(  Chapter Two  (
Towards a Theory in Distance Education

2.1 Introduction

In chapter one, problems on delivering training in the distance have been highlighted. It is clear that to ensure a positive learning experience in a workplace one must identify all the possible criteria that can influence the event and try to control it by planning for it. There are many types of e-learning the technological abilities of which can easily mislead educationists from the real issues that needs to be focused on. It is the researcher’s opinion that a quality learning event can be planned for through the development of a readiness model by first of all investigating the most prevalent generic theme present in all forms of e-learning namely the concept distance education. In this chapter the concept distance education will be explored so as to identify core elements that need to be part of the make up of an e-readiness model for distance training in a workplace.

The concept distance education is inherently part of e-learning; to such an extent that it is considered to be self evident (Ragan, 1998). The obviousness of the implication of distance education as electronically delivered plus the overshadowing of this delivery system by the technology, tends to hide the fact that this form of education in the distance has unique attributes. Misunderstanding or ignoring these “distance” attributes in the delivery of any distance education will harm the learning process. It is therefore necessary not to focus on the technology part of distance education in this chapter but on the distance theory part of distance education. 

2.2 Historical background of distance education

2.2.1 Origin of the term distance education 

The term “distance education” originated from its use by a Swedish educationalist Börje Holmberg. He called it “Fernstudium”. He started his career in research and distance teaching in 1955 at one of the world’s largest distance teaching institutions Hermods correspondence School in Malmö. It became known under English speaking scholars in 1986 due to the efforts of Desmond Keegan (Davey, 1999: 44-45).
2.2.2 The three historical generations of distance education since 1720.

The development of distance education can also be divided into three generations, each characterised by the particular medium chosen to deliver the education. The first generation that started as early as the 1720’ is characterised by correspondence that took place through printed material and study guides. The second generation started with the appearance of the Open University that used printed material combined with other media like broadcast television, radio and teleconferencing. With the arrival of computer conferencing networks and computer-based multimedia, the third generation of distance education was introduced and is still in progress (Holmberg, 1995:  47 – 52; Mackintosh, Waghid and Van Niekerk, 1997: 59).

2.3 Keegan’s analysis of definitions of  distance education

Distance education is not a new phenomenon and not exclusively used by tertiary institutions. It is also not alien to traditional classroom training, considering that homework can also be considered as distance education (Davey,  1999: 44).
Since theoreticians are still struggling to come to an intellectual grip with a theory underpinning the practice of distance education, defining it is very difficult. Several attempts at defining it have been made (Mackintosh, Waghid and Van Niekerk, 1997: 50 + 54).

In order to identify the core components of distance education Keegan (1980) analysed the characteristics of distance education by identifying key components in existing accepted definitions by well known researchers and institutions in this field, namely the ones from Holmberg (1977), the French government, Otto Peters (1992) and Moore (1973). 

The definition of Holmberg describes distance education as follows: “The term ‘distance education’ as used in this survey covers the various forms of study at all levels which are not under the continuous, immediate supervision of tutors present with their students in lecture rooms or on the same premises, but which, nevertheless, benefit from the planning, guidance and tuition of a tutorial organization” (Holmberg, 1977: 9; Keegan, 1980: 13; Keegan, 1996: 42). Two fundamental elements in this definition are the separation of educator and learner and the planning of education through an organization. The organization links the learning material with effective learning by learners and thus distinguishes itself from private study. Private study as such is not organised by an institution (Keegan 1980: 15).

The French government passed a law in 1971 in order to regulate distance education. It reads “Distance education is education which either does not imply the physical presence of the educator appointed to dispense it in the place where it is received or in which the educator is present only on occasion or for selected tasks” (Keegan 1980: 13). The prevailing element of separation between educator and learner is present and a new dimension namely the possibility of contact sessions between the educator and learner are highlighted (Keegan 1980: 15).

Peters says: “Distance teaching/education (Fernunterricht) is a method of imparting knowledge, skills and attitudes which is rationalized by the application of division of labour and organizational principles as well as by the extensive use of technical media, especially for the purpose of reproducing high quality teaching material which makes it possible to instruct great numbers of students at the same time wherever they live. It is an industrialized form of teaching and learning” (Keegan, 1980:13; Keegan, 1996: 41). 

Peters (1992) states that distance education differs from face-to-face teaching and the differences, which is not coincidental but structural, can be seen on various levels, from educational policy, educational administration, learner needs and new media and learning behaviour. Politically, governments have to provide for the greater demand of learning through making use of policies, promoting distance education as a means to supply teaching. Administratively, it has to cater for a wide spread group and has to organise itself in a central governing organisation with or without lesser governing centres. It also brought about a change from young learners to older learners who have a need for continuous life long learning to enhance their professional career. Teaching also changed from oral direct teaching to mediated indirect teaching with the educator as manager of a learning system rather than a lecturer of content (Peters, 1992: 29 – 33).

He poses the role of the educator as different from the classroom educator, since the effectiveness of teaching depends on the use of mechanization and atomisation methodology in the preplanning of educational material. Peters characterises the relationship between educator and learner in distance education as an impersonal one controlled by technological rules. Learners’ needs are identified and direction is provided for through maintenance of emotional-free language. Goals are achieved through efficiency and not through expectations built through personal interaction (Keegan, 1980: 16 – 17). Peter’s definition emphasises an aspect of distance education which can not be left out of any definition namely that distance education is the most industrialised form of education (Keegan, 1980: 19).

Moore and Kearsley define distance education as a planned learning event occurring in a different place than teaching does. Special techniques of course design, instruction, communication and other technology is needed. It also requires special administrative and organisational arrangements (Mackintosh, Waghid and Van Niekerk, 1997: 101).

Moore described distance education as follows: “Distance teaching may be defined as the family of instructional methods in which the teaching behaviours are executed apart from the learning behaviours, including those that in a contiguous situation would be performed in the learner’s presence, so that communication between the educator and the learner must be facilitated by print, electronic, mechanical or other devices.” (Moore, 1973: 664; Keegan, 1980:13).

In Moore’s definition three elements can be identified, namely separation, the use of technical media and the possibility of two way communication. Analysis of the teaching element distinguishes face-to-face teaching as an event where the preparation is done in the absence of the learner but the teaching done in his presence. In distance education the preparation and the teaching itself happens in the absence of the learner (Keegan 1980: 15 – 16).

Through analysis Keegan identified six components that can not be left out of any definition of distance education. The elements are:

· differentiation from face-to-face learning through separation between educator and learner;

· separation from private study through the use of an educational organization;

· the use of printed material and technical media to carry the educational content;

· two way communication so that the learner can benefit and if needed initiate dialogue;

· occasional meetings for didactical or socialization purposes;
· radical separation of distance education that distinguishes it from face-to-face education,   through the use of an industrialized process in delivering the education (Keegan 1980: 33).

Besides the position whereby distance education is seen as structurally different from contact forms of education and therefore unique, there is also positions where distance education is seen as being anywhere on a continuum between being pure distant to the pure contiguous system. Rumble (1989:19) is a supporter of the latter position. This position leads to the blurring of the distinction between distance education and contact teaching. This diffusion of pure difference is further enhanced by the use of technological advancements which reduced the physical distance and increased communication to such an extent, that one can state that the distance learner has, like the contact learner, an equal opportunity in contacting the educator (Mackintosh, Waghid and Van Niekerk, 1997: 66 – 65; Rumble, 1989: 19).

The United States Distance Learning Association defines distance education as acquiring knowledge and skills at a distance through the mediation of information, instruction, technologies and other forms of learning (Black, 1998: 36).

More recent definitions of distance education significantly include technology as a means of delivery of distance education. Moore’s definition (1990a) changed from his original to “Distance education is all arrangements for providing instruction through print or electronic communications media to persons engaged in planned learning in a place or time different from that of the instructors.”(Keegan, 1996: 43; Moore b, M. 1990a: 15).

Portway and Lane (1994) define distance education as “……….teaching and learning situations in which the instructor and the learner or learners are geographically separated, and therefore, rely on electronic devices and print materials for instructional delivery. Distance education includes distance teaching – the instructor’s role in the process – and distance learning – the student’s role in the process” (Portway and Lane, 1994:195).

Dabbagh (2005: 12) defines distance education as “ …the deliberate organization  and coordination of distributed forms of interaction and learning activities to achieve a shared goal.” She also illuminates five attributes that applies to the definition namely:-

· learning as well as globalisation is social processes inherent to distance education and it is enabled by telecommunications technology;

· sustained learning can be only be achieved by learning groups;

· the concept distance is not necessarily a physical one between the learner and the instructor and is not as important;

· teaching and learning happens over time and in different places either synchronously or asynchronously by the use of media;

· learners are engaged in multiple forms of activities not just amongst themselves as a group, but also with the instructor, content and individual learners.

Dabbagh (2005:12) describes five pedagogical models that support this definition of distance education:-

· Open (flexible) learning:

This model does not focus on a pre established curriculum but rather on the learners needs at a particular moment. The key to this approach is learner centeredness and learning rather than teaching knew knowledge (Dabbagh, 2005: 12).

· Distributed learning:

This implies learning anyplace anytime by the use of various technologies. It can take place in offsite environments and can be done at the learners own pace (Dabbagh, 2005: 12-13).

· Learning communities:

Learning communities consist of groups of people supporting each other in reaching the same learning goals. There is a more informal sociocultural exchange that assists in new learning and gaining experiences. The exchange takes place amongst learners as well as the facilitator around a central theme (Dabbagh, 2005: 13).

· Communities of practice

This model includes people that share the same interests, experience and passions. The maintenance of this group is dependent on the members interest, own choice to participate and knowledge rather than on a higher authority e.g. a facilitator (Dabbagh, 2005: 13).

· Knowledge building communities

In this pedagogical model communication is seen as generative and transformative leading to new knowledge. They share a common goal (learners and facilitator) of being committed to invest their resources so that they can come to a point of understanding (Dabbagh, 2005: 14).

 Despite several attempts to define distance education and many research projects on distance education the theoretical underpinnings of this method of education is far from solid (Harry, John and Keegan, 1993: 2).

2.4 Technology changed the nature of distance education
Until recently distance education was seen as an inferior form of education that can not possibly have the same benefits of face-to-face education. The ideal in universities was to have small groups of twenty learners per educator to optimally make use of the educational event. This has changed drastically since pressure from governments created budgetary crises which forced educational institutions to teach more people with less money. Beside the budget constraints society came to the conclusion that one cannot enter the job market without an academic schooling. This increased the demand on universities to teach increased number of learners of which come from various age groups in society.  Universities ended up with classes filled with numbers of up to two hundred learners and more. The quality in the amount of numbers and the quality of real contact that enhances learning were now questioned. Distance education was consequently considered more seriously and with less scepticism as was initially the case (Kirby, 1993: 69-70).
Simultaneously the delivery of distance education changed due to the growth in technology and consequently an evolution in the way it was practiced. Technology increased the quality of two way interactions between the learner and the training institution. The improvement causes a challenge as the question arises whether the ‘distance’ in distance education still exists, since the distance learner has equal opportunity to communicate with his educator than the classroom learner (Kirby, 1993: 70).

Two movements developed simultaneously. On the one side universities increased their capabilities to provide distance education and started abandoning their views on traditional delivery of education face-to-face. On the other side they started improving and broadening their capabilities through the use of technology. These two forces are starting to make the notion of distance as applied by universities in distance education irrelevant (Kirby, 1993: 71-72).

Kirby (1993:71) demonstrates this well in his conceptualised model of instruction. This model has four dimensions and any course can be placed somewhere on the axes of the model.
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Figure  2.1 Kirby’s conceptualised model of instruction

The four corners of the model represent:

A: a small traditional face-to-face course in traditional mode

B: a large course with little interactivity (could also be a poorly taught small face-to- face course)

C: a course on or off campus with high degree of interactivity and high degree of technological support

D: an on or off campus course with a high degree of one way technological instruction.

Kirby (1993:71) continues that the word “distance” should be removed from this method of education as it feeds the misperception that distance education is of a poorer quality than face-to-face education. Labelling the educator as a distance educator also perpetuate this perception and one should refer to them rather as educational technologists or learning specialists (Kirby, 1993: 69 – 72). However the use of terminology does not influence the quality of training it is the lack of understanding of distance education that causes incorrect application of training methods, causing perceptions that distance education is of poorer quality. Some learners also prefer face-to-face training not because distance education is considered of poorer quality, but because they do not possess the self discipline required when attempting distance education. The distance educator is not considered to be  of a poorer standard as the classroom facilitator.  
2.5 Distance education as different from traditional education

Five inherent elements of distance education distinguish it as different from traditional education. 

· Unlike in traditional education where teaching happens through direct contact and success often depends on the rapport the educator can build with the learner, distance education is executed by the organisation and teaching becomes institutionalised.
· Linking the learner with the learning material becomes one of the main goals of the organizational structure. This ‘intersubjectivity’ is central to traditional teaching and due to this factor; the teaching and learning process is automatically set up. In distance education there is no guarantee that once the learning material has been delivered to the learner that learning will take place. That link must be specifically planned for. Reintegration of the teaching act is attempted in two ways in distance education. First the learning material is designed to achieve as many of the characteristics of interpersonal communication as possible. Secondly some form of communication is set up whether it is correspondence, telephone conversation, e- mail, video, direct contact sessions or other means to interact (Keegan, 1990: 328 – 329; Keegan 1992: 83 - 84).
· To combat the historical non-starters and drop-outs which has been a prominent feature in distance education, a learner with greater independence in the initiation and maintenance of his studying is required. This phenomenon is more prominent under adult learners (Keegan, 1990: 331; Keegan 1980: 19 – 20).
· The educational administration is characterised by industrialisation of processes. Considerable preplanning must be done with regards to meeting dead lines, print runs, dispatching etcetera sometimes years before the actual teaching is done (Peters, 1989: 46 – 47; Keegan, 1980: 9).
· Distance education can easily lead to depersonalisation of educators and learners. The absence of learners can create a strained atmosphere for academic staff and creative writing and marking of work can become problematic. Distance education has a definitive tendency to cause staff disillusionment (Keegan 1980: 8).
These characteristics make distance education unique because these barriers need to be eliminated by special educational techniques in order to ensure that the learning event is successful. The same barriers exist with e-learning and specific strategies must be followed to counter the negative effects caused by the distance between learners and their educator.
2.6 Theories in distance education 
2.6.1 Why the need for a theory?

It is necessary to explore theories on distance education as it provides us with a map or framework on everything that is already known about distance education. It describes and explains a phenomenon. Theory shows the relationships between parts of a phenomenon and it provides information on what needs to be researched in the sense that it highlights unknown fields for which no theory has been established yet. As this study is about when an employer is ready for distance education, it is crucial that this form of education be well understood so that it can be applied appropriately (Moore and Kearsley, 1996: 211).

2.6.2 Peters’ theory on distance education as the industrialisation of teaching

Based on two surveys done on distance education systems Peters stated in 1965 that the principles of industrial production should be applied to distance education. He did not believe like so many theorists of his time in a continuum between conventional education and distance education, which can be linked and interchanged. Distance education is different in that it is a personal, mechanical or an electronic process. An artificially created message replaces educational communication (Keegan, 1992: 78). This includes standardized procedures of planning and division of labour. Detailed planning involving various specialists is necessary before learning can take place.  There are high levels of mechanization to provide for the mass production of learning via printed material, audio, video and nowadays computer programming. Teaching activities are indirect and symbolic and there is alienation of subcomponents of teaching due to the division of labour.  The view that distance education is the industrialisation of teaching is based on Peters research in the early 1960’s.

Peters state further that the growing industrialisation of societies will emphasize the growing need for lifelong learning. Society will never be able to provide enough educators to provide for this need which makes the concept distance education a revolutionary one. The development of the digital era brought about structural changes in the process of distance education. He sees distance education as “sui generic” – of its own kind and thus unique. The teaching-learning event is industrialized because of the replacement of oral communication by technology. Distance education differs from conventional teaching as conventional teaching is predominantly oral whilst distance education is predominantly technical. There is a definite de-socialising element as face-to-face teaching can no longer be maintained (Moore and Kearsley, 1996: 198 – 199; Peters, 1996: 51 – 52; Mackintosh, Waghid and Van Niekerk, 1997: 84 – 89, 114). 

In summary, Peters (1989) clarify that distance study is structurally different from conventional study because of the application of the following principles:-
· There is division of labour because many people have to co-operate before learning can take place.
· Thorough planning and organising by various specialists, who have to plan, build and organise projects in order to compile a total package.

· Mechanisation is used for printed material, audio-cassettes, videos, computer technology etcetera as part of the distance education process.

·  There is objectivity of teaching behaviour, since teaching becomes an object that can be manipulated according to the needs of the learner i.e. adapted, modified, improved etcetera. It changes its subjective character as in a class room and becomes objectified. 

· Scientific control is obtained through evaluating the efficiency of the teaching in the field by experts.

· Alienation because due to the labour division and the distance, both educators and learners easily become alienated feeling isolated and frustrated (Peters, 1989: 6-7).
2.6.3 Wedemeyer’s theory on learner independence and autonomy in relation to distance education

Wedemeyer created the theory of the independent learner in 1971. He saw the distance education learner as independent in controlling and directing his learning.

Keegan describes Wedemeyer as the father of American distance education (Keegan, 1992: 77). His thought on distance education is based on two beliefs namely a democratic social ideal and a liberal educational philosophy. His democratic social ideal is based on his belief that no one should be excluded from an opportunity to learn merely because he is poor, unhealthy, geographically isolated, institutionalised, socially or in other way disadvantaged. 

The second liberal educational philosophy is demonstrated by his belief that learning must be centred in the individual and that an adult has the right to learn. He based this belief in learner autonomy on the liberal educational philosophies of North American theorists, Carl Rogers, Sameul B. Gould, Cyril O Houle and Allen Tough (Keegan, 1992: 77).

To remove barriers of time and space in working towards the execution of this right he realized that there should be a separation between learning and teaching. This produced the concept of independent study where the learner and the educator go about their tasks apart from each other, with various means of communication in between. This also implies the concept of learner autonomy in decision-making which is obtained through geographic independence.

This separation of the planning of teaching and the learning activities characterizes independent distance education by separation between the learner and the educator. The learning and teaching processes are executed through writing or other mediums. The teaching done is individualised. All the learning activities lead to learning and convenience is established through being able to study in a familiar environment. Ownership is created through a personal choice when to start and discontinue studying and at what pace studying should take place.

Wedemeyer proposes three dimensions of learner autonomy in distance education namely, learning programmes that provide for self pacing, individualisation where learners are allowed to follow their own course of study and freedom of choice in the selection of goals and activities as well as the evaluation of achievement of the goals (Keegan, 1992: 77)

According to Keegan (1992: 78) the responsibility for success of learner autonomy lies on the distance educator who must daily monitor and motivate the distance learner.

This approach by Wedemeyer, as mentioned above, has been criticized by Garrison and Shale (1987) as too limiting as it does not consider technological delivery of distance education. They see distance education as merely an extension of access to learning to those who might otherwise be excluded. Moore responds to this approach as being too vague as there is evidence of many learners who engage in distance education for other reasons than merely a lack of access (Moore, 1990a: 11-12).

The demand for learner autonomy can be illustrated by some universities who instituted a selection tool for enrolling learners. At the Western Governors University learners have to complete a multiple questionnaire in which explanation to some of their responses are given (Western Governors University, 2005). Comments include warnings that if they are not very self directed and conscientious, that they will find the course more unsatisfactory. This implies that not all adults naturally possess the prerequisites needed for distance education (Neal, 1999: 42).

2.6.4 Moore’s theory of Transactional Distance

Moore was interested in Wedemeyer’s theory in that he started to realize that distance can actually be beneficial for the learner. He studied many courses and in 1972 came up with a theory that sought to create a system by which one can classify distance learning courses and programs. The theory of transactional distance was born as a combination of Peter’s industrial production theory and Wedemeyers independent learning theory   (Keegan, 1992: 76; Moore and Kearsley 1996: 198-199; Mackintosh, Waghid and Van Niekerk, 1997: 84-89, 114).
Moore (1973) defines learner autonomy as “The will and ability to exercise powers of learning, to overcome obstacles oneself, to try to do difficult learning tasks, and resist coercions”. He classified distance learning and teaching methods by the dimensions of distance as demonstrated by  Figure 2.2. 

This theory postulated by Moore states that the distance in distance education is not a geographical phenomenon but a pedagogical one. The distance refers to a distance in understanding and perceptions caused by the physical distance between the learner and the educator, that has to be overcome by the careful design and planning of the educational program.

The interplay of the learner and the educator in this distance is the transactions and they have special characteristics in that it portrays special learner and educator behaviours as a consequence of the separation created by the distance. This separation causes the educator to present the content, interact and perform teaching duties that is different from classroom education. There can be no transactional distance or educational transactions if there is no learner, educator and communication channel.
The teaching behaviours can be divided in two main clusters namely dialogue and structure. The amount of investment in each of these clusters when designing a course will determine how much transactional distance will be tolerated by either the educator or the learner. It can be postulated that learning programmes with a high degree of dialogue is less distant than programmes with a lesser degree of dialogue (Moore and Kearsley, 1996: 200-201; Moore,  1977: 18; Saba, 1999: 29).

Figure 2.2 Classification of distant learning and teaching methods in relation to distance (Moore, 1973: 674).
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Moore (1972) also introduces the element of learner autonomy (self directedness) as a second dimension of distance teaching. Independent learning and teaching is considered the first dimension of distance teaching. He describes learner autonomy to be the extent to which the learner controls and influences his learning. The key characteristics of his theory of independent learning and teaching are autonomy, individualisation and dialogue (Moore, 1972: 80).

According to Moore (1986:12) the adult learner is usually self directed and institutions offering distance education has three kinds of adult learners. The first kind is the self directed learner who decides to follow the program because it meets his learning goals. The second type is the learner who engages in the course because he is in need of a degree or some or other formal accreditation. The third learner has no need for certification or satisfaction of a personal goal but do it to satisfy an emotional need for dependence. The latter can not be considered adult learning or being self directed and educators should guard against guiding these learners through learner counselling into further dependence. The fully autonomous self directed learner approaches the “… subject matter directly without having an adult in a set of intervening roles between the learner and the subject matter. The adult knows his own standards and expectations. He no longer needs to be told, nor does he require the approval and reward from persons in authority” (Moore, 1986: 12).

Structure also influences the extent to which a learning programme will allow transactions between the learner and the educator. Structure refers to the objectives, the implementation and evaluation procedures and the extent to which it is able to adapt to the individual needs of the learner (Moore, 1977: 18).
2.6.4.1 Dialogue as teaching behaviour determining transactional distance

Dialogue refers to the exchange of words, actions, ideas or any other interactions between the learner and the educator in the learning environment. The individual or groups that design the course, the personalities of the learner and the educator and the type of subject matter to be taught, determine the extent as well as nature of this dialogue. Environmental factors also influence the exchange of dialogue.
Three environmental factors that play a role is the size of the learning group, the language used as well as the medium in which the communication takes place. It is probable that there will be more dialogue between the educator and the learner in a group than between any learners in a group of learners (Moore and Kearsley, 1996; 201). So it is also known that learners working in a foreign language interact less. An important environmental variable is the medium in which communication takes place. If writing is used communication tends to be slow and highly structured. Dialogue can be much faster and more frequent if computer conferences are used as communication medium (Moore and Kearsley, 1996; 201-202).

Audio conferencing through use of the telephone, because it is group based, elicit less dialogue per individual learner. Asynchronous methods like text-based computer conferences create more dialogue especially under foreign language speaking learners. When video telematic courses are used there is no dialogue between the learner and the educator. The dialogue in the latter case exists only within the learner and is called “internal didactic conversation”.

Table 2.1 The relationship between transactional distance, dialogue and structure (Mackintosh, Waghid and Van Niekerk, 1997: 104 and Keegan, 1992: 80).
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The importance of dialogue is emphasized by Holmberg and Saba - quoted by Moore and Kearsley (1988: 202, 208 - 209) - who explained that the dialogue is the critical defining aspect of distance education. Saba highlights the inverse relationship between dialogue and structure. If dialogue increases, structure decreases and visa versa (Moore and Kearsley, 1996; 201-202).

2.6.4.2 Structure as teaching behaviour determining transactional distance

The course designed for delivery at a distance has specific elements or structure consisting of learning objectives, themes of content, modules, presentations, evaluation processes etcetera The structure of the course is determined by the philosophy of the group or individual presenters of the course as well as the academic level of the learner as well as the nature of the content itself and especially by the communication media used to present the course (Moore and Kearsley, 1996: 202).

Learners vary according to their learning styles and degree of independence and would need different levels of structure in the design of distance education. The structure of the course determines the rigidity or flexibility of the course and thus the extent to which it accommodates the individual needs of the learner. Text designs with high structure are self contained and demands specific actions to happen (use of material and in text exercises) before a specific time. Low structure designs are more flexible providing lists of resources which learners can choose from and read in their own time or they are allowed to find material themselves. Highly structured designs can foster dependence on the package itself where low structure designs foster independence through unsupervised self study. So is the presenting of a course through recorder television highly structured and provides no opportunity for the learner to deviate from the prescribed sequence of events, whilst teleconference courses can be structured in such a way that it is possible for the learner to follow more than one prescribed path through the content. (Moore and Kearsley, 1996: 203; Ros, 1998: 611; Hartley,  1998: 13).

2.6.4.3 Dialogue and structure determines the extent of transactional distance

The use of dialogue and structure in a course serves as a measurement of transactional distance. The transactional distance in the use of recorded television as communication medium is high, since it is very structured and the possibility of dialogue is low. In the use of the teleconference as an educational medium the transactional distance is low since it is not so structured and provides more opportunity for dialogue. Where the transactional distance is little, the learners rely on the course instructor for guidance through dialogue and course material is arranged according to individual needs. If transactional distance is high the learner have to rely on himself for guidance and make his own decisions on what, how and when to study (Moore and Kearsley, 1996: 202-204; Moore, 1977: 18).

In a study done by Chen and Willits (1998) determinants of perceived learning outcomes and transactional distance, they found that two variables had significant effect on the level of perceived learning outcomes, namely the frequency of in-class discussions and the circumstances that contribute to greater in-class discussions. The circumstances that contributed to in-class discussions were the physical presence of the instructor, smaller size of learning group and the learner’s prior knowledge of the subject. Frequency had a direct positive effect on the perceived learning outcome and provided an indirect effect by decreasing the transactional distance. The circumstances contributing to greater in-class discussions had a positive indirect effect on the perceived learning outcomes (Chen and Willits, 1998: 52 & 61).

 The extent of the transactional distance also prescribes the amount of learner autonomy that is expected from the learner. The greater the transactional distance the more learner autonomy is needed. The ability to determine a learning program, find resources and meet learning objectives independently do not equally exist with all learners. Learner autonomy is often used to define, describe and classify learning programmes as it indicates to what extent the learner is expected to function on his own (Moore and Kearsley, 1996: 205).

The success of any distance education program depends on the ability of the designers of the course in understanding the instructional problem and creating the best possible transactional distance to address the problem. Not all courses require little transactional distance. Some courses may particularly demand a lot of learner autonomy and must provide an environment to enhance this behaviour (Moore and Kearsley, 1996: 205).

Moore (1997:30) proposes that the amount of learner autonomy can be tested in the preparation, execution and evaluation phase of a course by asking three questions. Is the selection of learning objectives that of the learner or that of the educator? Is the selection of resources, pacer of work and learning experiences that of the learner or the educator? In the evaluation process who decides on the selection of criteria and method to be used for evaluation, the learner or the educator?

Moore (1986:11) suggests that the concepts dialogue and structure should be used to analyse and organise distance education. Where there is dialogue but no structure the educator can consider the learner’s intellectual abilities, emotional needs, prior experience and cognitive styles to personalize his own learning programme causing it to be less distant. When dialogue is absent and there is a high degree of structure the learner can not negotiate his learning programme, but he can decide in what sequence to do the programme, when to learn and what to learn.  This programme is more distant and requires more learner independence. The adult learner has a choice to follow such a programme or not to do it. In situations where the adult has complete control over what he wants to learn, how he wants to learn it and also have control over the method of assessment, pacing and sequence of the program, it is possible but only outside the formal education system. Modules from various learning institutions can be chosen irrespective of the institution or the method in which it is being presented. This type of learning is self directed and completely autonomous. The Empire State College which forms part of the New York State University follows such a programme (Mackintosh, Waghid and Van Niekerk, 1997: 105-106; Keegan, 1992:80 - 81)

The results of Chen and Willits’ (1999) research project on video conferencing, stress the need for educators to understand the multidimensionality of dialogue, structure and autonomy in order to sensitise them to the complexities of these elements and encourage them to use the varying types of dialogue, to consider the degrees of flexibility to be built into a course and to foster independence as well as interdependence of all learners (Chen and Willits, 1999: 57).
Considering the diversity amongst adult employees in a workplace it is important to design or plan for flexibility in the structure of e-learning so as to meet the various levels of learner autonomy, namely more structure where there is less autonomy needed and less structure where more autonomous behaviour is required.

2.7 Interaction and communication in distance education  

2.7.1 Types of interaction and distance education 

The assumption is often made that the separation between the learner and the educator can easily be overcome by merely importing technology to set-up good communication to make up for the loss of contact between the learner and the educator. Moore (1993: 1) criticises that this is immature and these educators do not understand the types of learning interaction needed in distance education.

Moore (1993a) sorts interaction in distance education in three categories namely learner-content interaction, learner-instructor interaction and learner-learner interaction.
Learner-content interaction includes the exposure of the learner to the subject knowledge and is seen as the defining characteristic of education. Intellectual interaction with content influences changes in perspectives, cognitive structure and understanding. This type of interaction include intra-subjective interaction which refers to the internal cognitive processes that takes place or the thinking processes that takes place within the learner (self talk)

Learner-instructor interaction refers to the interaction between the learner and the subject matter expert and tutor. The communication can take various forms from direct dialogue to written feedback on assignments.

Learner-learner interaction involves the interaction between learners with or without the presence of the instructor (Mackintosh, Waghid and Van Niekerk, 1997: 110).
2.7.2 Saba’s analysis of interaction in distance education using telecommunications.

Saba (1988: 17 – 24) did research on the dynamic interaction between dialogue and structure during the use of interactive telecommunications.

He concluded that dialogue can be increased through the use of telephone conversation as well as two way video and interactive telecomputing. Virtual face-to-face communication through the use of technology drastically improves dialogue and reduces structure, however infringes on the learners’ right to learn when he/she wants. It can reduce the geographical separation but is still bound to time. The ideal would be to optimise dialogue such that it does not infringe on the independence and autonomy of the learner.

Saba (1988: 22-23) finds that dialogue serves as a balancing factor between structure and learner autonomy. If dialogue increases structure and thus learner autonomy reduces. Indirectly dialogue can support autonomy. The learner communicates his needs which lead to an adaptation in goal setting, use of instructional material and evaluation procedures. The latter once again contribute to the learners own specific needs in order to reach a state of independence. The amount and quality of transactions between the learner and the educator in distance education is of utmost importance, if distance is to be considered a function of responsiveness of an educational programme. A proper balance between dialogue and structure will create the ideal instructional strategy (Mackintosh, Waghid and Van Niekerk. 1997: 110 - 112)

Saba (1988: 21) states that integrated telecommunications create virtual contiguity through sight and sound and sharing of printed documents. This minimises the transactional distance as can be noted in the following statement “Virtual contiguity is a paradox in distance education: it brings educator and learner together, it optimises dialogue between them, and it eliminates consequences of being separate in space.”(Saba, 1988: 21). 

2.7.3 Holmberg’s theory on guided didactic conversation as communication models in distance education

Holmberg is the father of this theory and it is based on his belief that distance education is a separate mode of education in its own right. The uniqueness of distance education stems from the one to one contact that exists between tutor and learner. This personal communication is the source of his humanistic approach of guided didactic conversation (Keegan, 1992: 51).

His humanistic view of education is characterised by individual learning as being the most important aspect of education; as examination periods and pacing of learning that must be a free choice made by the learner. Freedom of choice should also be applied to choosing content and study processes. There must be ample provision for two way communication and feedback processes; administration, counselling, teaching and evaluation should support individual learning; distance education is self study not private reading. The latter is verified by the fact that distance education involves two-way communication and intentional teaching (Mackintosh, Waghid and Van Niekerk, 1997: 115 – 116).

Holmberg sees distance education as deep learning and as an individual activity. Learning is guided and supported by non contiguous means. Feelings of empathy and belonging supports the learning process and can be elicited without direct face-to-face contact, through allowing the learner to be engaged in decision making, by using conversation like presentations anchored in existing knowledge, by friendly non contiguous interaction between learner and educator and the liberal use of organisational-administrative support structures (Mackintosh, Waghid and Van Niekerk, 1997: 116).

He divides guided didactic conversation in two types, real communication and simulated communication. Real communication between the learner and the educator consist of using telephone, face-to-face conversation, e-mail, interactive video and computer mediated conferencing. Simulated communication refers to the educator’s choice of conversational style in the use of educational material as well as the internal conversation that takes place in the learners head (Mackintosh, Waghid and Van Niekerk, 1997: 116).
Holmberg emphasises the need for dialogue and personal relationships as a requirement for education. The communication can manifest itself as guided didactic conversation. He based this view on the hypothesis that learning can take place in an organised fashion without the need for the educator to be present. A crucial element for learning is the intrinsic motivation of the learner. If assimilation of subject matter material is linked with the learner’s existing cognition, learning is promoted. Emotional involvement also promotes learning through stimulating deep learning and goal attainment and this emotional involvement can be attained through warm human relationships. Learning motivation and study pleasure is promoted by feelings of rapport with all teaching staff. Intellectual pleasure promotes deep learning and goal attainment. He further hypothesise that allowing the learner to participate in goal setting and planning study activities leads to commitment and ownership of his learning and the attainment of learning goals. Frequent helpful communication with people, sharing the same interest in this field facilitates the learning process. Mature learners are more independent and internally motivated and master difficulties much easier (Mackintosh, Waghid and Van Niekerk, 1997: 114 – 118; Keegan, 1992: 51 – 52).

From the above theories on communication it is clear that enabling dialogue during e-learning is a vital component to plan for when embarking on the event. The absence of dialogue disables optimal learning as the benefits, namely communication with others learners and the educator as well as emotional support is not possible. The only dialogue would be between the learner and the content, which again demands a tremendous amount of learner autonomy which not all of them have.
2.8 Theoretical refinement of the concept Distance Education

During the 1980’s various experts further described the basic concepts of distance education.

Keegan (1980: 13 – 16) after examining the definitions on distance education by Holmberg, Moore and Peters concluded that distance education is characterised by six elements namely the separation of educator and learner, differentiation from private study, two way communication, the use of media to carry content, the use of an industrialised process and occasional meetings. (Refer paragraph 2.3 of this chapter).
Added to these six elements, Garrison and Bayton in Moore and Kearsley (1996:207) further enlightened the concept of learner autonomy. They explained that all courses have some degree of learner autonomy or control. Control or autonomy is established by a balance created and maintained between pacing, the negotiation of objectives and the use of dialogue. The greater the pacing in a course and the higher the structure, it is apparent that there will be lower learner autonomy and greater educator control.
Saba (1988:22-23) (Refer paragraph 2.7.2) developed a systems dynamic modelling technique that demonstrates and explains the interaction of various forces in distance education. He demonstrated a relationship between an increase in structure and a consequent decrease in dialogue and visa versa.

Kember’s Open Learning Model as quoted in Moore and Kearsley (1996: 210) describes the factors that influence adult learners towards the completion or non completion of their studies. It describes the extent to which the adult is capable of integrating his study with his everyday employment, family and social life. He suggests that learner progress can be improved if courses are designed to develop intrinsic motivation, collective affiliation and congruence between learner expectations and course procedures.

2.8.1 The characteristic of distance education 

Based on prior discussion of the various theories on distance education, Holmberg in Mackintosh, Waghid and Van Niekerk (1997:118) identified specific characteristics of distance education that should be adhered to in order to ensure success. From a pedagogical point of view goals must be clearly presented allowing the learner to see the relevance and make a selection where possible. Courses must be structured based on the prior learning of the learner so as to enhance assimilation and internalisation of new knowledge in existing cognitive structures. There must be invitations to exchange views, to judge and to question what is to be accepted and what is to be rejected. Personal interest in the subject must be promoted through emotionally involvement of the learner. Constant open communication facilities are to be used for questions and the viewing of opinions. Assignments designed to teach the learner how to solve problems must be included. This should be combined with helpful and extensive feedback from tutors. Self-assessment is to be exercised where skills are to be practiced. The marking of assignments should be quick. Learners should not be allowed to wait too long for feedback.

The easy readability of course material is an important outlay principle to adhere to when presenting courses in distance education. It must be written in a conversational style with clear accessible study material with medium density of information. Definite clear advice to the learner with regards to what he should do and avoid doing and what specifically to pay attention to with the reason for the latter are to be included. A style that is personal by using personal and possessive pronouns must be used to create an atmosphere simulating close contact. Themes must be clearly demarcated through typographical means, explicit statements or the changing of presenters or speakers. The educational material must be easily accessible. This can be done through the effective use of graphic and typographic features (Mackintosh, Waghid and Van Niekerk, 1997: 118-119).

Many institutions think that by merely recreating the classroom with technology at a distance represents distance education. This is a very immature approach. “Mature distance education does not consist of adding new technology to old ways of organizing teaching and learning. It consists of organizing or reorganizing educational resources into a total delivery system” (Moore, 1993: 1-2). For successful delivery of distance education it is important that the tutors understand the characteristics of distance education and know how to use the delivery system for tutoring. Failing to prepare the tutor for such a system can lead to negative effects as experienced by the Open University of Tanzania. This university attempted distance education without properly preparing all the lecturers. This led to various complaints on delayed feedback, bad quality of correspondence, bad record keeping, not enough effective guidance and counselling and problems with having enough tutors to attend distant contact sessions. All of these complaints portray a lack of understanding of the characteristics of distance education (Bahalalusesa, 1999: 18-21).

Ragan (1999: 21) offers the following guiding principles to be followed when a learning institution attempts to implement a quality distance education experience. These principles are the product of the faculty of Penn State, Lincoln and Cheyney University. He discusses his principles as belonging to two components which is inherent to distance education namely the educational component and the enabling component. The educational component is broken down and discussed under three categories. Ragan discusses how to address the learning goals and how to present the content, thereafter he looks at interaction with the learner and lastly he describes how assessment should be planned. A fourth and fifth category namely the use of media and tools and learner support systems are grouped and discussed under the enabling component of distance education.

· The educational component and its three categories:-
· Category One: Learning goals and content presentation.


The identification of learning goals is fundamental to any educational event. It should be well communicated and forms the basis for the learning contract to be closed between the learner and the tutor. The goals need not change from traditional to distance education delivery systems, but certain design strategies have to be utilised in order to ensure that outcomes are reached, as stipulated by the learning goals. 
Principles to be considered are learning goals that should form part of the educational design plan. They should be clearly and explicitly communicated to the learner in any choice of delivery of distance education, whether it is face-to-face, in print or on the web. Instructional activities and course sequencing should direct and provide the learner with the skills to reach the goals. Assessment should be directed to evaluating whether the outcomes as stipulated by the goals have been reached and a wide range of services should be available to instructors for instructional designs and support in the creation of instructional materials (Ragan, 1999: 21 – 22).
· Category Two: Interactions

Learner interaction with other learners, the educator and new material elicit a process of interpretation and meaning making of the new material. It creates a collaborative community of learners which motivates and enhances the learning process. Specific design strategies to incorporate opportunities for interaction should be built into the instructional program.
The principles to be considered here are that effective learning environments are enhanced by frequent meaningful interaction amongst learners, between the learner and the tutor as well as between the learner and the material. If technology is to be used one should also consider the interface between the learner and the technology. Social interaction should be encouraged throughout the instructional design of the educational program. Electronic communication technology should be considered as device for maintaining interaction. Creative solutions should be employed to address traditionally achieved objectives like the interaction that reaches beyond direct instruction, access to advising and academic support as well as socialisation in the field of study. Barriers for establishing social relationships should be broken by affording the learner the opportunity to familiarise himself with the distance education paradigm and use of technology (Ragan, 1999: 22).
· Category three: Assessment and measurement.

Creativity in assessment design assists both the learner and the instructor in establishing progress. Assessments instruments should be congruent with the learning goals as well as the skills required of the learners. It should be integral to the learning experience as it provides the learner with a view of his progress, helps him identify shortcoming and re-establish immediate lesson goals. Assessment should accommodate the special needs, characteristics and situations of the distance learner. Ample opportunities should be built into the program for the learner to access and receive feedback on their learning activities (Ragan, 1999: 22).
· The enabling components of the guiding principles for distance education:-.

· Category Four: Instructional media and tools

Instructional media overcomes barriers of remoteness and time in distance education. Principles to be considered are the technology chosen should support the learning goals. The technology should be accessible to the learner and covers the widest range of use possible for the selected target group of learners. It should add value and should not be chosen for the sake of cost or any other reason. The instructional design should predict which technological approach to use. Users of the technology should be adequately prepared in order to maximise the capability of the media chosen. Program design should consider the diversity amongst learners. Various background and learning styles will affect how learners think and use the available technology. Lastly contingency plans should be in place should the chosen technology fail at a specific point in time (Ragan,  1999: 23).
· Category five: Learner support systems and services

These services should reflect the same efficiency in distance education than on campus learning environments. Principles to be adhered to are the existence of a comprehensive technology support system to address any problem the learner experiences related to technology. Faculty members should have adequate support in the areas of applied instructional technology as well as its use in distance education. These support services should be available from 7 to 24 hours per day depending on the type and need for the service. Evaluative feedback systems should be implemented to test the efficiency of support services on a continuous basis. Instructional policies should stipulate the supportive measures to be use for learners and faculty in distance education (Ragan, 1999: 22 – 23).
Besides the educator needing to understand distance education, the institution also needs to understand distance education as a system. Distance education as a system has many integrated and interacting parts. It should be thought of as a network of knowledge sources, managers, processors, communication media and learners. Various other organisations generate and add knowledge to the distance education organisation like schools, corporations, and other universities etcetera. It develops several instructional programmes and delivers them through various communications media. The whole system is well demonstrated by Moore (1993: 5) in the Fig 2.4 (See the next page).
2.9 Evaluating distance education courses

2.9.1 The evaluation research of Rangecroft, Gilroy, Long and Tricker 1999.

Rangecroft, Gilroy, Long and Tricker (1999: 17) did research in which they identified characteristics of a distance education delivery system that is important to the learners. This can be used as a template to evaluate the service delivery. The template was compiled by doing surveys amongst learners as well as tutors in order to grasp all the most applicable elements. (See table 2.2).

Figure 2.4 A holistic Distance Education System (Moore, 1993: 4-5).
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Table 2.2 Rangecroft, Gilroy, Long and Tricker’s characteristics of distance education (1999: 17)

	
	High Importance
	Medium importance
	Low importance

	Deciding to join
course
	Professional development 
Course content 
Personal development
	Widening of career opportunities
Relevance
Flexibility of study patterns
Course reputation
Extent of the required attendance
Extent of academic support
Extent of required study time
Comprehensive information


	Duration of the course
The price
The mode of assessment
Response to the initial enquiry
Success rate
The type of media used
Opportunity for contact with others
Facilities offered by institution
Regarding course satisfaction
Contact with others in the field
Ease of registration

	Course satisfaction
	Study flexibly
	Access to tutors
Professional development
Broadening of experience personal
development


	None mentioned

	
	High Importance
	Medium importance
	Low importance

	Course satisfaction
(continued)
	
	Extent of tutorial support
Ease of communication with
the institution
Relevance to your work
Level of individual learner
support
Appropriate support
services.
	

	Course material
	Quality of the content
Logical structure and 
consistency of course material
Readability
Up-to-date content
Clear learning outcomes
Punctual delivery of material

	Availability of text
Quality of presentation
Being self contained
Physical durability of material


	Variety of media



	
	High Importance
	Medium importance
	Low importance

	Contact sessions
	The content
	Opportunities for face-to-face contact
with tutor
Teaching methods
How often you  have attended 
during the year
The face-to-face contact time
Opportunities for contact with learners
	Time of attendance required during the year
Accommodation for teaching
Residential accommodation
Refreshments



	Assessment 
	Quality of the feedback,
Relevance of assignments
Clarity of assessment criteria,
Timely feedback 
Flexibility of submission
dates
	Dissertations
Timing of assessment


	None mentioned



(Rangecroft, Gilroy, Long and Tricker, 1999: 20 – 21)

Factors considered to be low in importance were only mentioned under decision to join the course namely influence of the employer and brochures.
The research executed seems to have succeeded in compiling a generic list for evaluating learner satisfaction with distance education. Open 

ended questions were included but they were rarely filled in. The answers of the ones that were completed related more to performance than to importance. The results of this study can assist course planners in focusing on what is important and avoid spending money on non essential issues (Rangecroft,  Gilroy, Long,  and Tricker, 1999: 18 – 23).

2.10 Distance Education a strategy serving many educational objectives

Smith (1998; 63 – 72) describes distance education as a strategy that can be used for many objectives. The following paragraphs describe his views.

Clarity with regards to business goals and educational objectives are the key to effectively use distance education as a strategy for course delivery. If distance education in itself is the goal it often fails. Careful goal setting is needed to align itself with the business objectives or the educational institute’s objectives in order for distance education to be successful. 

Generally business and educational institutions share five goals and uses distance education as strategy to reach these goals. These goals are access, reach, quality, efficiency and customer service.

Access as goal needs to be further clarified by asking access to whom and under what circumstances? It normally refers to the use of distance education in reaching globally dispersed and isolated learning communities. It may however not be cost effective if these communities are very small. Access can also mean admitting those learners otherwise not able to attend the institution for social reasons. For business communities access means providing training during working hours instead of sending a selected group to a workshop.

Reach is a common goal amongst learning institutions as it expands their pool for recruitment of potential learners. It can also solve problems with regards to specialised courses where a certain number is needed before the course can be presented. When reach is considered to be the goal clear objectives with regard to the nature and size of the potential audience should be established. The marketing and promotion activities will be related to these objectives.

When quality is the goal distance education often uses technology to improve the quality of courses offered.  It provides for increased contact amongst specialists in a particular field thus enhancing benchmarking and networking to maintain standards of training. It improves contact and communication of the learner which in turn enhances the learning process. For businesses quality is added by consistency of delivery of the material to be learned.

Efficiency as goal is served by distance education as strategy by more efficiently applying resource and learner times in education. This is an important requirement in all organisations that are aware of the constant demand on the time of their employees. Cost effectiveness interpreted as reducing costs is seldom a feasible goal for distance education delivery as the cost effectiveness is indirectly obtained through improving quality and efficiency of education.

Lastly customer satisfaction can be as much a goal for an educational institution as it is for a business. Learner satisfaction is very much a need to address in distance education. Content of courses should be specifically targeted to the needs of the learner. The latter is especially applicable to businesses that need their employees to be competent in order to maintain a healthy business. The use of technology as tool for delivery of distance education greatly improved customer satisfaction as it is very convenient in providing learning opportunity at any time of the day. 

Clarity in goal definition will enhance the enlisting of faculty, learners, alumni and supporters as they can clearly see whether the goals match their needs for education (Smith, 1998: 63 – 72).
2.11 Conclusion

Integrated in the planning for success of a learning event, the educator need to know what criteria should be adhered to, in order to ensure a successful distance delivery learning experience. Just efficient use of technology is not enough. 

The characteristics and nature of distance education was clearly established in this chapter and the educator should now consider integrating this as well as the criteria for the successful use of technology into his learning programme. To summarise, the educator needs to acknowledge the characteristics of distance education as education that is different from face-to-face education in that there is separation of the educator and the learner. This creates transactional distance which complicates the learning process. Communication and didactical techniques must be applied with the intent to overcome this distance. Distance education is not private study as it needs coaching and facilitation from a central point by an organisation whether it is an educational institution or the workplace training centre. It is characterised by the use of media to carry educational content and a highly industrialised process to ensure smooth operation in the managing of larger than classroom size learning groups. 

Planning of learning programmes should be such so that the learner can strike a balance between the course structure and communication so as to reach his own desired level of learner autonomy (Keegan, 1980: 33).

Just as with technology the goals for using distance education as delivery system should be clearly defined. Choosing technology as goal just because it is available and choosing distance education in itself as goal will lead to failure. It is important to understand that both are in itself tools or systems for delivery and can therefore not ensure educational success. It is vehicles that carry the real goals of distance education namely reaching all learners, ensuring easy access of and improved quality of courses, more efficient use of resources and learner time and maintaining learning satisfaction (Smith, 1998: 63 – 72).
The educator must use these vehicles to plan for an effective learning event. Knowledge of these vehicles is still not enough. Understanding how learning takes place and how various learning theories can be used as the passengers of the vehicle will be discussed in the following chapter. To illustrate and assist in the understanding of the concept of distance education and technology as vehicles for learning the following picture (Figure 2.6) can be used to highlight the intended meaning.

The researcher has not explored everything represented in this picture. The changed roll of the learner and the educator needs to be discussed, as well as the roll that the educational organisation plays. The tools used to cross the distance in the delivery of education namely distance education and technology will still be explored. In the next chapter the researcher will explore the content of the vehicle of delivery namely the use of learning theory in the representation of the content material. 
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Figure 2.6 Technology with constructivist designed courses to overcome transactional distance

Particular attention will be given to the constructivist epistemology because it creates the right environment in which the transactional distance of distance education can be erased. If applied correctly it reintegrates teaching at a distance by making up for the losses of direct contact teaching (Keegan, 1992: 83 – 84). It enhances learner independence through enhancing the learning process through promoting collaboration. It removes the need to overcome the transactional distance in distance education, because it links with Wedemeyer’s theory of learner autonomy. Where the latter is low, constructivist design of material will make up for the lack thereof. The constructivists design will assist the learner to overcome the need for teaching and cause a shift towards learning. Where the transactional distance is large, it reduces the need for a highly structured approach, by forcing participative learning, and thus overcoming transactional distance.
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