of these are su f f i c i en t ly ac t ive t o have any impact on 
d i s t a n c e educa t i on a t p r e s e n t , a l though DLA i n i t s heyday 
was very ef fec t ive (see paper 1). 

c) In te rna t iona l Associations 

ICDE (The I n t e r n a t i o n a l Council f o r D i s t ance Educat ion) ; 
Established as the In te rna t iona l Council for Correspondence 
E d u c a t i o n i n 1938, ICDE i s r e c o g n i s e d a s t h e ma jo r 
o rgan isa t ion for dis tance educa t ion . I t o r g a n i s e s r e g u l a r 
wor ld confe rences , promotes r e sea rch , publishes a regular 
b u l l e t i n , and e s t a b l i s h e s and m a i n t a i n s ne tworks and 
i n t e r e s t groups concerned with d i f fe ren t aspects of distance 
educa t ion . I t t r i e s t o work i n a s s o c i a t i o n w i t h r e g i o n a l 
and n a t i o n a l a s s o c i a t i o n s of d i s t a n c e educa t ion . I t s 
membership i s l a r g e w i t h over 500 d e l e g a t e s a t t h e l a s t 
world conference. 

With t h e growth of ICDE, t h e r e a r e moves a t p r e s e n t t o 
e s t a b l i s h a more compact and e x c l u s i v e i n t e r n a t i o n a l 
a s s o c i a t i o n of open u n i v e r s i t i e s . No d e t a i l s a r e y e t 
ava i l ab le . 

All these associa t ions a re voluntary, with no permanent paid 
s t a f f . Only a few a r e e f f e c t i v e , and t h u s t h e i r impact on 
dis tance education i s , and has been, sporadic and l imited. 

3.18 Summary and Conclusions 

3.18.1 We t r i e d t o i d e n t i f y t h e main a r e a s of use of d i s t a n c e and open 
education i n the Commonwealth. We discovered t h a t much more was 
happening t h a t we expected , and t h e amount of d a t a we r e c e i v e d 
made d e t a i l e d a n a l y s i s d i f f i c u l t . We were a b l e , however, t o 
ident i fy i n t e r e s t i ng and unexpected regional differences and were 
s u r p r i s e d t o f i n d t h a t b u s i n e s s s t u d i e s was t h e most f r e q u e n t l y 
offered subject , and t h a t the two key sec to rs of agr icu l tu re and 
hea l th were among the l e a s t frequent. 

3.18.2 The i n f o r m a t i o n we r e c e i v e d about numbers and c a t e g o r i e s of 
s t u d e n t s was d i s a p p o i n t i n g . We have provided an e s t i m a t e of 
numbers s t u d y i n g a t p r e s e n t , bu t b e l i e v e t h a t t h e expe r i ence i n 
c o u n t r i e s w e l l advanced i n t h e i r use of open and d i s t a n c e 
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education suggests that the potential is far greater. Th e 
regional papers (Papers 1 to 8) give accounts of this, indicating 
that the perceived demand is extremely varied. Thi s may well be 
due to the tendency of organisations to believe that there is only 
demand for what they are already offering. I n Chapter 6 we 
suggest some subjects that could generate a significant further 
demand. 

3.18.3 I n considering the main media used, it is not surprising that 
textual materials were more in evidence that all otter media. Th e 
significant use of audio media results almost certainly from the 
ubiquity of audio cassette players throughout the world and the 
attraction of audio as a media - offering portability, compactness 
and a means of coping with language and literacy difficulties. 
What was undoubtedly a surprise to the project team was the very 
poor use of radio and television within open and distance 
education. A  number of possibilities can be posited: that the 
costs of these media are too high (which seems unlikely in the 
case of radio), lack of access for institutions to the (often 
centrally controlled) broadcasting services, the supplementary 
nature of such media within a course of study leading to a view 
that on a cost-benefit basis they are a luxury. I t was not 
possible within the time available to form a clear picture of the 
reasons for these findings. 

3.18.4 Wit h regard to the structure and organisation of the institutions 
contacted, we were interested to note that over half of all the 
institutions in our survey were conventional educational 
institutions with a  distance teachin g uni t or department. 
Although open universities are receiving much of the current open 
learning limelight, and do provide for the majority of students, 
it is important to acknowledge that dedicated open and distance 
learning institutions are very much in the minority (only 26%). 
We believe that more attention needs to be paid to the role of 
these small but vital mixed-mode institutions. 

3.18.5 Whils t it is well documented that staff training is an essential 
aspect of institutional development, we were surprised at the 
extent to which this was both acknowledged and sought by the 
institutions contacted. A  clear picture of expressed needs 
emerged and recommendations are made in the Chapter 6 and in Paper 
13. 

3.18.6 Finally , whilst we found very positive attitudes to international 
activity and collaboration, we found very little happening in 
practice. Mos t institutions are involved in little or none, and 
the account s w e receive d o n th e variou s internationa l 
organisations concerned to promote open and distance education 
suggest that most of these are rather weak. Chapte r 5 addresses 
the range of collaborative possibilities in more detail in 
relation to examples drawn from current practice. 
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