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Preface

Michael G. Moore

The Handbook of Distance Education has been developed in recognition of the need for an
authoritative compilation reflecting the state of the art in what is arguably the most significant
development in education in the past quarter century. Distance education, which encompasses
all forms of learning and teaching in which those who learn and those who teach are for all
or most of the time in different locations, dominates the discussion agendas of policymakers,
administrators, faculty, and students across the educational spectrum. Its importance and its
potential are now generally and widely accepted, as much by professors in universities and
community colleges as by trainers of teachers and members of the armed forces and by those
responsible for the continuing professional education of physicians and nurses, public accoun-
tants and pharmacists, managers in the corporate board-room and workers seeking new skills
on the factory floor.

What has brought about this sudden explosion of interest and the recent frenzy of activity?
Although there is no simple answer to this question, there can be no denying that the emergence
and spread of new computer-based communications technologies is one of the principal reasons.
As will be seen in more than one chapter of this book, the idea of using communications
technologies to deliver instruction at a distance is at least as old as the invention of universal
postal systems at the end of the 19th century, and the idea that education provided in this way
would open doors of opportunity to people who were otherwise disadvantaged by conventional
institutions of education and training is just as old. Until recently, however, these ideas have
rarely, if ever, found acceptance among mainstream educational administrators, faculty, or
educational theorists (the reason for this neglect is itself an interesting phenomenon that I hope
will be the subject of research in future). Now, the first years of the new century have seen a
new, unparalleled willingness to consider the benefits of teaching outside of the classroom and
beyond the campus. The idea of distance learning seems to have finally entered the educational
mainstream. Nonetheless, few commentators or policymakers have yet come to recognize the
implications of the shift of focus from where the teacher is to where the learner is—implications
for how education is conceptualized, how it is organized, what roles teachers should assume,
and how financial and other resources are to be distributed.

To open up the imagination of readers to these new possibilities by providing a comprehen-
sive and detailed account of the current state of the art—an account that includes information
about the wide variety of contemporary practices as well as the foundations on which these
practices are built—is the purpose of this handbook. Here we have assembled a compendium
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of new, specially commissioned work from all the leading thinkers and practitioners of distance
education in the United States, supplemented with chapters by some of the most distinguished
of their foreign peers. The book aims to provide a broad and exhaustive review of the research
on such topics as the best way to practice distance education at the teacher level and the ad-
ministrator level, the public policy implications of shifting a greater proportion of educational
resources to this method, and the implications of the expansion of distance education for the
theory of education and the practice of educational research.

In undertaking the compilation of the book, I have been driven by a single passion, a
passion that has two roots. This passion is to produce a work of enlightenment about this
field. What I mean by that will become clearer if I describe the two roots of my motivation.
First, in my practice as the editor of the American Journal of Distance Education and as
adviser of doctoral students facing the challenge of preparing a dissertation, I have become
very concerned at the common, indeed almost universal assumption that research is nothing
more than mere empiricism. This is expressed by an attitude that the beginning and end of
the research process is gathering, analyzing, and reporting data. The “literature review” that
typically is the second chapter in a dissertation or comprises the opening section of a research
article is widely regarded as a chore imposed by convention that has to be got through as
quickly as possible before getting to the “real thing,” which is to gather and report the results
of a survey or experiment. Very often the research design can be described most kindly as
a one-shot case study and is little more than an account of what a particular teacher did in
a particular program, with little general value beyond the context of the particular case (but
that is another issue!). What is so sad is to see many young researchers asking questions that
have already been answered, or at least answered in part, or asking questions that are beyond
being answered given the present state of knowledge, or delivering well-organized data that,
were they theoretically grounded, might make a significant contribution to knowledge. New
knowledge cannot be created by people who do not know what is already known, yet what
characterizes a great deal of what is presented as research in distance education today consists
of data that have no connection with what is already known. In this regard, the enthusiasm
for new technology is a problem, because what is known about education at a distance—its
organization, philosophies, and issues—are not technologically specific. People whose starting
point is the technology of the Internet cut themselves off from knowing what is known about
distance education, for obviously the Internet is so new a communications channel that what
is known in that context is minimal.

Beginning with the technology leads to the invention of terms like e-learning and asyn-
chronous learning, terms that make good sense if one knows the broader context of all that
came before the new technology but become serious impediments when they encourage po-
tential researchers to confuse the particular technology (i.e., the species) with the genus of
distance education itself. Researchers suffering from this confusion tend to compose research
questions that are truly new when applied to the new technology, although their answers are
well known within the larger field. More must be done in our teaching and by those who control
the research review process, including the review of articles for publication, to help and indeed
to require authors and researchers to base their inquiries and the data they gather and report
on a solid foundation of knowledge and exposition of what is already known!

The second root of the motivation for this collection is closely related to the first, and
I will state it only briefly. My experience as a consultant to a wide range of institutions,
states, national governments, and international agencies over several decades has led me to
conclude that an impatience for moving to action without adequate comprehension of previ-
ous experience characterizes not only the research but virtually all American practice in this
field.
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Just as it is hard to imagine that in any other field of inquiry researchers could set out
to gather data without full knowledge of what research had previously been undertaken, so
it is hard to imagine that other professionals would build programs, train teachers, invest
millions of dollars, make appearances before Congressional committees, and so on, without a
substantial review of previous practice in their field—without a review of what had succeeded
and what had failed and the reasons for the successes and failures. Yet in distance education,
it happens all the time. Ask a university professor to design a course for teaching distance
learners online and fail to explain, train, or in other ways bring that person to study how
courses have been successfully designed for individual learners at a distance using textual
communications in hard copy, or fail to introduce that person to the research and experience of
building learning communities through audio and video teleconferencing, (not to suggest that
the online procedures are identical, but there is knowledge that is transferable), and the result
will be a chaos of misdirected, naive, costly, and wasteful initiatives—a fair summary of the
state of the art at many institutions today.

Thus, this book will be a source of enlightenment if students, researchers, practitioners, and
policymakers turn to it as a key for knowing what is known before they begin to search for
new knowledge or begin to design and deliver new programs. It should be noted, especially by
researchers, that it is a key only and does not, obviously, pretend to supply the whole body of
knowledge. My recommendation to students interested in doing research is, after deciding on
an area to focus on, to look at the relevant chapter or chapters as the starting point for identifying
the main body of literature in that area. The next step is to study each of the references listed
in those chapters. No author in the handbook is able to communicate through synthesis or
summary of other people’s research the knowledge provided by that research itself. Each of
the chapters merely points the way to the literature, thorough study of which is the essential first
step to avoiding waste and gaining confidence in a particular direction to go, in both research
and practice.

In the handbook, we have attempted to bring together the most respected authorities in the
field, mostly well-established authors but some who are regarded as “rising stars.” In ex-
tending our invitations, we aimed to deal with another common problem encountered in
advising students and in reviewing research. This is the problem of authority. Along with
my plea for more attention to building a solid theoretical foundation for research and prac-
tice (i.e., knowing what is known), I would like students to appreciate that not all that is
published is of equal value. Students and others must learn who are the authors and which
the publications that have greater authority and which have less, and they must also learn
the criteria to apply in making evaluative judgments. As regards this issue, the reader can
be sure the authors in this book have considerable authority. At a minimum, every one has
been published at least once in the American Journal of Distance Education, itself the re-
sult of considerable competition and a rigorous review process. Most are veterans of many
years of research, writing, practice, and study, the authors of all the main books and princi-
pal articles in the field. I owe an enormous debt, not so much for myself, but on behalf of
the field of distance education, to these authors. As “authorities,” each of them is in great
demand in a field that is now insatiable in its search and need for true expertise, and each
made a significant sacrifice of time and other opportunities to contribute to the book. I might
have flinched from asking for so much from such persons were it not for the fact that I have
worked to a greater or lesser extent with every one of them on previous projects and antic-
ipated that I could depend on their goodwill and commitment to the field. I am delighted
to acknowledge that I was not disappointed and to thank them all for the high quality of
their work, their patience with the editors, and above all for their continued friendship and
collegiality.
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In particular, I wish to express my thanks to Bill Anderson, Lecturer in New Zealand’s
Massey University, who spent much of his time when working on his doctorate at Penn State
University in assisting with the administrative aspects of this enterprise, doing this with great
dependability and much tact as well as offering insights from his own impressive scholarship.
I would also thank other members of staff at the American Center for Study of Distance
Education, particularly Joe Savrock, who assisted enormously with editing. Finally, I thank
Lawrence Erlbaum and his staff, particularly Lane Akers, for their initiation of the project and
their encouragement and support throughout its implementation.



This Book in Brief: Overview

Michael G. Moore

The 55 chapters that make up this handbook provide overviews and summaries of the research
and practice of distance education in the United States. As was pointed out in the Preface, the
last 3 to 5 years have seen a rapid and explosive development of interest in and discussion about
distance education, driven by excitement among educators and other professionals about the
potential applications of interactive computer-based technology. In varying degrees all authors
in this handbook discuss or at least make reference to the impact of this new technology.
However, technology, whether new or old, is only part of the distance education system—and
arelatively simple part by comparison with the pedagogical, organizational, and policymaking
components. The handbook is not about technology but about the consequences of separating
learners and teachers, one of which is the need to use technology. Thus, the handbook is
made up of several sets of reviews and analyses of the research that deals with the history
and theory of distance education, learning and learners, design and instruction, management,
administration and policy, the characteristics of different audiences, the issues of costs, and
finally some international dimensions.

In commissioning these chapters, we asked each author to adopt what may be described as a
bibliographic essay style, charging each to give an overview and synthesis of the research and
scholarly literature of the subject being treated, supported by an extensive list of references.
We also asked the authors to consider three specific questions, our intention being to provide a
similar focus and structure for all the chapters and give harmony to the style of the handbook
as a whole. These common questions were as follows:

1. Whatis the current state of your special research area in contemporary distance education
in America?

2. What knowledge about this is based on empirical research evidence?

3. What further research is needed in light of the changes that are occurring?

A minority of the authors invited to contribute have established themselves as researchers
in fields adjacent to distance education rather than in distance education itself, and they were
invited because I believe distance education should be enriched by such cross-fertilization.
Authors outside the field do not always locate their area of study within the broad field of
distance education itself. Some of the terms that will be found in the handbook (e.g. fele-
learning and e-learning) emphasize the use of a particular communications technology, others
(distributed learning and distant learning) focus on the location of learners, others (open

Xiii
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learning and flexible learning) point out the relative freedom of distance learners to exercise
more control over their learning than is normal in conventional education. By emphasizing a
particular feature of distance education, such terms are valuable, but the reader should keep in
mind that these terms are not synonyms for distance education itself. These are all different
aspects of distance education, defined as “all forms of education in which all or most of the
teaching is conducted in a different space than the learning, with the effect that all or most of
the communication between teachers and learners is through a communications technology.”
Thus distance education is the generic term, and other terms express subordinate concepts.

ORGANIZATION AND CONTENTS
This handbook is divided into seven parts, as follows:

Part I. Historical and Conceptual Foundations

Part II. Learning and Learners

Part III. Design and Instruction

Part I'V. Policies, Administration, and Management
Part V. Different Audiences in Distance Education
Part VI. The Economics of Distance Education
Part VII. International Perspectives

Part I. Historical and Conceptual Foundations

In Part I, nine authors review the history, theory, and philosophy of the field. First, Farhad
(Fred) Saba, in my view the most sophisticated theorist of distance education writing today,
summarizes the classical theories of distance education before discussing how contemporary
changes in practice give rise to new questions of a theoretical nature. In concluding his chapter,
he proposes a new theoretical position, one based on the philosophy of pragmatism, and
advocates the application of a systems approach. This opening chapter introduces many of the
field’s core ideas (such as the “centrality and individuality of the learner”) and mentions the
names of some of the leading contributors to distance education theory, most of whom are
authors of later chapters of this book.

V. Von Pittman remains, as he has been for more than a quarter century, America’s leading
historian of distance education. In his chapter, he reviews the current state of historiography,
discusses unpublished and fugitive resources, expresses his opinion on the value of doctoral
dissertations, and concludes with a list of topics meriting research by the historian. Von Pittman
builds his contribution on the foundation of the chapter he wrote for Contemporary Issues
in American Distance Education. This book, which I edited in 1990, was in fact the first
compilation of American scholars in this field. It is perhaps of interest that the idea for producing
the current handbook was inspired by the success of that book and the suggestion from various
quarters that it was time for an update. A considerable number of authors in this handbook
were, like Von Pitman, contributors to Contemporary Issues.

Charles (Chuck) Feasley is one of them. Like Von Pittman, a scholar of many years’
standing in the field, including a long involvement with the University Continuing Education
Association, Feasley is highly qualified to describe the history of distance education from the
perspective of the national organizations. He gives a typology of such organizations, classifying
them as pioneering organizations, curriculum organizations, technology organizations, and
regional universities. One of Feasleys messages—a message discernible in almost every chapter
of the handbook—is that the problems faced by organizations and institutions in the past are
similar to the challenges faced by their counterparts today.
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By contrast to the first authors, the next is a relative newcomer to the field. Ellen Bunker, one
of my ex-students, accepted my invitation to write a chapter based on her doctoral dissertation,
in which she provided a unique analysis of more than a half-century of papers presented at
conferences of the International Council for Distance Education. In her chapter, she draws on
the data she gathered for her dissertation to show how a commitment to strong educational
values and the sharing of good practice are long-standing characteristics of distance education
in the international arena and that these have been maintained in the face of recurring waves of
excitement about new technologies, a phenomenon that by no means began with the Internet!

Donald Hanna’s chapter on emerging organisational models in higher education is the first
that looks specifically at the university. It helps us focus on what is, in my view, one of the
principal reasons distance education has not been able to progress further and faster than it
has—and is still being restrained more than I would like. The central issue introduced by Hanna
is organizational change. To understand why higher educational institutions do not do distance
education better than they do, the best place to look is neither technology nor pedagogy but
rather the internal dynamics of the institutional culture. Wherever there is demand for social
change of any kind, it is the culture and the propensity for innovation within the culture that
determines the extent to which change occurs, and generally the American higher education
culture has been and remains resistant to significant organizational restructuring, which is
necessary for fully implementing distance education pedagogies.

One of the few Europeans invited to contribute to the handbook is Borje Holmberg, a past
president of ICDE and one of the pioneer theorists mentioned by Saba in Chapter 1. Holmberg
expands on his previously published ideas about the importance of empathy between distant
learner and the instructing agency and the concept of teaching as a guided didactic conversation,
explaining how he feels these can be applied in the context of the technologies that have emerged
since he began writing on these issues nearly half a century ago.

The thoughts of fellow European Otto Peters, like those of Holmberg, are of special interest
because both these writers hold globally recognized positions among the founding fathers of
scholarship in distance education. Peters has the added distinction of being the founding rector
of Germany’s distance teaching university, the FernUniversitét. In his chapter, he reflects on
changes in this field that he has studied for many decades—and on the new world based on
digitalization, along with the pedagogical gains he believes it brings as students interact with
adaptive teaching programs, worldwide databases, and, of course, each other.

Changes resulting in understanding of learning and its support online are further considered
by Randy Garrison, Terry Anderson, and Walter Archer as they outline a theoretical framework
that uses the concepts of cognitive presence, social presence, and teaching presence as the basis
for an understanding of the development of online communities of inquiry. They discuss some
of the technological and organizational issues related to the creation of these communities.

Terry Anderson is sole author of the next chapter, in which he elaborates further on the
central and vital concept of interaction. Building on what I can describe as a very simple
(since I wrote it!) three-part typology, Anderson proposes three additional types of interaction
and suggests areas of and approaches to research that should expand our understanding and
competence when using these tools and approaches. He comments that the challenge issued
to distance educators some 20 years ago by Daniel and Marquis—to “get the mix right”—is
still valid today.

Part Il. Learning and Learners

In Part IT the common primary focus of each chapter is on learning and learners, although a
significant part of several chapters deal with how learning at a distance should be supported by
institutions and instructors. Opening Part I, adult education professor Chere Gibson discusses
the distant learner and introduces the focus on learning from the perspective of the theoretical
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framework popularized by Boyd and Apps in their contribution to the 1980 Handbook of Adult
Education. Using the three dimensions of the framework—transactional mode, client focus,
and system—and the facets of each dimension, Gibson provides a conceptual tool for exploring
existing research and identifying theoretical gaps and overlaps. She concludes by noting the
importance of recognizing the different contexts within which learning occurs.

In the second chapter of Part II, Randy Garrison focuses on one of the key, perhaps even
defining, characteristics of learning associated with distance education, self-directed learning
(it is noteworthy that distance education was once widely known in the United States as
independent study). Garrison suggests that in the new era of distance education, when it is easier
than ever to create communities of learners, even at a distance, the concept of self-directed
learning needs to be reconsidered to allow for changing motivational and metacognitive aspects
of learning.

Then the issue of “context,” as raised by Gibson, is featured in the chapter by Daniel
Granger and Maureen Bowman, who note the challenge faced by distance educators of working
beyond the foundation of good centrally prepared packages to ensure their applicability to
each individual learner. For Granger and Bowman, the key to successful distance teaching
lies in recognizing and responding to learner differences and providing for each individual’s
construction of knowledge.

Picking up the theme of individualization, Rob Curry’s chapter deals with the critically
important practice of academic advising. For better or worse (and personally I think there
should be more investment in specialist student support services that are separate from the
faculty’s teaching role), most advising is undertaken by faculty—the same people responsible
for developing course content and facilitating interaction. Curry helps us consider what further
research is needed on the advisor-student relationship, and how to support the kind of individual
approach to each student discussed in previous chapters.

Next, Don Winiecki puts the focus sharply on computer-mediated communication (CMC),
in particular, its use in facilitating instructional discussion in online distance education. Using
accounts by practitioners as well as the results of research, Winiecki identifies the characteristics
of what he calls conversational interactions as conducted in various situations, and he attempts
to classify the discussions that occur in instructional dialogue as a way of helping instructors
improve their facilitation of online discussion.

Kayleigh Carbajal, Deborah La Pointe, and Charlotte Gunawardena also discuss learning
online, picking up on some of the themes introduced by Garrison with their focus on devel-
opment of learning communities. They first briefly analyze the interplay of social and task
dimensions described by most group development theories, then provide an overview of group
development models. Next they discuss the impact of technological variables, and they end by
considering a framework based on social, task, and technological dimensions.

Connie Dillon and Barbara Greene continue the discussion of learner differences introduced
by Granger and Bowman with a closer examination of the meaning and treatment of individual
differences. They argue that the current approach to research on learner differences in distance
education is unproductive and suggest that questions about learner differences need to be
reconceptualized and considered through a focus on the learner’s approach to study. This
would inform teacher-student interaction in a way that will help students be more successful
in learning how to learn. That, I might add, would further strengthen the student’s propensity
for self-management of the learning process.

Cognitive and other learning factors are further considered in Chapter 17, by Michael
Hannafin, Janette Hill, Kevin Oliver, Evan Glazer, and Priya Sharma. Reviewing research in
Web-based distance learning, the authors divide their report into two sections. The first focuses
on cognitive factors (those that initiate or stimulate an individual’s mental processing) whereas
the second focuses on learning factors (those that cause students to engage in particular ways
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with specific concepts, content, or skills to be learned). The authors conclude by setting out
a framework for further research into Web-based distance learning based around six areas:
learners and learning, instructors and teaching, domain and task factors, course organization
and sequence, community and communication, and assessment.

In the last chapter of Part II, Cheris Kramarae discusses a range of issues that women
students working online have reported as having a strong impact on their studies. These issues
include the amount of time involved in study, the online curriculum (what’s available and how
it is taught), cost, and the use of information technologies. Kramarae concludes by pointing to
areas for further research that might help ensure that the new technologies in distance education
do not reproduce the inequities women have faced in on-campus higher education.

Part Ill. Design and Instruction

Rick Shearer opens Part III with a chapter on the decision-making processes used by instruc-
tional and course designers as they select among the various technologies available for distance
education. He explains why it is crucial for designers to understand and take into account the
strengths and weaknesses of each technology. He also reminds us that distance educators must
consider how their decisions about which technologies they use will impact the interacting
parts of a distance education delivery system.

Diane Davis, a long-time expert in the design of instructional text, after acknowledging the
significance of the expansion of Web-based instruction, points out that most of the material on
the Web is in the form of text (reminding us once again that in distance education there is a
hundred years of experience in teaching by text). Her chapter examines the literature related to
the use of online text and explores how research and practice can inform our use of electronic
text for instruction. Included are strategies related to the broad design features of purpose,
structure, and interactivity that should guide the development of instructional online text.

Chute’s review of distance learning at AT&T, Lucent Technologies, and Avaya Inc. might
have been placed in Part V, where we present research on a number of different audiences. It is
located here because we felt it would help complete the focus on design issues as seen from the
perspective of the different technologies used. Chute’s review moves from audioconferences
to audio graphics to videoconferencing and then to use of the Internet. Among the ideas
introduced is that there is a need to develop a range of knowledge management tools and also
a need to examine the implications of the new technologies in terms of costs and return on
investment—a theme returned to later in the book.

In Chapter 22, Robert Wisher and Christina Curnow review findings on the impact on
learning of video-based instruction. Their chapter is presented in four parts in a roughly
temporal (and technological) sequence: a review of research conducted up to 1945; a review
of audiovisual instruction and educational television prior to the introduction of the desktop
computer; a review of CD-ROM and videodisc use prior to the common availability of the
Internet; and a review of research on the use of digital video in Web-based learning.

Web-based instruction is the focus of the next three chapters. First, Curtis Bonk and Vanessa
Dennen provide five pedagogical frameworks that they believe may be used to create variety
in Web-based instruction. These frameworks relate to the psychological justification for on-
line learning, interaction among participants, levels of technology integration, instructor and
student roles, and pedagogical strategies. The authors suggest that these frameworks can lead
to initiatives related to research agendas, tool development, instructional design benchmarks,
instructor training, and development of pedagogical guidelines and material.

Staying with the theme of online delivery, the next two chapters, by Som Naidu and by
Richard Hall, Steve Watkins, and Vicky Eller, address the subject of course design. First,
using the currently popular term e-learning, Naidu presents a variety of different instructional
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models—distributed problem-based learning, critical incident—based learning, goal-based
learning, learning by designing, and web-based role simulation—that he believes should inform
the design of instruction in the online learning environment.

Hall, Watkins, and Eller also present a model to serve as a framework for the design
of Web-based learning. Their model consists of seven components: directionality, usability,
consistency, interactivity, multimodality, adaptability, and accountability. These authors see
design as requiring a balance of simplicity (represented by consistency and usability), com-
plexity (represented by interactivity), multimodality, adaptability, and evaluation (represented
by accountability).

A modern system of distance education must include library services, whether the informa-
tion comes in hard-copy or electronic form. In her chapter, Sue McKnight brings an Australian
perspective on the role of library services in distance education and then considers the link
between libraries and teaching and learning and how that link is becoming more explicit. She
points to the blurring of the boundary between the curriculum and the kind of information pro-
vided by library support services. Anticipating a new kind of problem, one that more and more
American institutions will have to deal with, she discusses the demands placed on libraries as
they attempt to service a growing number of overseas students.

In the final chapter in Part ITI, Morris Sammons returns us to the discussion of the relationship
of the learner to the distant teacher as he sets out an argument for Web-based technology as
a means of achieving the more learner centered conception of teaching and learning that we
have met in earlier chapters. Use of Web-based technology is seen as offering one way to make
the requisite adjustments in teaching and learning. Sammons notes that it will require time for
educators to gain the experience to work effectively in such an environment.

Part IV. Policies, Administration, and Management

Opening the set of chapters that deal with policy issues, Lucille Pacey and Erin Keough
describe the general policy context for distance education and then briefly consider a small
selection of public policies and their intended outcomes. The focus then moves to institutions
and their planning strategies as they relate to changing public policy. The chapter ends with
recommended research in the policy arena that might help the distance education community
close the gap between what it wants and what is being achieved.

Michael Simonson and Tamara Bauck complement the (Canadian) perspective of Pacey
and Keough with an introduction to policy issues at the state level in the United States. They
distinguish seven policy categories, discuss each of these, and note related policy issues.
Simonson then provides a sample of policy statements based on his work with the South
Dakota Department of Education.

A vitally important policy area at both national and state levels is discussed in Amy Lezburg’s
chapter on accreditation. Beginning with a brief historical overview of accreditation, Lezburg
then considers accreditation in distance education specifically. She discusses the role of the
Distance Education and Training Council (formerly the Home Study Council) and explains
how the regional accrediting agencies have begun to extend their range of interest beyond
on-campus education to include distance education.

Closely related to the theme of accreditation is that of quality assurance. In Chapter 31,
Annette Sherry indicates some of the methods used to obtain information about the quality of
distance education programs. She also reports on some of the guidelines and principles that
are emerging from a range of state and national organizations and gives her own summary of
recommendations for maximizing quality.

Peter Dirr, who wrote the final important chapter of Contemporary Issues in American
Distance Education, takes a look “Towards 2010 in reviewing a set of specific policy areas
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beginning with quality. Other policy areas summarized here include equity and access, collab-
oration and communication, globalization, intellectual property rights, the role of technology,
faculty, students, research, and evaluation. Dirr ends with a set of questions related to each of
the above policy areas, questions that could well be seen as constituting a research agenda for
those interested in policy issues that affect distance education.

One of Dirr’s policy areas, intellectual property, is the subject of Tomas Lipinski’s chapter.
Here are presented some of the legal issues arising from the development and use of copyrighted
material in Web-based distance education. The author explains how using Web sites as vehicles
for content delivery has increased the complexity of copyright issues and notes some recent
developments brought about by court decisions.

In a chapter that addresses some issues that are also dealt with in the design section of
the book, Roger Kaufman and Ryan Watkins explain the importance of institutions basing
their distance education policy on a sophisticated understanding of their potential student
market. Recommending that any institution do a needs assessment prior to moving to develop
a distance education program, their framework outlines a process that aligns strategic, tactical,
and operational planning. They suggest that the institutions that succeed will be those that are
involved in change proactively, working to create their own educational market. (A number of
interesting questions may come to mind by recalling the discussion of institutional culture in
Chapter 5.)

Achieving good policy is impossible without good leadership, and leadership—or rather the
absence of studies of leadership in distance education—is the subject of Michael Beaudoin’s
chapter. Beaudoin reviews the literature in this area and postulates a number of attributes he
believes are needed for successful leadership, noting the importance of a macro-level view
on the part of institutional leaders and an understanding of the wider strategic implications of
adopting new technology for distance education.

Moving to the related theme of institutional management, Andrew Woudstra and Marco
Adriabegin with a discussion of the ways in which traditional patterns of management are likely
to be disrupted by the need to deliver programs by the Internet. Organizations are becoming
networks, and managing a network requires skills and organizing processes that will be new to
managers as well as to faculty and support staff. The chapter discusses some of the particular
contingencies that managers must consider as they reorganize their structures and operations.

Obviously one of the greatest challenges facing educational leaders and managers is how
to deal with faculty members acculturated into a world of academic practice that is fast disap-
pearing. Linda Wolcott has specialized in this area, and in her chapter she provides a review of
research on the motivations and barriers related to faculty participation. How faculty partici-
pation and motivation are affected by institutional policies is one of the areas in which further
research is suggested.

Part IV ends with a chapter by Melody Thompson and Modupe Irele on program evaluation.
The authors discuss the context of and rationale for rigorous, well-supported evaluation; the
purposes of such evaluation; new trends in this area, especially new guidelines for practice;
and changing standards of effectiveness.

Part V. Different Audiences in Distance Education

In this part, nine separate chapters report on applications of the distance education method in
the principal sectors of the educational and training fields. (Let me acknowledge here that our
organization of chapters into discrete parts is far from exact! Throughout this book, each author,
understandably and inevitably, addresses questions of learning, teaching, policy, management,
and often theory, as well as, on occasion, such issues as globalization. The integration of many
themes dealt with elsewhere is particularly noticeable in Part V.)
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In the first chapter of Part V, Diana Oblinger and Sean Rush describe the roles of corpora-
tions. Corporations are both consumers and suppliers of distance education. Their entry into
the market as major suppliers is a relatively recent phenomenon, and after explaining the nature
of corporate universities, the authors consider what it is that motivates corporations to become
involved in this area. They draw attention particularly to benefits such as productivity improve-
ments, staff retention, competitiveness, and cost savings in training. They also note the range
of areas in which corporations are involved in supplying services to educational institutions.
These areas include admissions, library services, procurement, content development, testing,
and advising and tutoring.

Zane Berge in the next chapter, considers the training needs of contemporary organizations
and the capabilities required to meet these needs. He looks at distance training in the light
of these needs and capabilities and presents a framework to help managers chose the most
appropriate kind of distance training programs.

Moving the focus from corporate training to continuing professional education (CPE), Kathy
Perdue addresses questions related to the motivation of professionals to use distance learning
and the deterrents to their participation in Web-based CPE. She discusses three trends that she
believes will make an impact, namely, the globalization of the professions, the redefinition of
CPE, and the changing nature of the population making up the professional sector.

The chapters on the corporate and continuing professional education sectors are followed
by three chapters on distance education in the armed forces. As with distance education in
other sectors, it is not generally realized what a long tradition there is of distance education
in the armed forces, nor is the contribution of the armed forces to the wider development of
distance education well enough known. (Just to illustrate, Charles Wedemeyer, the founder of
distance education scholarship, acquired his first experience of designing programs for distance
teaching when serving as a naval officer in World War II. I well remember in the early 1970s
accompanying Wedemeyer on visits to the U.S. Armed Forces Institute (USAFI), in Madison,
Wisconsin, where he maintained his support of military training by distance methods, including
some of the earliest applications of the computer. USAFI, with around half a million students,
was the largest distance teaching agency in the world at that time and would still dwarf most
programs today.)

Each of three chapters briefly presents the author’s view of the history and extent of distance
education within a branch of the armed forces and then moves to consider how that branch is
responding to the challenges of today’s military environment. Philip Westfall discusses the Air
Force’s Advanced Distributed Learning Initiative; Steven Jones, Larry Blevins, Wanda Mally,
and James Monroe, the Marine Corps’ Training and Education Modernization initiative; and
Michael Freeman, the Army Distance Learning Plan. The chapters all note the importance
of systematic approaches to the task of providing appropriate training and the ways in which
advanced technologies are enhancing the provision of that training.

Another very important player in distance education, the community college (which has
probably done as much as, if not more than, the university in developing the use of video
technology, in particular), is discussed by Christine Dalziel. In her chapter, she discusses some
previously encountered issues—including accreditation, support services, the digital divide,
faculty training, and copyright—from the community college perspective, as well as the key
issue of collaboration between colleges.

Finally, Tom Clark reviews the role of distance education in the education of children,
primarily in the high school sector. If distance education has been marginal in higher and
continuing education, it has been even more marginal in the education of children. Clark reviews
historical trends from the 1920s through to the development of today’s virtual schools, including
the evolution of audio- and video-based K-12 courses as well as professional development for
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school teachers. A review of research in this sector covers topics such as persistence, academic
achievement, and participation.

Part VI. The Economics of Distance Education

This part, on the economics of distance education, comprises only three chapters. Instead
of incorporating these chapters into Part IV, on policy, administration, and management (an
option that would be conceptually defensible), we decided to allow these chapters to stand alone
in recognition of the special importance of and great interest in this topic. Probably no question
is more frequently asked about distance education than whether it is cost-effective (a question
asked far less frequently about on-campus education, unfortunately), and there are few issues
in the field that are subject to more misunderstandings. Further, I am convinced that the benefits
of distance education cannot be fully realized unless and until our managers and leaders fully
understand the economic implications and prerequisites. It is simply not possible to design
and deliver distance education programs of quality without understanding and applying such
basic economic concepts as division of labor and specialization, relationship of labor to capital,
economies of large-scale production, and return on investment.

The opening chapter of this part is by one of the most highly regarded authorities on
the subject, Greville Rumble, another of our European contributors. Rumble reviews several
models used for costing distance education and points out the difficulties that arise with each
of them. He examines the factors that are driving costs in distance education, saying that
despite the difficulties with the models, it can be shown that distance education is typically,
but not necessarily, more cost-efficient than classroom-based systems. The chapter concludes
by noting that new computer-based or virtual classroom systems have new cost variables that
are not well understood and that call for new research.

Insung Jung’s chapter, which further investigates the issue of cost-effectiveness, focuses
on online delivery. After giving her perspective on the cost-effectiveness of earlier forms of
distance education, Jung reviews some of the individual cost-drivers, such as the number of
students in a course, the number of courses offered, the type of software platform used, and
the choice of synchronous or asynchronous online interaction.

Finally, repeating and complementing some of the points raised by Rumble and Jung,
Alistair Inglis compares online delivery costs and the costs of some alternative distance delivery
methods. Setting out several models of course delivery that claim or promise reduced costs per
student, Inglis also discusses some of the difficulties of comparing the costs of different forms
of distance education delivery. He provides a brief summary of the possible conclusions that
can be made through a cost-comparison process and points to further aspects of the relative
costs of online education that it would be useful to understand.

Part VI. International Perspectives

Although the Handbook of Distance Education is designed primarily for use by educators in
the United States, contributors include nationals of a number of other countries, reflecting the
fact that distance education, since its inception, has been more international than conventional
education (partly because of the continuing stimulus of the ICDE, as described in Chapter 4).
Part VI of this book is a good place to look for clues to the direction that the field will take
in the years ahead, for in the view of many it is likely that, as the world’s economy becomes
increasingly global, so too will the design, delivery, and support of learning.

This subject, the impact of globalization on today’s universities, is introduced by Robin
Mason, from the Open University. She reviews the links between the following factors: the
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drivers behind globalization itself, the threatened “commodification” of education, the or-
ganisational structures of the early online providers, and the ways people who are currently
nonparticipants may react to the changing context.

Charlotte Gunawardena, Penne Wilson, and Ana Nolla focus on the meaning and signifi-
cance of culture. Building on research conducted in the fields of cross-cultural psychology, in-
tercultural communication, and intercultural computer-mediated communication, they explore
theoretical constructs that explain how culture influences perception, cognition, the teaching-
learning process, and the diffusion of online education. The chapter includes a discussion of
research issues in cross-cultural studies and the implications for future research related to
distance education online.

In the next chapter, Australian scholars Terry Evans and Darryl Nation review historical
precedents to provide a perspective from which to consider the trend toward globalization.
Echoing themes stated in earlier chapters, they stress the importance of the trend toward
greater interaction between learners and the need to account for the individual contexts within
which students are learning—contexts that are increasingly variable as the catchment area for
any course becomes global. Evans and Nation’s chapter could almost as well be placed in
the first part but is located here because of the attention they give to globalization and beca-
use they present an Australian view of the issues. I suggest the reader might return to some of
the chapters in Part I, particularly that of Saba, and compare and contrast some of the ideas
there with those of Evans and Nation.

Jan Visser looks at global issues and the relationship of distance education to the international
development agenda from the unique position of one who has spent many years in leadership
positions in UNESCO (United Nations Educational, Scientific and Cultural Organization),
where he was director of the massive Learning Without Frontiers initiative. Visser provides a
critique of established practices in distance education based on his view that learning should
help people meet the demands of their lives. He also discusses the implications of his critique
for institutions, society at large, and individuals engaged in learning.

In the following chapter, John Daniel, who is now at UNESCO as director of education and
was previously vice chancellor of the Open University, teams up with Wayne MclIntosh of the
University of South Africa to address three questions: What is the state of tertiary education
around the world? Why have the large open learning systems used by the mega-universities been
so successful? And what have we learned from the mega-university experience regarding the
future of the university? Concentrating on the large single-mode distance teaching universities,
such as the Open University and the University of South Africa, these authors show how they
are meeting the challenges of the “eternal triangle”—improving quality, cutting costs, and
serving more students.

The final chapter of the book is on an important and often overlooked development in the
field, namely the distance education work of the international agencies. In this chapter, Michael
Foley discusses the World Bank’s Global Development Learning Network, including the design
of the system and the range of factors impacting its implementation on an international scale.
Issues such as access, technology choices, target audience, economics, and pedagogy are
considered. I can think of no more interesting topic to round out the story of this field of
practice and study, which began with John Foster, a newspaper editor in Scranton, New Jersey,
in the late 1890s and William Rainey Harper, first president of the University of Chicago,
than the creation of a learning network by an institution funded by all the wealthiest nations
of the world with the intent of opening opportunity for personal, community, and national
development across the globe.

Itis the vision and the mission of opening access and bringing greater equality of opportunity
that has inspired and driven distance educators for a hundred years—and will, I hope, continue
to do so. In passing, though, I would note that the need for opportunity is no longer, if it ever
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was, confined to the economically and socially disadvantaged. To put it one way, any person
who wishes to learn and is not able to access the means of supporting learning is in a sense
“disadvantaged” and deserves the consideration of those who work in the field.

CONCLUSION

Clearly, as this short review of the chapters of this book shows, distance education is not to be
identified with communications technology. Certainly those who think that distance education
is merely adding such technology to the existing tools and procedures of the classroom miss the
point completely. In truth, distance education encompasses a commitment to open opportunity
and level inequalities, a pedagogy that redirects some of the control and authority that con-
ventionally lies with teachers toward the learners, a set of instructional design principles and
methods of facilitating interaction, special leadership and managerial practices, a rethinking
of educational policy, and a way of organizing resources that changes the balance of capital
(technology) and labor (teachers) to create a more efficient system. Thus, distance education
holds out the promise of better teaching, better quality of learning, and far better returns to
public and private institutions for money invested in education and training. None of this can
happen without careful and deliberate planning, without a vision and clear policy—and without
courageous leadership. Leadership is needed not only to motivate and explain but to tackle the
resistance of those entrenched interests that, while readily willing to adopt new technology,
nevertheless do not take kindly to changes in the roles of teachers or the reapportionment
of human and financial resources. It is essential that the opportunities for distance education
be carefully evaluated within the framework of national, state, and institutional development
plans in general and educational and training policies in particular.

In undertaking the evaluation of opportunities, it would be wise to keep in mind not only the
promise of technology but its limitations and the hard policy decisions that have to be made if
technology is not to disappoint. I would echo the words of a report from UNESCO:

It is widely acknowledged that the past ten years have seen ... intense development of distance
education experiences. They gave birth to a surprising change of vision, and rhetoric to express
the hopes and promises attached to concepts of modern technologies. Oddly enough buzzwords
and catchy ideas were adopted and replaced well-known definitions of distance learning . .. too
many experts or gurus jumped on the idea, without considering the hard facts such as the costs
and uses of modern technologies. (Distance Education, 2001, p. 5)

If anything threatens the potential success of distance education more than the rejection
and neglect it has received in the past, it is the danger of overenthusiasm about technology
leading to underfunded, undermanned, poorly designed, and poorly managed programs. If the
present volume serves to temper some of the more impetuous enthusiasm and replace it with
well-grounded understanding of the costs involved and of the need for substantial investment,
training, reorganizing of administrations, monitoring and evaluation of learning, and support
of learners—of the need, that is to say, for careful and long-term planning and development of
new and different delivery systems—the authors jointly will have made an extremely valuable
contribution.
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INTRODUCTION

America’s approach to distance education has been pragmatic and atheoretical. With the notable
exception of contributions made by Charles A. Wedemeyer, theories of distance education
have been primarily conceptualized and developed by Europeans, Australians, and Canadians.
The practice of distance education in the United States traces back to the late 1800s, but the
first scholarly journal on the subject did not appear until 1987. Publication of the American
Journal of Distance Education and symposia of the American Center for the Study of Distance
Education organized by its director, Dr. Michael G. Moore, have brought the question of
theory to the forefront of discourse in the United States and have highlighted the contribution
of American scholars to research and practice within the discipline.

Today, traditional American pragmatism is evident in the search for “best practices” and
the establishment of methodological benchmarks. A broad look at the American scene indi-
cates there is a quest for practical solutions and a neglect of theory. This chapter contains a
comprehensive review of theoreticians who have contributed to the conceptual development
of distance education. It examines unresolved theoretical issues and demonstrates that the
philosophy of pragmatism (as explicated by William James) could be of immense utility in
resolving such theoretical issues by offering a solid epistemological foundation and a robust
methodology. American pragmatism is in fact presented as one possible foundation for the
development of distance education paradigms in the foreseeable future.

Theorists of distance education have addressed the main issues in the field from a holistic
perspective. Special areas of synergy have emerged, with the result that the core concepts and
building blocks of the field are understood with exceptional clarity. These areas of synergy are
explored and analyzed in the first section. Then, contemporary changes that have introduced
several theoretical issues and seemingly dichotomous concepts to the field are explored. Finally,
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the pragmatic school of philosophy is shown to provide a possible framework for a new
interpretation of distance education.

DISTANCE EDUCATION THEORISTS

Theorists are model builders. They observe a segment of the world around them and search for
order in the realm of experience, which is often confusing, if not outright bewildering, because
of its inherent complexity (Dubin, 1978). In their attempts to improve our understanding of
distance education, several theorists have presented significant models, each of which explains
an important aspect of the field. An overview shows that these theorists have approached the
discipline from a broad perspective and have treated it holistically. Their conceptualization
of the field addresses overarching issues, such as how to define its characteristics and how to
distinguish distance education from other forms of education. This is to be expected from a
relatively young area of study, one that, compared with similar disciplines in the humanities
and sciences, is still in its infancy.

In looking at distance education from a broad perspective, the leading theorists of the field
have developed conceptual synergies. For example, Borje Holmberg, Charles A. Wedemeyer,
and Michael G. Moore put the learner and his or her interaction with others at the center of the
education process. The centrality of the learner is one of the distinguishing features of distance
education, and understanding this fact is essential for discerning why it is essentially different
from other forms of education.

Another example of synergy is presented by the theories and models of Desmond Keegan,
Otto Peters, Randy Garrison, and John Anderson, which are primarily concerned with how
the field is organized and how it functions. Although these theorists do not lose sight of the
centrality of the learner, they concentrate on structural issues (e.g., industrialization) and how
such issues might affect the process of teaching and learning.

THE CENTRALITY AND INDEPENDENCE OF THE LEARNER

Holmberg (1995) clearly placed the learner in the center when he stated, “A basic general
assumption is that real learning is primarily an individual activity and is attained only through
an internalizing process” (p. 47). Unmistakably, Holmberg’s focus here is on the learner and
the learner’s responsibility for learning. Nevertheless, learner accountability is not unilateral
and finds its full expression in relation to the teacher’s contribution to the process of edu-
cation. Holmberg termed the learner-teacher relationship “guided didactic conversation.” He
presented seven postulates to clarify this concept. In these postulates, Holmberg emphasized
the importance of a “personal relation” between learner and teacher. This theme is often
lost in the midst of the discussion of current lay views of distance education, where it is
represented as a “delivery system” or a “technology” or in some other similarly misguided
way.

The independence of the learner is the conceptual attractor to which seminal thinkers in the
field point, including Wedemeyer (1981), the premier American theorist. Wedemeyer recog-
nized the independence of the learner and posited that such independence would be afforded
to learner by a variety of means and strategies, including anytime and anywhere learning and
learner control over the pacing of the learning process. Wedemeyer also acknowledged the
necessity for the learner to take more responsibility for learning, freeing the instructor of the
“custodial” duties of teaching. But the real impact of Wedemeyer’s contribution to the theory
and practice of distance education is yet to be realized.
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For Wedemeyer, distance education is a distinct “nontraditional” type of education. In
his book Learning at the Back Door, Wedemeyer (1981) stated, “As Moore pointed out,
learning apart (physically separated) from a teacher by means of communications through
print, mechanical, or electronic devices implies quite a different concept of learning from
that acquired in school” (p. 111). Thus Wedemeyer put into motion an essential concept for
a revolutionary approach to learning that is just beginning to be noticed by administrators
and program planners in higher education as well as those in government, business, and
industry.

Building on Wedemeyer, Moore (1983) introduced the concept of “transactional distance,”
which defined the relationship of instructor and learner in more precise terms. He stated,
“There is now a distance between learner and teacher which is not merely geographic, but
educational and psychological as well. It is a distance in the relationship of the two partners
in the educational enterprise. It is a ‘transactional distance’” (p. 155).

Moore’s concept of transactional distance is important because it grounds the concept of
distance in education in a social science framework and not in its usual physical science
interpretation. This is a significant paradigm shift of the kind described by Kuhn (1970).

As significant as the individual learner is to distance education, this type of education
invariably involves institutional structures as well. Structural and institutional concepts in
distance education are reviewed in the next section.

ORGANIZATIONAL STRUCTURES

Peters (1994) made a major contribution to the theory of distance education by recognizing
and explicating the industrialization of education—the use of technology to reach a mass au-
dience. Industrialization has been a feature of distance education for many years. In fact, it is
hard to imagine distance education without some elements of industrialization. To the extent
that correspondence education relies on the mass production of instructional materials and
involves a division of labor, it is an industrial enterprise. The course team as originally concep-
tualized by the British Open University is another example of the division of labor in distance
education.

Keegan (1993) presented a typology of “distance teaching systems” in which he classified
the organizational structures of institutions involved in the field. He presented two general
categories: autonomous institutions and mixed institutions. Autonomous institutions, which
are free-standing organizations, encompass (a) public and private correspondence schools
and (b) distance teaching universities. Mixed institutions encompass (a) independent study
divisions of extension colleges (these exist mostly in the United States and Canada); (b)
consultation systems, in which students are assigned both to a distant university or college,
from which they receive their degree, and to a nearby “consultation” institution, from which
they receive instructional services (these systems exist mostly in Europe); and (c) integrated
systems, in which an academic department, supported by administrative staff, provides the
same curriculum to both on-campus, and remote students (these were first established in
Australia).

The picture of distance education that has emerged thus far in this review of the field’s
theorists is of a complex set of relationships between learners and teachers within various
types of industrially structured organizations. Although our goal is theoretical parsimony, we
still must address contemporary sources of complexity in the field in addition to those discussed
above if we are to achieve a clear understanding of distance education. This is the task of the
next section.
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EMERGENCE OF POSTINDUSTRIAL EDUCATION

The introduction of the Internet, with its potential for a postindustrial form of education, has
led to a critique of industrialization. Garrison and Anderson (1999), drawing on a distinc-
tion between the role of the “mega university” as conceptualized by Daniel (1998) and the
role of the research university and also drawing on Schramm’s (1977) distinction between
“big media” and “little media,” argued that, whereas mega universities might rely on big me-
dia to respond to a mass audience, research universities might rely on little media to offer a
seemingly postindustrial form of education, or “little distance education” (LDE).

COMPARATIVE STUDIES OF EDUCATIONAL TELEVISION
AND CLASSROOM INSTRUCTION

In the early days of research on educational television, mediated education was often compared
with classroom instruction. In 1967, Chu and Schramm, researchers at Stanford University,
examined 207 studies involving 421 separate comparisons of educational television and con-
ventional classroom instruction. These studies and a follow-up study done in 1975 showed
that there were no statistically significant differences between classroom instruction and ed-
ucational television, a finding confirmed by subsequent studies (Johnson, Aragon, Shaik, &
Palma-Rivas, 2000; Machtmes & Asher, 2000; Moore & Thompson, 1990; Saba, 2000; Wetzel,
Radtke, & Stern, 1994).

MEDIA RESEARCH AND “CONFOUNDING VARIABLES”

Kumata (1960) summarized the results of research conducted on educational television in the
late 1950s. This comprehensive review of data-based research literature clearly indicated the
importance of learner traits in learning from television. Salomon and Snow (1970); Snow and
Salomon (1968); Salomon (1969, 1971); Cronbach and Snow (1977); and Snow, Federico,
and Montague (1980), among other researchers, conducted a series of studies based on the
idea that if learner traits are paired with the right treatment attributes (mediated or otherwise),
learning outcomes could be predicted and controlled. Aptitude-treatment interaction (ATT)
clarified several issues related to cognition and mediated instruction. It also revealed that the
combinations of cognitive states and media variables are potentially unlimited, preventing
a simple or final analysis of the impact of media on learning. In 1985, Clark and Salomon
presented a comprehensive review of research on media and teaching and referred to the
problem as one of “confounding variables.” (Clark, 2001)

Snow summarized the strengths and weaknesses of ATI research as follows (quoted in
Kearsley, 1994):

1. Aptitude treatment interactions are very common in education.

2. Many ATI combinations are complex and difficult to demonstrate clearly, and

3. No particular ATI effect is sufficiently understood to be the basis of instructional practice.
http://www.gwu.edu/~tip/cronbach.html

Commenting on research conducted in the late 1970s and 1980s, Jonassen and Grabowski
(1993) likewise acknowledged the complexity generated by ATT matching: “ATIs also interact
with processing requirements of the learning task to produce complex performance differences”
(p. 30).
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GLOBAL CHANGE AND TRANSITION

In recent years, a confluence of dramatic changes in the U.S. economy, technological inno-
vations, and historic international developments, such as the end of the Cold War, propelled
distance education from its usual peripheral position to the center of attention in various institu-
tions. Distance education, or e-learning (the name that corporate America has ascribed to it), is
now estimated to be a multibillion-dollar industry. The impact of these historic elements on the
expansion of distance education illustrates that distance education is a complex phenomenon
affected by myriad interrelated factors.

This was not the first time that social events had influenced distance education and its wide
acceptance and popularity in the United States. The success of the Public Broadcasting Service
in the 1960s and the increased availability of telecommunication satellites prompted experi-
mental use of satellite-based instructional television in Alaska, American Samoa, Colorado,
the Appalachian Mountain region, the heartland (University of Mid-America), and the eastern
United States in the 1970s and 1980s.

NEW TECHNOLOGIES AND IDEAS

Another source of complexity was the introduction of the Internet and the rapid increase in
its use. Various forms of Internet communication led to new ideas with implications for the
theory of distance education. For example, Harasim (1990) presented a formal view of the
practice of computer-mediated communication that highlighted its social nature, collaborative
environment, and capability to amplify intellectual discourse and foster the social construction
of knowledge.

With a long history of data-based research on mediated education from a cognitive perspec-
tive, Salomon (1997) presented a balanced view of individual as well as group contributions to
the process of socially constructing knowledge in computer-mediated communication. Thus,
“distributed cognition” in computer-mediated communication became the source of another
dichotomy in learning—the role of the individual versus the role of the group.

RELATED DISCIPLINES

Other sources of complexity in distance education include disciplines that are closely related
to the field, such as adult education and the principles of adult learning as defined and elabo-
rated by Malcolm Knowles (1975) and extension cooperatives and their pioneering efforts in
establishing mobile libraries (in early 1900s), educational radio (in the 1920s), and educational
television (in the 1940s).

In summary, distance education is a complex phenomenon consisting of many interrelated
factors. These factors change over time and are not static. The nature of the complexity of
distance education is explored further in the next section.

COMPLEXITY

As noted, many factors are involved in the formation, adoption, and application of distance
education, including these:

¢ Global social, and economic developments.
¢ Industrial and postindustrial organizational structures.
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Hardware Systems

Software Systems

Telecommunication Systems

Instructional/Learning Systems

Educational systems

Social Systems

Global Systems

FIG. 1.1. The hierarchy of interacting subsystems that affect distance education.

Media attributes involved in the production and presentation of instructional materials.
® Learner traits of various kinds and their interaction with media attributes.

Mpyriad factors related to teaching and tutoring as well as the formation of learning
communities.

Individual differences in perception, information processing, cognition, motor behavior,
and affective states.

¢ Increasing variety of attributes in emerging digital media, such as virtual reality-based
tele-immersion and tele-presence.

These factors exist in a set of nested and hierarchical subsystems that have their own internal
behavior, but each subsystem also affects and is affected by all of the others no matter at what
level (see Fig. 1.1).

Apparent dichotomies in the way distance education has been conceptualized and defined by
its theorists have emerged. In discussing recent social changes and the emergence of postmodern
culture, Peters (1988) stated,

There has in fact been a deep structural change in values that allows the modern self to be
distinguished from the post-modern self. It might be better to refer to a shift of values, which
took place in the following dimensions: from rationality to irrationality, from unemotional action
to emotional expression, from institutional roles and standards to individual roles and standards,
from duties to society to orientation towards personal gratification ...

As he noted, “The consequence of this change is that the post-modern self is disposed to behaviour
that no longer corresponds to distance education in its industrial character” (p. 124).

Additional dichotomies occur in the following cases:

® The principles of industrial distance education as articulated by Peters (1998) contrast with
the principles presented by Garrison and Anderson (1999), which describe a postindustrial
view of the field.

® The practice of distance education encompasses disparate methods. For example, some
practitioners are involved in “asynchronous” distance education whereas others provide
“synchronous” distance education.
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¢ Disciplines that have had a heavy influence on distance education contain contrary theories
and schools of thought. As a prime example, in the field of psychology, objectivist teaching
contrasts with the more recent but very popular constructivist learning.

¢ Distance education is often held up for comparison with so-called face-to-face, campus-
based, or traditional education. Although research has indicated that there is no significant
difference between distance education and classroom instruction, issues of parity of es-
teem have lingered on for years.

Teacher-centered versus learner-centered education, content-centered versus case-based
instruction, decontextualized versus contextualized instruction, and elitist versus democratic
educational systems are other examples of contrasting theories and practices.

RESOLVING THEORETICAL DICHOTOMIES

American pragmatism is a school of thought that focuses on action and on the ideas of “prac-
tice,” and the “practical.” According to William James (1907), one of its pioneering thinkers,
pragmatism is based on a familiar philosophical view, empiricism, but the empiricism pro-
pounded by the pragmatists is of a radical kind and introduces a new temperament into phi-
losophy. Indeed, the pragmatists hold that theories are instruments rather than “answers to
enigmas, in which we can rest” (James, 1907, p. 26).

This attitude toward theories opens the door to reconciling seemingly contrasting ideas. As
James (1907) explained,

Pragmatism unstiffens all our theories, limbers them up and sets each one at work. Being nothing
essentially new, itharmonizes with many ancient philosophic tendencies. It agrees with nominalism
forinstance, in always appealing to particulars; with utilitarianism in emphasizing practical aspects;
with positivism in its disdain for verbal solutions, useless questions, and metaphysical abstractions.
(p. 26)

Another radical aspect of the American pragmatists is their disdain for intellectual tenden-
cies. Having no dogma or doctrines, pragmatism is a “method” that might lead into various
schools of thought and ideas. To make this point, James used imagery attributed to the Italian
pragmatist Papini, who visualized pragmatism as a hotel corridor leading into various rooms.

Innumerable chambers open out of it. In one you may find a man writing an atheistic volume; in
the next some one on his knees praying for faith and strength; in a third a chemist investigating a
body’s properties. In a fourth a system of idealistic metaphysics is being shown. But they all own
the corridor, and all must pass through it if they want a practicable way of getting into or out of
their respective rooms. (p. 27)

Ultimately, the pragmatist’s quest is not a search for the relative, despite the fact that it came
into being at the turn of the 20th century, when the idea of relativity was formed and adopted
by physics. James is very clear in stating that pragmatism is not a negation of the concept of
absolute truth, although as humans we might only arrive at an approximation of the truth.

Cornel West (1989), in his analysis of James’ position, saw pragmatism as a “happy har-
monizer” and a “mediator and reconciler.” According to West, James liked to juxtapose polar
opposites in a rhetorical list:

The tender-minded versus the tough-minded.
Rationalistic (going by principles) versus empiricist (going by facts).
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Intellectualistic versus sensationalistic.
Idealistic versus materialistic.
Optimistic versus pessimistic.
Religious versus irreligious.

Free willist versus fatalistic.

Monistic versus pluralistic.
Dogmatical versus skeptical.

This list is analogous to the set of distance education-related dichotomies mentioned in the
preceding section.

PRAGMATISM APPLIED

According to several accounts, we live in a period of transition—from the industrial to the
postindustrial (Bell, 1973), from the modern to the postmodern (Lyotard, 1989), and from
the analog to the digital (Negroponte, 1995). As early as 1970, Toffler warned of a “future
shock.” The epochal changes that are occurring have created situations of great contrast and
confusion. We have one foot in the old and another in the new, and they are leading us in
seemingly opposite directions and toward paradoxical destinations. For example, those who
generate theories for or conduct research in distance education have speculated that the concept
of “distance” in education would eventually evaporate, if it has not done so already!

A robust paradigm is therefore needed to reconcile these contradictions and paradoxes and
support the field in the foreseeable future. If distance education theory is to be paradigmatic, it
has to explain education when instructor and learner are under the same roof as well as when
they are not. Reconciliation does not mean compromising, homogenizing, or standardizing.
Nor does it mean simply calling for the “equivalency” of distance education and on-campus
education, as Simonson, Schlosser, and Hanson (2000) have done.

Quite the contrary, the kind of reconciliation needed would, at least in the foreseeable
future, promote and accommodate pluralism. Pragmatism, then, is proposed as an appropriate
reconciler and mediator. But a paradigm, in addition to being a “worldview,” includes methods,
and these either confirm the status quo or point to anomalies leading to the next revolution
(Kuhn, 1970).

SYSTEMS AS PHILOSOPHICAL RECONCILERS

West (1989) dated the dawn of the postmodern era back to 1945, when Europe was decimated,
the colonial powers were leaving Asia and Africa, and the United States had clearly emerged
as a world power. The idea of systems initially flourished just as the world was beginning to
realize the paradoxes of modernity and the scientific culture that created it. Lyotard (1989)
defined the contours of a new postmodern paradigm as follows:

Postmodern science—by concerning itself with such things as undecidables, the limits of precise
control, conflicts characterized by incomplete information, “fracta” catastrophes, and pragmatic
paradoxes—is theorizing its own evolution as discontinuous, catastrophic, nonrectifiable, and
paradoxical. It is changing the meaning of the word knowledge, while expressing how such a
change can take place. It is producing not the known, but the unknown. And it suggests a model
of legitimation that has nothing to do with maximized performance, but has as its basis difference
understood as paralogy. (p. 60)
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Systems science is the quintessential Jamesian tool for understanding relationships between
things and not looking for a single answer to a problem within the confines of a dogma.
In postmodern science, understanding the whole involves understanding the parts, but also
examining the interrelations between the parts. The origins of the postmodern science are
clearly visible in the following quotation from James, Pragmatism, (1907), which encapsulates
systems, hierarchy, complexity, and chaos theories:

Human efforts are daily unifying the world more and more in definite systematic ways. ... The
result is innumerable little hangings-together of the world’s parts within the larger hangings-
together, little worlds, not only of discourse but of operation, within the wider universe. Each
system exemplifies one type or grade of union, its parts being strung on that peculiar kind of
relation, and the same part may figure in many different systems, as a man may hold various
offices and belong to several clubs. (p. 61)

Ludwig von Bertalanffy, who was born in Austria in 1901 and died in the United States
in 1972, formalized the idea of systems in his seminal book General System Theory, first
published in 1968:

Similar general conceptions and viewpoints have evolved in various disciplines of modern science.
While in the past, science tried to explain observable phenomena by reducing them to an interplay of
elementary units investigatable independently of each other, conceptions appear in contemporary
science that are concerned with what is sometime vaguely termed “wholeness,” i.e. problems
of organizations, phenomena not resolvable into local events, dynamic interactions manifest in
difference of behavior of parts when isolated or in a higher configuration, etc.; in short, “systems” of
various orders not understandable by investigation of their respective parts in isolation. Conceptions
of and problems of this nature have appeared in all branches of science, irrespective of whether
inanimate things, living organisms, or social phenomena are the subject of study. (von Bertalanffy,
1988, pp. 36-37)

In clarifying von Bertalanffy’s concept of system, Davidson (1983) said, “The common de-
nominator of the various definitions of system: is the idea of interaction. On various occasions,
Bertalanffy defined a system as ‘a set of elements standing in interaction,” ‘a complex of inter-
acting elements,” and ‘a dynamic order of parts and processes standing in mutual interaction’”
(p. 26).

Accountability for interaction is one of the main features of a general system. Interaction is
of crucial importance in understanding distance education as a group of actors (e.g., learners,
instructors, and instructional designers) who participate in interactive communication. Fur-
thermore, von Bertalanffy was careful to give due credit for some of his ideas to the British
mathematician and philosopher Alfred North Whitehead. Whitehead (1938) challenged the
Cartesian duality of body and mind and devised a philosophy in which an actual occasion was
a complex weaving of prehensions in the process of becoming. Whitehead revealed the tempo-
ral and dynamic nature of systems and the role of time in interactions in general systems—an
element that is rarely considered in education theory and research.

Built upon the principles of general systems theory, the new discipline of chaos theory has
opened the way for understanding the seemingly irreconcilable behavior of certain subsystems
in their interaction with larger system components (Briggs & Peat, 1989; Hall, 1993; Kiel
& Elliott, 1997; Williams, 1997). Distance education in various organizational structures—
from large global enterprises made possible by telecommunication satellites and the Internet
to local self-organized study groups and learning communities—manifests certain system
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characteristics, including the following:

Complexity. Human organizations, including those involved in distance education, are com-
plex. In the words of Briggs and Peat (1989), “Every complex system is a changing part of a
greater whole, a nesting of larger and larger wholes leading eventually to the most complex
dynamical system of them of all, the system that ultimately encompasses whatever we mean
by order and chaos—the universe itself” (p. 148).

Hierarchical. Living complex systems are hierarchical. Ahl and Allen (1996) stated, “We
defined a complex system as one in which fine details are linked to large outcomes” (pp. 29—
30). James (1907) conceptualized the idea of hierarchy as “innumerable little hangings-
together of the world’s parts within the larger hangings-together, little worlds” (p. 61), and
Briggs and Peat (1989) referred to “a nesting of larger and larger wholes” (p. 148).
Dynamic. Live, complex systems are dynamic; they change in time and evolve. In contrast,
static systems remain unchanged (Roberts, Andersen, Deal, Garet, & Shaffer, 1983).
Nonlinearity. Living organisms manifest nonlinear behavior, which is “qualitatively differ-
ent from that of the sum of individual parts” (Thelen & Smith, 1994, p. 45).
Self-organizing. Complex, dynamic, and nonlinear systems manifest adaptive behavior,
“an emergent property which spontaneously arises through the interaction of components
(Thelen & Smith, 1994, p. 45).

Chaotic and ordered. “The basic idea is that nothing novel can emerge from systems with
high degree of order and stability, such as crystals. On the other hand, completely chaotic
systems, such as turbulent fluids or heated gases, are TOO formless. Truly complex things—
amoebae, bond traders, and the like—appear at the border between rigid order and random-
ness” (Horgan, 1995).

DISTANCE EDUCATION AS A COMPLEX SYSTEM

Peters (1967), applying the principles of industrialization, defined distance education as
follows:

Distance study is a rationalized method—involving the division of labor—of providing knowledge
which, as a result of applying the principles of industrial organization as well as the extensive use
of technology, thus facilitating the reproduction of objective teaching activity in any numbers,
allows a large number of students to participate in university study simultaneously, regardless of
their place of residence and occupation. (p. 125)

Later he acknowledged the emergence of a postmodern era in distance education. Extending
his definition to the postindustrial and the postmodern era, distance education can be defined as
a complex, hierarchical, nonlinear, dynamic, self-organized, and purposeful system of learning
and teaching (see Fig. 1.1).

SYSTEMS METHODOLOGY

Systems methodology has been used for understating many phenomena, including organic life
(von Bertalanffy, 1988), industrial manufacturing (Forrester, 1961), developmental learning
(Smith and Thelen, 1993), cognition and action (Thelen & Smith, 1994), learning (Kelso,
1995), management (Ackoff and Emery, 1981), education (Banathy, 1992; Salisbury, 1990),
and a host of others (Meadows et al., 1974; Meadows & Robinson, 1985). Coldeway (1990),
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FIG. 1.2. Feedback loop between dialog and structure.

Vazquez-Abad and Mitchell (1983), and Moore and Kearsley (1996) called for approaching
distance education from a systems point of view and using systems methods to understand its
complexity.

More specifically, Moore (1983) embedded the concept of distance in education in a social
science framework. He defined transactional distance in terms of the relationship between dia-
log (autonomy) and structure, thus opening the way for a postmodern interpretation of distance
in education. Saba (1989) used a system dynamics modeling approach to computer simulation
(Roberts et al., 1983) to demonstrate Moore’s concept of transactional distance in a causal
loop between structure and dialog. Applying a system dynamics method accomplished two
theoretical aims: (a) It introduced the concept of virtual contiguity (in contrast to separation of
instructor and learner) and (b) it demonstrated the dynamic (time-based) relationship between
dialog (autonomy) and structure. Achievement of these goals was made possible by present-
ing a feedback loop that showed the cybernetic relationship between instructor and learner
(Fig. 1.2).

Constructing such feedback loops provides a method for reconciling seemingly opposite
concepts. In the situation illustrated in Fig. 1.2, for example, there is a negative feedback loop
between structure and dialog. A negative feedback loop provides a mechanism for determining
how much transactional distance is desired and required at each point in time. If the learner
needs more direct instruction, structure and transactional distance both increase. If the learner
requires more autonomy, transactional distance decreases as dialog increase and structure
decreases.

The inverse relationship between structure and autonomy (dialog) is at the highest hierarchi-
cal level in the instructional/learning subsystem depicted in Fig. 1.3. Structure and autonomy
can be further represented in relationships that define learner control and instructor control.
These feedback loops were in fact used in Saba and Shearer (1994) to test the validity of the
system model presented in Fig. 1.3.

Additional feedback loops could be developed to reconcile and test the validity of other
dichotomous constructs in specific subsystems, such as the objectivist-constructivist construct
(Fig. 1.4). The primary hypothesis here is that novice learners require more structure, leading
to objectivist instruction at the beginning of a course or instructional session. As the learner
acquires expertise, the need for structure decreases and autonomy increases, which leads to
learning patterns of behavior that are more constructivist.

As additional theoretical constructs are clarified and become available, systems method-
ology has the capacity for adding them to the model. For example, in recent years, there has
been discussion of emotional intelligence in the learning processes as well as in performance
(Gardner, 1993a, 1993b). The emotive factor could be added as a system variable or as a filter
or controller for cognitive and behavior processes (Fig. 1.5).

These theoretical speculations concern the instructional/learning level. Similar constructs
could be developed at other system levels. For example, at the hardware level, synchronous-
asynchronous affordance of a particular communication medium could be added, which
would have ramifications for variables at the instructional/learning level. Such dichotomous
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constructs are, therefore, a matter of degree of variability as determined by the tolerance of the
learner for autonomy and the requisite structure imposed by the instructor or the instructional
organization.

As shown in Saba and Shearer (1994), an important feature of system dynamics is that data of
various types can be used to represent such variables. In this 1994 data-based study, for example,
discourse analysis was used to measure the rate of instructor control and learner control. Data
generated through analyzing the conversation between 30 learners and one instructor in 30
individual sessions was used to discover whether there was an inverse relation between dialog
and structure.

In recent years, researchers in the field have used a variety of data collection methods and
data types. For example, Fulford and Zhang (1993) and Gunawardena (1995) used student
self-reporting in a survey study, McDonald and Gibson (1998) conducted extensive interviews
of students, and Chen and Willits (1999) and Tsui and Ki (1996) used conversation and
discourse analysis to collect their data. Systems methods are resilient enough to encompass
these and other data types. Model refinements may result from incorporating such variables in
subsystem elements. Hopefully, consilience with the nature and reality of the distance education
environment will emerge as a result.

LEARNERS AT THE CUSP OF CHAOS

Learners interact with their environments. They receive information, nourishment, and affec-
tion to maintain a steady state (i.e., a system status necessary for living and thriving). Learners
are also self-organizing and adapt themselves to their environment in creative and nonlinear
ways (Donahoe & Palmer, 1994; Mainzer, 1994; Singer, 1995). Learners as entities differ
from dissipative systems, whose behavior moves toward a point of equilibrium, inactivity, and
stability.

As Kelso (1995) stated in more technical terms,

A dynamical system lives in a phase state that contains all the possible states of the system and
how these evolve in time. A dissipative dynamical system is one whose phase space volume
decreases (dissipates) in time. This means that some places (subsets in the phase space) are more
preferred than others. These are called attractors: no matter what the initial value of x is, the
system converges to the attractor as time flows to infinity. For example, if you stretch a spring
or displace a damped pendulum, they will eventually wind down and stop at their equilibrium
positions. The attractor in each case is a fixed point or simply point attractor. (p. 53)

In contrast, learners, by definition, learn, and they also create and contribute to society.
Their learning behavior does not point to a state of equilibrium. Working at the level of the
brain subsystem, Kelso (1995) demonstrated that the human brain itself is a nonlinear, self-
adaptive organ of the body. His experiments and those of his colleagues showed that learning is
a “specific modification of already existing behavioral patterns in the direction of the task to be
learned.” This principle is congruent with earlier studies by Gagné and Glaser (1987), which
confirmed that prior learning is the most important predictor of future learning. In Kelso’s
terms, “The nature of the attractor layout prior to learning must be established to know what
has been modified and what has been learned” (p. 162).

Kelso’s experiments also confirmed another earlier finding by Gagné (Gagné and Glaser
1987)—that feedback to the learner on the results of learning is another crucial factor in
learning. Kelso (1995) emphatically states that “without such feedback, learning does not
typically occur” (p. 171).
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Providing knowledge of results, however, is a positive feedback loop, which does not
stabilize the system. It actually increases system instability and moves it towards “phase
transition” and ultimately “chaos” if not tempered by negative feedback loops in the system
(Fig. 1.6).

For learners to learn, their brains must hover at the cusp of chaos, and, while learning, their
“entire attractor layout changes” (Kelso, 1995). Learning is in fact a process of successive
approximations in which new attractors are strengthened and some of the prior attractors are
weakened. The result, however, is not more of the same behavior that existed prior to learning.
In learning, the learner’s general patterns of behavior undergo changes, often unpredictable
ones. Learning, thus, is an emergent behavior of the learner, a concept that is best understood
in the context of systems technology.

SYSTEMS TECHNOLOGY

Systems technology has become possible with the advent of the computer and its ability to
process data at a high rate of speed. In the 1960s and the early 1970s, mainframe computers
were used to run simulation programs modeling various systems, such as business organiza-
tions, industrial works, and natural habitats. Using a mainframe, for example, Saba and Root
(1977) developed a system dynamics model to study the behavior of organizational subsys-
tems in educational television. Mainframes, however, were expensive to run, and although
their number-crunching had speeded up to previously unimaginable rates, it was still time
consuming to program them, examine the code for errors, and rerun the experiment.

Microcomputers made systems simulation relatively inexpensive and even faster than pre-
vious generations of mainframes. Off-the-shelf software that dramatically facilitated simula-
tion of various systems also became available. For example, Saba and Twitchell (1988) used
Dynamo, a version of system dynamics ported to the Apple II computer, for studying gov-
ernance of distance education systems. Later, a system dynamics program was ported to the
Macintosh. Called STELLA, it was used for a data-driven study by Saba and Shearer (1994)
intended to verify the relationship between dialog and structure in transactional distance based
on Moore’s (1983) theoretical constructs.

Modeling distance education as a complex adaptive and nonlinear behavior of various
“agents” (e.g., instructors, learners, instructional designers, administrators, instructional tele-
vision program traders, investors in e-learning dot-com companies, and government decision
makers) requires system technologies capable of handling parallel computation architectures.
Singer (1995) and Holland (1996, 1999) have described the make-up of complex adaptive
systems and their emergent behavior. Their description can be summarized as follows:

* A complex adaptive system encompasses numerous interacting agents whose aggregate
behavior is to be understood.
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e The aggregate behavior of such agents is nonlinear and cannot be derived from a sum-

mation of individual component behavior.

The nonlinear aggregate behavior of individual agents results in emergent behavior.

Such emergent behavior, although unpredictable, is lawful.

The agents are morphologically diverse (e.g., students, faculty, instructional designers,

and administrators).

® The removal of one agent type leads the system to reorganize itself to make up for the

gap in the system.

The structure of the system continuously evolves, leading to the emergence of new agents

and new relationships.

e The agents are characterized by internal models, which are built-in rule-governed proce-
dures that allow for the anticipation of consequences.

A current study aimed at modeling dynamic, complex distance education systems has
adopted StarLogoT 2001 as one of its software programs. Developed by Uri Wilensky,
StarLogoT 2001 is a derivative of LOGO, developed by Seymour Papert at MIT, and is based
on StarLogo, developed by Michael Resnick—all under the auspices of the National Science
Foundation (Young, 2000). StarLogo allows the modeling of many agents as well as types of
agents, the inclusion of agents that can “sense” other agents and agent types, the use of “prim-
itives” built into the agents to “follow” what they “sense,” and the defining and reifying of
the agents’ worlds by specifying their environment and the context of their behavior (Resnick,
2000).

In this study, whereas StarLogoT 2001 is being used for modeling individual agents and
agent types, STELLA will be used to model the output of StarLogoT 2001 simulations for
observing the behavior of aggregate meta-agents and thus the behavior of the systems at
increasingly complex hierarchical levels (Resnick, 2000).

CONCLUSION

The American approach to distance education requires a paradigm congruent with the prag-
matic temperament in order to absorb the rapid changes in the field that are being fueled by
global developments, technological innovations, and a shift to a postindustrial era in economics.
Pragmatism, as defined by James, can be used to bring more conceptual clarity to current the-
ories and models of distance education. More specifically, it can set the stage for a systems
view of distance education and provides the foundation for employing systems philosophy,
methodology, and technology to establish an epistemology capable of serving the field in the
foreseeable future.

If distance education is to be the educational paradigm, distance education theory must
explain the whole of education and not only when teacher and learner are separated in space
and time. Such separation can be bridged by communication technology, a fact demonstrated
by teachers and students everywhere. But if students and teachers are separated by the total
absence of dialog, as occurs in many classrooms across the country and around the world,
bringing them together until they stand nose to nose will not offer a solution.

Approached from a systems view, distance education subsumes other forms of education,
including what is generally known as face-to-face or traditional education. The pragmatic
paradigm goes even further than that and posits that distance education is a product of the
postindustrial information culture. While schools traditionally tried to standardize instruction
to make people on the factory floor capable of performing routine jobs the challenge of distance
education is to respond to individual differences and make instruction as diversified as possible.
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In other words, the goal is to fuel the engine of postindustrial culture, the survival of which
depends on innovation, not uniformity.

It is of paramount importance to realize that a systems research methodology for distance
education must involve tracing data for each individual learner, including his or her prior
knowledge (phase state), achievement of learning objectives, and, perhaps most important,
construction of new knowledge. As indicated in Saba (1999) and Saba (2000), data from
hundreds of comparative studies show “no significant difference” between mediated education
and classroom instruction. However, the experimental methods used in these studies are ill-
equipped to shed light on dissimilarities between distance and face-to-face education that
might exist. They cannot, for example, detect the emergent properties of constructivist learning,
where significant differences in learning usually manifest themselves. Treating the learner as
an individual and expecting but not determining emergent learning affirms the learner as an
autonomous, independent, responsible agent.

A test of a new paradigm is its ability to accommodate the older ones while explaining
hitherto unexplained phenomena. Systems philosophy, methodology, and technology afford
a pragmatic paradigm for distance education that treats “distance” as a social construct in a
postindustrial context while subsuming industrial constructs developed in a physical science
paradigm. The analysis presented here is hopefully sufficient for demonstrating that this new
paradigm has the methodological potential to explain what has transpired in distance education
already and to suggest future developments. Among other things, the new paradigm should
be able to explain the contextual crafting of the moment of teaching and learning experience
as the instructional-learning process unfolds in time and produces both expected, determinate
behavior and general patterns of emergent behavior the nature of which is anticipated but not
determined in advance.
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Distance education is developing in a hurry at the postsecondary level. As its pace of innovation
and adoption accelerates, many practitioners and advocates seem anxious to leave its past
behind. The faculty, administrators, and instructional developers and designers promoting it are
definitely results oriented. To the extent that they have a guiding philosophy, it is pragmatism.
This orientation toward the future is both obvious and unremarkable. These educators tend to
have little inclination to reflect on the achievements, failures, and meaning of their predecessors’
work.

Yet, correspondence study was indeed the first distance learning format employed by post-
secondary American institutions, and for generations it was the only one. It has had a limited
but significant impact on college teaching. It provided not only an impetus for electronically
assisted distance education formats but also an administrative home. At least as important
is the fact that correspondence study often provided the funds and expertise that universities
tapped in order to attempt to develop innovative—and frequently foolish or ill-conceived—
telecommunications schemes.

The historians of education, scholars whose task it is to analyze and illuminate, have de-
voted little attention to distance education, even though hundreds of thousands of college
students have used one or more correspondence courses to further their progress toward grad-
uation. Given its low profile, the still relatively small number of students who have used it,
and the extremely small share of university resources expended on it, this lack of interest is
understandable, albeit regrettable.

In 1990, an anthology edited by Michael Moore, entitled Contemporary Issues in American
Distance Education, surveyed the state of scholarship and practice in distance education. It
included an essay I wrote on the historiography of correspondence study (Pittman, 1990). That
piece, hereinafter cited as the “CIADE essay,” demonstrated the lack of reflective historical
treatments of collegiate-level correspondence courses by enumerating the extant secondary
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works and pointing to obvious gaps. It provides a starting point for this chapter, which will
consider the current state of historiography for the first century of distance education in the
American university. In addition, this chapter reviews a body of literature—mainly doctoral
dissertations and anthology chapters—that received only scant mention in the 1990 CIADE
essay. Finally, it suggests several areas for new research, most virtually untouched by historians
of education.

RECENT DEVELOPMENTS IN THE HISTORIOGRAPHY
OF CORRESPONDENCE STUDY

Social and Intellectual Context

The CIADE essay noted a lack of “systematic analysis” in the historiography of correspondence
study. It cited as important a number of books that were not actual histories. Such works as
Bittner and Mallory’s University Teaching by Mail (1933) and Wedemeyer and Childs’s New
Perspectives in University Correspondence Study (1961) are arguably still among the best
books ever written on the subject. For all their merit, however, they are descriptive rather than
reflective. Although they are invaluable to the historian as resources, they are not works of
history. They present snapshots of the practice of collegiate correspondence study and provide
some narrative background in order to set a context but offer little in the way of analysis. No
book-length interpretive history of the field has been written since the CIADE essay appeared.
However, scholars have begun to take a more serious look at correspondence study (also known
as independent study).!

The best interpretation of independent study’s place in American higher education appears
in Joseph Kett’s The Pursuit of Knowledge Under Difficulties: From Self-Improvement to
Adult Education in America, 17501990, which appeared in 1994. Kett took his title from that
of an 1830 book by George L. Craik. While first published in Britain, Craik’s collection of
inspirational biographical sketches of worthy and persevering autodidacts became extremely
popular in the United States, complementing the widespread belief in self-help as well as
the ideology of Jacksonian democracy. Kett’s book, a social and intellectual history of adult
and continuing education in the United States, placed university extension and continuing
education programs—including correspondence study—squarely in the American tradition of
voluntary self-improvement. Universities became one of many providers of education meant
to promote self-improvement, along with proprietary correspondence schools, community
evening classes, lyceums, traveling chautauquas, and other agencies.

Kett described how extension efforts, including correspondence courses, developed in uni-
versities while never really becoming part of them. It was always a poor fit, he maintained.
Like many other extension and continuing education programs, correspondence study de-
partments became, in reality, self-supporting small businesses operating within tax-supported
public institutions. Kett explored the association of correspondence courses and lecture-based
extension classes with an alleged lowering of standards that caused professional academics to
regard them skeptically. Yet, by 1960, university adult education programs, like those of other
providers, came to hold “a secure but marginal niche in American education” (p. xviii). While
it deals with much more than independent study, The Pursuit of Knowledge Under Difficulties
is essential to any serious study of this form of instruction.

IEarly collegiate-level correspondence study was often called “home study” to distinguish it from the product of
proprietary schools. For much the same reason, colleges and universities began to call it “independent study” beginning
in the late 1960s. The three terms will here be used interchangeably.



2. CORRESPONDENCE STUDY IN THE AMERICAN UNIVERSITY 23

The publisher’s blurb on the back cover of Kett’s book proclaims it the “first history of
nontraditional education in America.” This is not precisely the case. Charles A. Wedemeyer’s
Learning at the Back Door: Reflections on Non-traditional Learning in the Lifespan (1981)
has a better claim to that distinction. Like Kett, Wedemeyer stressed the voluntary nature of
nontraditional education and placed correspondence study and other forms of distance educa-
tion in the context of a larger self-improvement movement. Whereas Kett took the position that
the institutions of higher education absorbed and accommodated some of the adult education
programs and methods, however grudgingly, Wedemeyer saw nontraditional education as a
revolt against the elitism of the established education system. Although neither Wedemeyer
nor Kett dealt extensively with distance education, both books provide a valuable historical
and intellectual context.

History by Anthology

Since the publication of CIADE, a number of anthologies on the general subject of distance
education have appeared. A fair number have included one or more chapters with an historical
orientation. Indeed, the CIADE essay itself is an example of this type of chapter.

In regard to the early history of distance education, the most important of these books is
The Foundations of American Distance Education: A Century of Collegiate Correspondence
Study, edited by Barbara Watkins and Steve Wright (1991). The Independent Study Division
of the National University Continuing Education Association (now known as the University
Continuing Education Association)? produced this anthology to celebrate the first 100 years
of collegiate distance education (dated from the founding of the University of Chicago and its
correspondence program in 1892). It represents the single most important contribution to the
history of collegiate correspondence study published since the CIADE essay.

The first two chapters, one each by editors Watkins and Wright, survey the history of cor-
respondence study in the American university. Chapters on two specialized areas of collegiate
programming—high school (Young & McMahon, 1991) and courses offered without college
credit (Rose, 1991)—follow, then one on the unending controversy over the academic qual-
ity of correspondence study within a university setting (Pittman, 1991). Finally, Van Kekerix
and Andrews (1991) contribute a particularly useful piece on early attempts by university
independent study departments to incorporate electronic technology into their instructional
formats.

Other anthologies have included chapters on the history of correspondence study, either
as background for discussions of more modern programs and events or as token offerings
representing one of the smaller areas of scholarship within the larger field of distance education.
J. Peter Rothe’s (1986) chapter in Distance Education in Canada (Mugridge & Kaufman,
1986), published prior to CIADE, is an example of the former type of writing. Rothe notes the
earliest Canadian correspondence programs, describes the development of institutions based
in whole or in large part on distance education, and ends with a discussion of early electronic
formats. A chapter entitled “Origins of Distance Education in the United States,” by Sherow
and Wedemeyer (1990), serves the same purpose in Education at a Distance: From Issues to
Practice, edited by Garrison and Shale (1990). This piece is almost certainly the last signed
work of Charles Wedemeyer’s distinguished career.

“Harper’s Headaches” (Pittman, 1995) meets the latter purpose—that of including the his-
tory of correspondence study in a more general research monograph, in this case a monograph

2The University Continuing Education Association was founded in 1915 as the National University Extension
Association (NUEA). It changed its name to the National University Continuing Education Association (NUCEA) in
1979, and then in 1996 it dropped “National” from its title.
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on the subjects of policy and administration published by the American Center for the Study of
Distance Education (Duning & Pittman, 1995). The author used this chapter to compare and
point to parallels between today’s administrative problems and those faced by William Rainey
Harper, widely regarded as the founder of collegiate correspondence study.

Institutional Histories

Institutional histories of major American universities rarely mention correspondence or in-
dependent study. The CIADE essay noted that only the excellent (but dated) history of the
University of Wisconsin (Curti & Carstensen, 1949) gives it substantive treatment. Histories
of extension and continuing education divisions—often written and published in-house—
frequently are useful, but they, too, tend to be old and outdated. On the other hand, scholars
researching the history of distance education will find several books on other postsecondary
institutions quite helpful.

Gene Getz’s MBI: The Story of Moody Bible Institute (1986) recounts the history of an
institution that is, among other things, a two-year college. Moody initiated its correspondence
program in 1901, placing it among the pioneers of this teaching method. Moody then built a
program with huge enrollments and developed a worldwide reach.

Regents College: The Early Years (Nolan, 1998) is the story of an innovative external degree
institution. Recently renamed Excelsior College, Regents College of the University of the State
of New York (not the same thing as the State University of New York, confusingly enough)
grew out of the practice of granting college credit by examination. In 1972, it began awarding
external degrees, the first granted in the United States since the 19th century. One of the several
means Regents students could use to acquire credit was—and still is—independent study. Until
recently, Regents offered no distance education courses of its own, but its students enrolled in
other independent study courses in such great numbers as to have an impact on virtually every
university program in the United States. Because it is so unconventional, Regents’ story is as
confusing as it is interesting. Donald Nolan, who served as a member of its founding board of
directors, recounts it deftly.

The Province of Alberta founded Athabasca University in 1970. Originally intended to be a
conventional institution, Athabasca later developed along lines influenced by the British Open
University. It began using teams of content specialists, instructional designers, and editors to
develop “home study” courses in 1975. It is now a mature and innovative university, committed
entirely to distance education. T. C. Byrne’s Athabasca University: The Evolution of Distance
Education (1989) offers a thorough history.

New Critics

In the CIADE essay, books by Thorstein Veblen (1918) and Abraham Flexner (1930) were pre-
sented as the major examples of early criticism of correspondence study from within academia.
While dismissive and scornful remarks have always been common on campus, thoughtful, de-
tailed criticism has been rare. But this is not necessarily good news. It could be argued that,
despite evidence to the contrary, a preponderance of academics consider independent study
inferior by definition, even beneath contempt. However, a few thoughtful critics have weighed
in. Some have been not opponents of distance education but rather proponents of other formats.

Reflecting on major university independent study divisions, Becky Duning (1987) wor-
ries not so much about the format itself as about the state of its leadership. The prevailing
generation of independent study directors has failed to appreciate the potential of electroni-
cally enhanced formats, she argues. By not embracing electronic delivery enthusiastically—
and the prophecy of its advocates—independent study directors risk becoming irrelevant to
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the future of distance education. In an unpublished but widely disseminated paper, Carla
Montgomery (1993), associate dean of the Graduate College at Northern Illinois University,
uses negative assumptions about correspondence study to damn electronic formats. After all,
they might be “the electronic equivalent of the correspondence-course-by-mail” (p. 2). Thus,
she says, graduate schools would be justified in refusing to accept them for transfer credit due
to “questions” about academic integrity and quality.

By far the most flamboyant academic critic of distance education in the past decade has been
David Noble, a history professor who has worked at UCLA and Toronto’s York University.
Noble has been particularly critical of online education, which he recently warned is “leading
to a dangerous relaxation of sound financial-management practices and legal safeguards of the
public interest, a bending of the rules of established procedure, and quite possibly a breaking
of the law” (Young, 2000).

Professor Noble has developed an essentially Marxist critique in which he sees an unholy al-
liance of “dot-com” companies and university administrations combining forces to teach more
students at a lower cost, thus oppressing the faculty by eliminating positions and constraining
their autonomy (Noble, 1997, 1998a, 1998b). Indeed, his critique is reminiscent of that of
Veblen (1918), who, though not a Marxist, railed against William Rainey Harper and other
university presidents, sarcastically calling them “captains of erudition” for their proclivity for
fund-raising among captains of industry.

In the fourth of a series of copyrighted papers posted on the Web page of the Communica-
tions Department at the University of California at San Diego, Noble looks back at distance
education’s early history. Entitled ‘“Rehearsal for the Revolution” (1999), his paper, based
mainly on a jaundiced reading of some of the major secondary works cited in the CIADE
essay, damns the origins and history of university-level correspondence study and describes
the work of correspondence study programs as essentially the same as that of the crasser
commercial schools. Concentrating on the programs of major universities, he characterizes
their advertising as “shameless,” their quality as “shoddy” (p. 5), and their purpose as simply
raising cash. He labels University of Wisconsin president Charles Van Hise and Louis Reber,
among the founding fathers of the university extension movement, as “two engineers attuned
especially to the training needs of industry” (p. 9) and thus presumably in cahoots with the
tycoons of the day.

Noble wrote his piece as a cautionary tale, preceding it with one hackneyed warning about
the lessons of the past from Santayana and ending it with Marx’s equally trite quotation on
the same subject. He contends that the history of correspondence study provides an ominous
warning of the consequences of online education. Noble’s essays have subsequently been
published in book form (2001).

Jack Simmons (2000), of Savannah State University, echoes Noble by characterizing dis-
tance education as “a means by which universities may reduce their costs while increasing
their enrollments” (p. 4). Ironically, Simmons, like Noble, disseminates this message on the
Internet. He makes the case that the standardization involved in asynchronous learning presents
a significant threat to academic freedom. However, Simmons’s argument also exhibits a strong
concern about how changing modes of teaching could affect the teaching roles of professors.
Thus, his apprehension of an altered faculty lifestyle matches his loftier appeal to academic
freedom.

The Attrition of Resources

Perhaps the greatest area of concern for present and future research into distance education’s
past should be the rapid—and accelerating—Iloss of primary records and in-house publica-
tions. This problem is not new, of course. Charles Wedemeyer, who had an acute appreciation
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of the need to preserve the history of independent study, told a colleague about a collection
he had developed in the extension library at the University of Wisconsin: “I requested all
NUEA institutions to send three representative correspondence courses to our library of ma-
terials on correspondence study, along with any materials developed by each institution on
course development, teaching, revision, production, and other aspects of the field” (Letter to
B. Holmberg, June 25, 1984). Wedemeyer said that the University gave him no resources for
expanding this collection and that its development ceased with his retirement in 1976. In the
early 1990s, the University of Wisconsin-Extension closed its library. Some of the materials
were transferred to the university’s archives, but others, particularly those gathered from other
institutions, were discarded.

Many of the materials in the extension library were products of the day-to-day operations
of individual independent study departments. Others originated with professional associa-
tions. Such items as course writer guides, statistical compilations, director handbooks, and the
like formed a minor but important body of unpublished, uncatalogued writings, often called
“fugitive literature.” Recent trends in the reorganization of independent study, other forms of
distance education, and continuing education divisions in general have aggravated the loss
of this kind of resource. (A later section describes some extant examples of useful fugitive
literature.) Many of the offices that once housed such artifacts have been merged with larger
departments or dispersed, their staffs reassigned to several units.

Another source of useful research materials has stalled. The CIADE essay described an
oral history project that the Independent Study Division of the National University Continuing
Education Association had just begun. This project collected the structured reminiscences of
27 persons active in the field, mainly in the 1950s, 1960s, and 1970s. Gayle Childs, the retired
director of the University of Nebraska’s program and a preeminent figure in the field, began
work on a monograph based on the typescripts of these oral histories. However, ill health ended
this effort; Dr. Childs died in 1997.

Originally, the Independent Study Division had intended to collect oral histories from all
retiring professionals, but the project languished. The division made no effort to gather further
surveys to add to the collection, now housed in its archives at Penn State University. Because of
areorganization of the parent association, the division no longer exists. Therefore, it is unlikely
that this project will ever be revived. However, the documents that were collected represent
a rich source of data for scholars. In addition, Loyola University (Chicago) independently
collected the oral history of its long-time director, Mary Lou McPartland, who served during
the same time as the project’s interviewees.

Fortunately, the American Journal of Distance Education (AJDE) continues to be a source
of first-person data. Since 1987, it has recorded the experiences, perspectives, and insights of
working professionals in distance education through its “Speaking Personally” interviews. The
American Center for the Study of Distance Education, headquartered at Penn State, recently is-
sued a collection of all the interviews published from 1987 through 1999 (Moore & Shin, 2000).
Anyone interested in independent study will find the interviews with Charles Wedemeyer, Gayle
Childs, Michael Lambert, and Betsy Powell particularly informative. Scholars and profession-
als in all areas of distance education owe the American Journal of Distance Education and the
American Center thanks for collecting and publishing these pieces.

At the time of the CIADE essay, the ISD initiated another project for the purpose of preserv-
ing the historical record of independent study. It had opened negotiations with the Penn State
libraries to establish an archival collection. The parties signed a contract for the deposit of
materials shortly thereafter. In the years immediately following, many university independent
study offices sent large collections of records, handbooks, study guides, annual reports, and
other artifacts to Penn State. The shelf list quickly grew to more than 60 pages. The collection
is an invaluable resource, but this project also has languished in recent years. Indeed, because
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one of the parties to the contract, the Independent Study Division, no longer exists, further
development of this collection seems unlikely.

Another organization of independent study professionals, the American Association for Col-
legiate Independent Study (AACIS), has begun negotiations with Thomas Edison State College
for the deposit of AACIS papers. However, it is extremely unlikely that this collection will ever
rival the Independent Study Division’s archives. Unlike the University Continuing Education
Association, AACIS has no institutional members. Its members join as individuals, not as
representatives of colleges or departments. Therefore, they do not control the documentary
records of their offices to the extent that the Independent Study Division’s members once did.

UNDERUSED AND UNDERAPPRECIATED: UNPUBLISHED AND
OBSCURE SOURCES

The Dissertation Literature

The 1990 CIADE essay gave cursory attention to doctoral dissertations, but it suggested that
these documents could be useful to researchers, especially when they dealt with individual
university programs. Further, it called Thomas Gerrity’s Columbia University Teachers Col-
lege dissertation, College-Sponsored Correspondence Instruction in the United States (1976),
“arguably the best single historical work on collegiate correspondence education” (Pittman,
1990, p. 70). Even so, the CIADE essay greatly underestimated the value of doctoral research.
Further digging has turned up a sizable number of pertinent dissertations that make up a
valuable body of unpublished secondary literature.

Dissertations give us the best picture of three very early correspondence programs. Illinois
Wesleyan University offered courses and degrees—from the bachelor’s to the Ph.D.—on an
in absentia (nonresident) basis using correspondence study well before the University of
Chicago’s program opened in 1892. Henry Allan did a masterful job telling this story in his
1984 dissertation, written for his doctorate from the University of Chicago. Richard Bonnell’s
dissertation, The Chautauqua University (1988), is the only secondary work on the Chautauqua
Institute that gives detailed attention to its academic credit-granting arm. Like Illinois Wesleyan,
the Chautauqua University depended largely on correspondence study. Sheila Sherow (1989)
tells the story of a 19th-century correspondence program created by a major university. In
1892, the Pennsylvania State College (now Penn State) designed the “Chautauqua Home
Reading Course in Agriculture.” Initially modeled after the courses of Chautauqua Literary
and Scientific Circle (but totally unrelated to it), this program evolved into a group of rigorous
credit-bearing correspondence courses.

The CIADE essay noted the strange fact that no full biography of William Rainey Harper,
one of the seminal figures in the history of American higher education, then existed. None has
been written subsequently. However, it turns out that there is a rich vein of dissertation literature
on Harper, his American Institute of Sacred Literature, and his vision for the University of
Chicago. Although none of these works is primarily a biography, and only one is specifically
devoted to extension, all contribute to understanding Harper, his commitments as an educator,
and his vision of higher education.

Lars Hoffman (1978) deals primarily with Harper’s association with other Baptists. In amore
ambitious work, James Wind (1983) provides a thorough exposition of Harper’s theological
position and demonstrates its relationship to his commitment to the diffusion of knowledge.
Wind makes a persuasive case for the close relationship between Harper’s religious beliefs
and his development of the Extension Division at the University of Chicago. Reed (1980) also
depicts Harper’s commitment to both Baptist theology and educational innovation.
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Engle’s 1954 dissertation is less analytical and minus the religious dimension. Engle is
particularly informative when describing Harper’s role as a promoter of the university. Plath
(1989) also details Harper’s promotional skills as part of a study of leadership style, including
his ability to compromise and frequently to prevail despite entrenched opposition. Two dis-
sertations describe more peripheral aspects of Harper’s presidency at Chicago. Blake (1966)
recounts the development of the science curriculum, and Cook (1993) describes the Extension
Division in her thesis on the development of evening classes in the city of Chicago.

Beginning in 1880, at the Baptist Union Theological Seminary in Morgan Park, Illinois,
Harper developed his famous correspondence courses in Hebrew, which he took along to Yale,
then brought back to Chicago as the core of the University’s Home Study Department. Kenneth
Beck (1968) tells this story in his dissertation on the American Institute of Sacred Literature,
an often overlooked institution in the history of adult education.

Two early dissertations describe the integration of the Extension Division into the orga-
nizational structure of the University of Chicago. Clem Thompson wrote his dissertation on
the operation of the Extension Division in 1932, using data generated in the first large-scale
review of the university. A decade later, William Haggerty (1943) described Harper’s original
vision, then the changes in the university’s organization and purpose since his death. For the
most part, Storr’s Harper’s University (1966) supersedes these works. However, Fay’s more
recent dissertation (1976) provides additional analysis, particularly with respect to the success
or failure of each University Extension department. She says that Correspondence-Study was
the only successful unit among them in Chicago’s first two decades. All of these dissertations
place Harper in a much larger context than his involvement in correspondence study. Still,
scholars of correspondence study will find them useful.

Several other unpublished treatises merit mention because they deal with subjects rarely
encountered in the existing body of published secondary works. Lorenzo Timmons’s (1930)
master’s thesis includes an early examination of the controversial problem of transfer credit for
correspondence courses. Collegiate correspondence study programs have long suffered from
comparison with proprietary schools, and Andrew Hadji (1931) describes the rapid rise—and
the shortcomings—of some of these schools in his University of Chicago dissertation.

Almost all of the secondary works cited in the CIADE essay describe the independent study
programs of state flagship and land grant institutions. Thus, Thomas Jenkins’s 1953 study of
the correspondence programs offered by teachers colleges stands alone. Indeed, absolutely
nothing else about this sector of correspondence study seems to exist. A number of univer-
sities have long operated high school correspondence courses and programs, but they have
received little scholarly attention. James Van Arsdall (1977) wrote an excellent history of
the prototype of this kind of program, which was founded and operated by the University of
Nebraska-Lincoln.

Two more doctoral dissertations deserve a look. In 1974, Roger Young, already a veteran
practitioner in the field, took the pulse of university administrators with respect to corre-
spondence study programs. Like Gerrity (cited previously), Young concluded that the 1970s
presented great opportunities for expansion and innovation. Marv Van Kekerix’s 1986 disserta-
tion on the State University of Nebraska, an early telecourse program, seems particularly note-
worthy. Scholars and especially practitioners of distance education have traditionally written
success stories. The State University of Nebraska, however, was the prototype and immediate
predecessor of the mightily hyped University of Mid-America (UMA), which turned out to
be one of the most notorious flops in the history of distance education. Van Kekerix adroitly
chronicles its rise and fall.

Anyone who has ever written a dissertation knows the odds of publishing it as a book, at
least without extensive revision, are long. As time passes, the prospect becomes extremely
unlikely. Housed in only one library and catalogued by University Microfilms, they generally
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pass into obscurity. This is unfortunate. In the field of correspondence study, much of the best
work available can be found in them.

Some “Classics” of Fugitive Literature

The previous section makes reference to fugitive literature: unpublished, uncatalogued, and
for the most part uncollected documents. Such materials as reports, in-house organs, manuals
for course authors, and study guides tell us a great deal about the craft of correspondence
study. Historians would consider some of these works primary sources, others secondary. The
Independent Study archives at Penn State contain numerous such documents; others reside
in various independent study departments and continuing education divisions. A very few
university archivists have shown some interest in maintaining a sample of materials from the
programs at their schools. Earl Rogers, a now retired special collections librarian and archivist
at the University of Iowa, stood out in this respect. For the most part, however, the ephemera
of independent study are drifting away.

A sample of the fugitive literature of independent study should illustrate its value. These
examples are not intended to be exhaustive but simply to provide insights into the value of
such artifacts in examining distance education’s past.

Unlike doctoral dissertations, master’s theses are generally not catalogued—except perhaps
in the library of the schools at which they were written—making it impossible to sort and search
for them by title or subject matter. Yet, some of them can be helpful for examining particular
departments or universities at specific points in time, such as Grace Donehower’s master’s
thesis (1968), which examines the relationship between operational policies and their effects
on correspondence study enrollments at the University of Nevada between 1963 and 1965.
Some theses are available in archival collections; a few others may be found in the continuing
education offices at the universities where they were produced.

Documentation of the success or failure of innovative programs or approaches, for the most
part, can be found only in the offices where they originated. In the early 1950s, the University
of Wisconsin conducted its Rhinelander Center Project (University of Wisconsin, 1955). The
report on this project is important because it documents a major university’s early experiment
with an external degree. Yet, documents such as this one are often either consigned to obscurity
or discarded, disappearing without a trace.

Almost all independent study departments regularly produce and update handbooks for
course authors and instructors. Collectively, these documents can illustrate changes in the
design, mechanics, style, and instructional philosophy of the independent study format and the
administration of courses. Individually, they can shed light on the programs they represent.

Two examples should suffice. The design and content of a manual from the University of
California (Lawson, 1994) reflects its Center for Media and Independent Study’s dependence
on a scattered adjunct faculty, none of whose members are full-time university employees.
Therefore, it reads quite differently from handbooks designed by departments that employ
mainly the faculty and graduate students of their own institutions. The University of Iowa’s
manuals for its course authors have always reflected its Guided Correspondence Study pro-
gram’s commitment to clear and engaging prose and to capturing the individual voices of its
faculty. A recent issue said, “We believe it is important for you [course authors] to find a voice
in your written materials that is informal, engaging, and clearly interested in helping students
master the course content. The material you are preparing is, after all, a guide, not merely a
workbook” (University of Iowa, 1994, p. 17).

Manuals from other institutions may exhibit a greater concern for standardization or overall
course design, and these preferences and values can change over time. Therefore, this subgenre
of fugitive literature can be of considerable value to the researcher.
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Perhaps the most detailed instructional material for authors of correspondence courses can
be found in a study guide on developing and teaching courses written by Joseph Kleiner (1966)
at the University of Wisconsin-Extension. Kleiner wrote it to walk faculty through the course
development process, offering feedback as they finished the course’s eight units. He also wanted
to help faculty understand how students experienced the correspondence format. This study
guide contains such lessons as “Correspondence Study Learning Theory” and “Designing
the Correspondence Lesson.” This unusual study guide was once filed in the University of
Wisconsin-Extension library. Whether it survived the dismantling of that facility is unknown.

The University Continuing Education Association’s Independent Study Division, which
operated from the late 1960s through the late 1990s, produced some useful but now generally
forgotten documents of potential historical interest. This division was an unusual entity, for
unlike the other divisions of the association, it also functioned as an autonomous organization.
Throughout its life, it promoted professional development and the creation of standards of
practice. In April 1972, the division held a workshop in Columbia, South Carolina, for the
purpose of discussing and selecting materials that would help new directors adopt the best
practices of their craft. After further refinement and editing, the ISD produced the Handbook for
Independent Study Directors (Division of Independent Study, 1975). Although the handbook
once was shelved in every independent study department, by now most copies have probably
disappeared.

The growing variety of distance education media and formats caused concern within the
Independent Study Division, as did ambiguities and occasional conflicts resulting from its
de facto status as an autonomous organization within a larger organization. In 1989, in re-
sponse to these issues, the division appointed a Task Force on the Status of the Division of
Independent Study. After grappling with its members’ concerns, the task force issued a report
(1990) that provided a number of recommendations about needed organizational responses.
The significance of this report has increased with the opportunities and problems that have
subsequently emerged in the broader field of distance education. Because the report was dis-
tributed to all members of the Independent Study Division, an indeterminate number of copies
are scattered around the country.

These six examples represent many noncatalogued artifacts capable of providing informa-
tion and some valuable insights about the practice of independent study in American universi-
ties. They are prime examples of the sort of documents now disappearing as a result of major
organizational changes in college-level distance education. The loss of this fugitive literature
will detract from larger studies of distance education in the future.

TOPICS MERITING FURTHER RESEARCH

Anyone with an interest in the history of distance education, especially independent study,
will find a wide choice of significant questions that merit serious consideration. The role
of the various professional organizations that involved themselves with independent study is
an obvious example. Two articles on the early years of the National University Extension
Association (the original forerunner of the University Continuing Education Association)
provide a start. Edelson (1991) described the organization’s determination to earn respect for
the correspondence and extension lecture programs of their universities. As an organization, it
set and articulated standards of quality, carefully separating itself from less prestigious types
of institutions, such as teachers colleges. It advanced the principle of “campus equivalence”
in hopes of having the courses of its members’ schools achieve a stature comparable to that of
on-campus classes. Pittman (1998) also looked at the association’s efforts at setting standards
for correspondence study but concluded that its ambitions, though noble, were flawed from
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the beginning. Additional studies of this group’s impact on the growth of distance education
would be useful, along with studies of competing or complementary organizations.

Considering the current enthusiasm for electronic distance education formats, the early at-
tempts to combine correspondence study with telecommunications constitute another obvious
research topic. Yet little work has been done in this area. The best treatment of attempts to use
broadcast radio for instruction is more than 60 years old, Carroll Atkinson’s Radio Extension
Courses Broadcast for Credit (1941). E. B. Kurtz (1959), a professor of engineering at the
University of Iowa, compiled a book on the first experiments with instructional television that
took place almost 70 years ago. While still useful, in spite of being very old, both of these
books are entirely descriptive, offering nothing in the way of insight or analysis.

The 1950s and 1960s saw serious new attempts to develop television as a distance education
format. Purdy (1980) contributed a brief overview of these early efforts. Van Kekerix and
Andrews’s (1991) anthology chapter on the same subject is more detailed and thoughtful and
more firmly linked to independent study. Some areas lack even short descriptive treatments. For
example, the use of the telephone in teaching, especially in Wisconsin, has not been described
adequately.

Broadcast telecourses, with their huge budgets, splendid video productions, and large
enrollments, generated a lot of ink in the 1960s and 1970s. Despite claims to the contrary,
they were a variant of traditional independent study. Their history has not yet been subjected to
scholarly scrutiny. It is particularly disappointing that the Annenberg/Corporation for Public
Broadcasting telecourse project receives no mention (although the film series for a single
course does) in two recent studies of public television (Day, 1995; Jarvik, 1997).

The graduate programs of some of the nation’s finest engineering colleges provide a twist
on the usual manner in which technology has been combined with independent study. In the
late 1960s, Stanford University began transmitting some of its courses to industrial sites via
Instructional Television Fixed Service (ITFS). With the advent of videocassette recorders, and
at the request of students, the faculty began to allow students to view their lectures on tape
rather than in real time. Schools of the caliber of the Massachusetts Institute of Technology,
the University of Illinois, and many other first-rank engineering colleges adopted this format.
Its popularity led to the creation of the National Technological University.

Over the years, students and their employers pressed for less and less structure and syn-
chronicity. For example, students initially had to gather to view the tapes in groups in the
presence of a “tutor” and follow a strict week-by-week schedule. Few schools now insist on
either of these formalities. The usual trend in distance education has been to use new tech-
nologies to make independent study more closely resemble the conventional classroom. The
engineering programs, on the other hand, dispensed with structure and thus increasingly came
to resemble traditional independent study. The story of this teaching format is as obscure as
it is successful. To the extent that its story has been recorded at all, it has been primarily in
contemporaneous publications and promotional materials. It deserves better.

University-sponsored high school programs also merit more attention than they have re-
ceived to this point. The University of Nebraska-Lincoln program originated in 1929 as a
means of serving small, isolated schools. It pioneered in offering a full high school diploma
via correspondence and in securing regional accreditation. Van Arsdall’s 1977 dissertation
capably conveys most of its long history; however, this dissertation stands alone. An article
or monograph that deals with all of the high school independent study programs would prove
useful, especially in light of today’s sudden interest in virtual secondary schools.

An examination of the often unsavory association of independent study and intercollegiate
athletics is long overdue. Just as big-time college sports have corrupted numerous other as-
pects of university life, they have occasionally had a pernicious effect on independent study.
Athletic department staffs have sometimes used independent study’s unique administrative
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practices—such as off-cycle registration and completion—as loopholes when trying to main-
tain the eligibility of their “scholar-athletes.” There has been no scholarly work on this prob-
lem. For anyone who might be interested, however, Wolff and Yaeger’s 1995 story in Sports
Illustrated provides an excellent starting point.

Finally, there are the big questions—those that will require systematic study. First, why did
such an innovative and useful means of instruction not have a larger impact on postsecondary
education? Then, what are the implications of the history of independent study for the long-
term future of all distance education? Both the large questions and the smaller ones provide
ample opportunities for historians of education.

CONCLUSION

There is no shortage of topics for historical narrative and analysis in the history of independent
study, and the resources for such work are rich and varied. When dissertations are considered,
the body of secondary sources increases dramatically. And at the moment several excellent
collections of primary sources are available for study. However, the best two are stagnant.
The acquisition of primary source materials has come to a halt for the National University
Extension Association papers filed in the adult education archives at Syracuse University as
well as for the Independent Study Division’s collection at Penn State. Further, the closure of
the University of Wisconsin-Extension library resulted in the dispersal of an excellent body of
research materials.

An even greater loss of resources is ongoing. The closures, reorganizations, and mergers
within the continuing education and other units that manage distance education are having
a devastating effect. The resources for the study of distance education’s past are being scat-
tered, discarded, or destroyed. For example, only one complete set of the National University
Extension Association’s Proceedings is known to exist. The fugitive literature that illuminates
the day-to-day work of professionals in the field can be found only in a few university libraries
and one or two private collections. Veterans of the field, many of whom made significant con-
tributions, are retiring and passing away without having left any memoirs, while the collection
of oral histories has been abandoned.

The loss of primary resources represents the greatest barrier to future scholarship in the
history of distance education. This is significant not only for historians of higher education but
for future administrators and practitioners in the field. Many of them will continue to find it
easy to believe that distance education was invented yesterday.
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DIMINISHING DECENTRALIZATION

Although the United States continues to have a substantially decentralized system of higher
education, emerging information technologies are shifting quality control processes toward
increased voluntary centralization. In contrast to many countries, the United States has had no
national curriculum in postsecondary education (or lower levels). This situation stems from
the facts that (a) most postsecondary funding is not from the national government and (b) most
funds from the national government are connected to a voluntary system of institutional and
professional accrediting groups. But the large front-end expenditures that are required to de-
velop and deliver many distance education offerings have stimulated individual colleges and
universities to form consortia within metropolitan areas, states, regions, and nations as well
as internationally (Feasley, 1995). In addition, partnerships have emerged between postsec-
ondary institutions and business corporations, especially those that have development and/or
instructional delivery capabilities.

For the purpose of examining the evolution of American distance education organizations,
these organizations are divided into four groups: pioneering national organizations, curriculum
specializing organizations, technology networking organizations, and regional consortia and
virtual universities. Examples of each type are discussed.

Pioneering national organizations are so named in recognition of the historically broad
geographic representation of their membership as well as the diverse media coverage and
complex scope of their distance education goals.

Curriculum specializing organizations focus on small segments of the total postsecondary
education spectrum. The first example discussed is the American Distance Education Con-
sortium (ADEC), whose curricular focus is on the agricultural sciences. The other two exam-
ples, the Association for Media-Based Continuing Education for Engineers (AMCEE) and the
National Technology University (NTU), are directed toward engineering, the industrial sci-
ences, and the management of technology. Curriculum specializing organizations usually have
a national membership.
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The three examples of technology networking organizations are the National University
Teleconference Network (NUTN), the Instructional Telecommunications Council (ITC), and
the Public Broadcasting Services Adult Learning Services (ALS). These three were begun with
a national membership that shared a common interest in a particular type of delivery system
(satellite conferencing, telecourses, and broadcast television, respectively).

As for the fourth and last type of distance education organization, regional consortia and
virtual universities have geographic distributions of memberships and goals that are reflective
of preexisting regional parent organizations.

CASE STUDIES, BENEFITS, AND A CAUTION

Lewis (1983) provided a broadly representative yet richly detailed early picture of the over-
lapping activities of postsecondary education and the telecommunications industry. His intro-
ductory section alerts readers to the stimuli for such activities, which include changing student
demographics and the economic constraints of postsecondary institutions as well as the avail-
ability of newer modes of communication and shifting sources of funding for public television
and radio. In his discussion of the impact of technology on postsecondary education, Lewis
mentioned ALS, NUTN, and AMCEE, three organizations that are examined in more detail in
this chapter.

All 70 case studies presented by Lewis (1983) are helpful because they include descriptions
in which the organizations are compared with regard to 16 topics:

Organization.
Telecommunications program.
Educational mission.
Telecommunications technology.
Curriculum.

Faculty roles.

Delivery system.

Enrollment.

Administrative structure.
Finances.

. Noteworthy features.

. Problems encountered.

13. Observations about distance learning.
14. Future plans.

15. Resources available.

16. Contact person. (p. 17)

P NN R W=
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In addition to noting that one of the most striking trends associated with the use of telecom-
munications technologies by educators is the extent of formal and informal collaboration
between educational institutions, Lewis (1983) also listed various functions performed by
surveyed consortia that benefit individual member institutions:

Leasing or purchasing electronic and print instructional materials.
Producing electronic and print instructional materials.

Using telecommunications facilities and air time.

Promoting and marketing educational programming.

Raising funds and sharing resources.
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® Providing reciprocal registration arrangements for consortium members.
® Conducting faculty and staff development activities. (p. 22)

A more current, internationally-oriented review of cooperative approaches to distance ed-
ucation can be found in Feasley (1995).

Although there are more choices for program descriptions today, caution is needed. Just as
enthusiasm for new delivery technologies prompted the formation of the technology networking
organizations discussed in this chapter, current zealousness about online education can prompt
neutral observers such as the respected college reference guide publisher Peterson’s to conclude
that distance learning consortia are associations or partnerships that cooperate in providing
online education and have a minimum agreement to list program information and the online
courses of member institutions on a common Web site (Peterson’s Guide, 2000). It is hoped
that both publishers and readers consider the word online as an umbrella term meaning “readily
available” so that many off-line offerings using videotape, audiotape, computer disk, CD-ROM,
and print delivery systems are not overlooked.

PIONEERING NATIONAL ORGANIZATIONS

Increasing numbers of writers have noted that the history of correspondence instruction within
U.S. higher education offers many insights for distance learning policy today. For example,
Berg (1999) stated that correspondence courses (a) did not try to replace traditional higher
education; (b) were aimed at nontraditional student populations who did not have access to
higher education; and (c) grew out of the university extension movement, not the university
proper. As supporting evidence, Berg provided a useful chronology of many historical events,
especially the 1926 Carnegie Corporation study of private correspondence schools, which
found that more students were enrolled in correspondence schools than in all traditional higher
education institutions combined but that standards to protect the public from poor quality or
fraud were lacking (Berg, 1999). For a comprehensive historical and philosophical examination
of nontraditional education, readers are directed to Wedemeyer (1981).

Soon after the 1926 Carnegie study, a trade association known as the National Home Study
Council (NHSC) was founded to promote sound educational and business practices among
the home study schools (Fowler, 1981). The author of the Carnegie Study, John Noffsinger,
served as the first executive director of the NHSC and initiated reform efforts, including the
promulgation of a list of minimum standards for proprietary schools (Knowles as cited in
Pittman, 1990, p. 68).

As noted elsewhere in this chapter, in 1959 NHSC was approved by the U.S. Office of
Education as a nationally recognized accrediting agency, which enabled students in NHSC
member schools to be eligible for federal aid without the schools being accredited by the seven
regional associations that accredit most schools, colleges, and universities in the United States.
In 1994, with 56 institutions serving three million students, NHSC was renamed the Distance
Education and Training Council (DETC), while continuing to be a national accrediting agency
to both the U.S. secretary of education and to the Commission on Recognition of Postsecondary
Accreditation (“NHSC Gets New Name,” 1994).

In a more recent development, DETC has joined with six other agencies to form the Council
of Recognized National Accrediting Agencies, which represents over 300 institutions serving
more than four million students. One fourth of those nationally accredited institutions offer
degrees (Lambert, 1999).

A large oversight in Berg’s (1999) history of correspondence instruction is his failure to
mention the National University Extension Association (NUEA) while stating that traditional
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higher education correspondence courses were held to the standards of regionally accredited
institutions and did not have a separate group of standards. In the preface to a compendium
of original historical documents to commemorate the 75th anniversary of the association, its
president acknowledged that few conversations in continuing higher education today or na-
tional conference programs reflect the rich heritage of either the adult education movement
in America or the association’s place in that movement (Shannon, 1990). That compendium
details the important role that U.S. nonprofit correspondence study professionals played in
the establishment of NUEA in 1915, the adoption in 1922 of Standards for Extension Credit
Courses (applicable to both class and correspondence courses), and the recommendation in
1931 of a set of correspondence study standards to supplement the 1922 standards (Rohfeld,
1990).

Watkins (1991), Wright (1991), and Pittman (1991) were able individually to utilize a wide
range of primary and secondary historical resources to document the same conclusion—that
U.S. university-based correspondence study practitioners played a key role in the establish-
ment of NUEA and its early creation of standards for correspondence courses. Regardless of
variations in the materials used, the common conclusion drawn by the authors was that the
existence of both types of correspondence study programs (nonprofit and proprietary) appeared
to spur each other into more vigorous attention to issues of quality, especially as documented
through research.

Although Pittman has published a remarkable range of evidence to examine how the noto-
riety of some proprietary home-study schools has had a negative impact on collegiate corre-
spondence programs, he noted Noffsinger’s assertion that proprietary schools could never have
succeeded if collegiate programs had not popularized the correspondence method (Pittman,
1990). In 1915, more surprising praise was offered by Charles R. Van Hise, president of the
University of Wisconsin and presiding officer of NUEA during its initial year. He said that
proprietary schools, not the university, first found the opportunity of instruction by correspon-
dence, exactly as education in medicine and law were first developed not in connection with
the university but in the proprietary school (Van Hise, 1990). Although such remarks were
made near the start of the 20th century, almost half a century later the two most renowned
practitioner-scholars in American correspondence study, Charles Wedemeyer and Gayle Childs
(1961), conceded that progress in the field was still hampered by its association in the popular
mind with the sleazy promotional and financial operations of some of the proprietaries (cited
in Pittman, 1992). Despite such disappointments, both Wedemeyer and Childs provided lead-
ership within NUEA in both research on the effectiveness of different methods of instruction
and in establishing good standards of practice. Duning (1987) and Pittman (1987) point to the
roles played by research and flexibility in explaining the resilience of the American collegiate
correspondence study.

Although the leadership of NUEA by individual correspondence study professionals was
described in various ways by Watkins (1991), Wright (1991), and Pittman (1991), in 1955,
when NUEA adopted a division structure and correspondence study was among the five char-
ter units, division members gained a new sense of group coherence and common purpose.
Nonetheless, after the U.S. Office of Education designated the NHSC’s Accrediting Commis-
sion as a nationally recognized accrediting agency in 1959, the new Correspondence Study
Division feared its member institutions would be directly affected. As a result, the division
offered a special workshop for over half its members in order to create a Criteria and Standards
document, approved by the division in 1962 and by the NUEA board a year later (Pittman
1991).

In 1980, the Correspondence Study Division was renamed the Independent Study Division
(ISD) to reflect the fact that many types of technologies were being used in addition to print.
In the same year, the parent organization was renamed the National University Continuing
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Education Association [NUCEA], and then in 1999 it dropped the word “National” from its
name to attract international member schools, thereby becoming UCEA. In addition to revising
the Criteria and Standards document, which can be found on the UCEA Web site (UCEA, 2001),
ISD members have operated almost two dozen different committees. These committees have,
among other accomplishments, conducted an annual research survey; established an archives
at Penn State University; conducted an oral history project; and given awards for excellence
in catalogs, courses, publications, and professional service.

At the same time as it changed its name to UCEA, the association, while retaining a board
of directors and keeping regions, reengineered itself significantly by eliminating all 20 division
specializations, which had been popular with the preponderance of individual members. Instead
three broader units were created: The Commission of Futures and Markets, the Commission on
Leadership and Management, and the Commission on Learning and Instructional Technolo-
gies. Within each commission with adequate numbers of interested members, communities of
practice may be established. In some cases, such as the Distance Learning Community of Prac-
tice, there has been substantial reestablishment of the activities of former divisions—in this
instance, the Division of Educational Telecommunications and the Division of Independent
Study (Duning, Van Kekerix, & Zaborowski, 1993, pp. 220, 222). However, even before the
reengineering was under serious discussion, substantial reallocation (50-75%) of annual con-
ference programming sessions away from the divisions toward use by the national conference
committee and staff prompted the creation of a separate organization (American Association
for Collegiate Independent Study [AACIS]) for professionals who serve individual learners
rather than students who learn in groups. AACIS has been in existence just long enough to
have held its ninth annual national conference in the fall of 2001 (AACIS, 2002). About twice
as many independent study professionals are members of AACIS as were members of the
Independent Study Division of UCEA because the AACIS annual conference costs half as
much to attend as UCEA and the AACIS annual dues are half as much as those of UCEA.

Although the United States Distance Learning Association (USDLA) has only been in ex-
istence since 1987, it has been classified as a pioneering national organization for two reasons.
First, on the national level, it has successfully involved U.S. senators and representatives in its
regular conferences and in national policy forums (in 1991, 1997, 1999 and 2001), to develop
and publish national policy recommendations for legislative and administrative proposals. Sec-
ond, with its 3,000 members, USDLA has stimulated broad participation across the United
States by beginning in 1993 to establish local chapters in many states and one for the employees
of the federal government. Pescatore (2000) provided a good description of one of the largest
chapters of USDLA, the Oklahoma Distance Learning Association, which includes members
in all the sectors that use distance learning, including schools, telemedicine, business, and the
military. McAuliffe (2000) and Flores (2000) described how the Federal Government Dis-
tance Learning Association works on the integration of existing infrastructure with emerging
technologies that can reach the populations of military and civilians directly at their job sites.
USDLA also holds annual meetings with leaders of distance learning programs in Europe and
Asia (USDLA, 2001).

CURRICULUM SPECIALIZING ORGANIZATIONS

The Association for Media-Based Continuing Education of Engineers (AMCEE) is a private,
nonprofit association formed in 1976 by representatives of 12 engineering schools (Lewis,
1983). Currently there are 29 engineering universities who are members, and these jointly
offer over 1,000 different courses covering 15 technical and engineering-related disciplines
(AMCEE, 2001).
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AMCEE features noncredit short courses that are videotaped in high-quality studio envi-
ronments and offered with specially designed study guides and regular textbooks as support
material. AMCEE chose this blend to take advantage of the logistical and financial bene-
fits of videotaped classes and the pedagogical and marketing advantages of studio-produced
noncredit courses (“NUCEA’s Distance Education Through Telecommunications,” as cited by
Duning, Van Kekerix, & Zaborowski, 1993).

The National Technological University (NTU) was established in 1984 as a private, non-
profit, accreditation-seeking institution that broadcast, via satellite, carefully chosen courses
from 24 top engineering schools in the United States. It earned full accreditation status from
the North Central Association of Schools and Colleges in 1986 and is now on the maximum
length 10-year review cycle (Bagley, 2000). NTU has shared a satellite network with AMCEE
and has been said to have evolved out of discussions by the AMCEE board of directors (May
& Lumsden, 1988, as cited in Verduin & Clark, 1991). In 1999, NTU created a for-profit learn-
ing service organization called the National Technological University Corporation (NTUC) to
perform certain functions it feels are essential for securing clients (“NTU Changes to Keep up
With Corporate Markets,” 1999). This corporation was acquired by Sylvan Learning Systems
in 2002 (Arnone, 2002).

At present more than 50 universities contribute over 1,400 courses to fulfill all requirements
of the 18 NTU Master of Science degrees that are offered for highly mobile engineers, scien-
tists, and technical managers. Most students are employees of the more than 250 corporations
and other universities that receive the courses via satellite, videotape, or the Internet. Non-
credit professional development programs are produced by one third of the NTU academic
course—producing universities and another seven professional associations or companies. NTU
courses are also available on six statewide networks, on five multi-campus networks, and via
three international distributors. NTU has granted more than 1,400 master’s degrees to individ-
uals who have completed their study while being employed full-time (out of the total 1,550
degrees it has awarded). NTU has a board of trustees, an executive advisory board, an ad-
ministrative contact steering committee, and a site coordination steering committee (NTU,
2001).

AG*SAT was formed by 23 land grant institutions in 1989. During the spring of 1992, seven
credit courses were offered nationwide via satellite and other distance learning technologies.
The courses originated from 7 different land grant institutions and were used by 18 of 35 affili-
ated AG*SAT institutions (Levine, 1992). It has been said that its academic, extension, and re-
search programs are offered intra- and interstate, regionally, nationally, and internationally, de-
pending on need and efficiency of distribution by its 46 land grant universities (NUCEA, 1993).

In a recent interview by Bill Anderson of Janet K. Poley, American Distance Education
Consortium (ADEC) president of the renamed successor to AG*SAT, there is a description of
the 60-member consortium’s extensive activities in grant management, professional develop-
ment, public education (through its extensive Web site, with many links that can be used by
anyone), technology research (most recently wireless Internet via satellite), and international
outreach (Anderson, 2000). ADEC’s structure includes a board of directors, principal contact
officers, a program panel, and staff (ADEC, 2001).

An article by Jackson (1994) described how the similar interests of the consortium members
facilitated his research on incentives through Delphi surveying of 20 agricultural science faculty
and extension educators from 42 universities who had delivered a credit course or noncredit
program via the AG*SAT network. The most important incentive was the network offered an
efficient way to reach larger audiences. In addition to identifying four other incentives that had
been important to them personally, the respondents agreed on six more incentives that may be
attractive to other instructors.
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TECHNOLOGY NETWORKING ORGANIZATIONS

Oberle (1990) provided a helpful case study of the early years of the National University
Teleconference Network (NUTN), from its founding in 1982, when it encompassed fewer than
70 universities, to its development into an organization whose membership at the time was four
times greater in size and included a much more diverse mixture of postsecondary educational
institutions than at its start. A bandwagon effect was notable from the very beginning, when
only 5% of the charter members had access to satellite receive capability. Subsequently the
heavy financial burden on the longtime host institution, Oklahoma State University, prompted
the transfer of NUTN headquarters to Old Dominion University.

Oberle (1990) also explained how nonmember institutions such as high schools, companies,
associations, and government agencies could receive NUTN programs and services. Training
and globalization were additional benefits identified, and these have expanded since then
through partnerships with many of the organizations mentioned in this chapter. A key reason
for the ongoing success of NUTN is the sustained broad participation of its leaders in its
overall advisory board and in specialized resource or planning groups. Duning, Van Kekerix,
and Zaborowski (1993) noted that NUTN adopted in 1991 an experimental set of standards
for live videoconferencing. Moore and Kearsley (1996) offered a brief case study of NUTN as
one of the more successful satellite television consortia.

The Instructional Technology Council (ITC) is an affiliated council of the American As-
sociation of Community Colleges. Prior to assuming its present name (in 1981), the group,
much smaller in membership, was known as the Task Force on Uses of Mass Media in Learn-
ing. The name change was partly to reflect the fact that its interests had broadened beyond
producing and marketing (Zigerell, 1982). ITC’s location in Washington, D.C., enables it to
serve as a legislative liaison. The results of an early ITC policy meeting on adult learners was
summarized by Brock (1990). ITC has also influenced local institutional policies and practices
on telecommunications by writing for presidents and trustees (RDR Associates, 1998) and for
academic administrators and faculty (Tulloch & Sneed, 2000).

ITC’s current mission is to provide leadership, information, and resources to expand and
enhance distance learning through the effective use of technology. Although it represents nearly
600 institutions in the United States and Canada and includes single institutions, regional and
statewide systems, for-profit organizations, and nonprofit organizations, two-year colleges
make up the core of its membership. Current benefits of membership include a newsletter and
listserv, grants information, awards, publications, and research (ITC, 2001). The respect that
ITC has garnered in those areas can be noted in the Kellogg Foundation’s recent selection of
ITC as the coordinating home for the National Alliance of Virtual Colleges (ITC, 2001; Young,
2000).

As described by Brock (1990) and Lewis (1983), in 1981, its initial year of operation,
PBS’s Adult Learning Services (ALS) enabled 555 colleges and universities to enroll 53,000
students in television-assisted courses (telecourses). A later innovation, ALS’s Adult Learning
Satellite Service (ALSS), established in 1988, was identified by Welch (1992) as a more direct
way to deliver programming to users, and according to a progress report 250,000 students
were enrolling annually in at least one of over 50 telecourses resulting from partnerships
between U.S. colleges and universities (over half of the total number involved in some way)
and the nation’s public television stations (96% of them involved). Mention was also made
of the business programming strand of ALSS, known as The Business Channel (TBC). This
latter programming effort has subsequently been the focus of partnerships with Williams
Telecommunications (initially) and then, very recently, the National Technological University
Corporation (“PBS’ Business Channel Merges with NTUC,” 1999).
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Another more recent picture of ALS is contained in an interview of its former director of
learning innovations, Shirley M. Davis, by Darcy Hardy in the American Journal of Distance
Education (Hardy, 2000). Davis stated that ALS serves 500,000 students per year in partnership
with 1,000 colleges and universities and public television stations in every state. A major factor
in the growth of ALS has been its expansion of offerings to include 85 telecourses (enough to
enable students to pursue an associate degree at the more than 200 institutions that are part of
ALS’s Going the Distance Project) and 3040 live satellite events each year for the professional
development of faculty and administrators (Hardy, 2000).

While PBS has worked with elementary and secondary schools for a much longer time
than higher education, it has broadened the types of programs offered and media used. In
regard to the new audiences of higher education, Davis described how ALS has expanded the
range of services for faculty, staff, and students (Hardy, 2000). For example Project Access has
created a neutral Web site for learner-directed decision-making and for blending of learning
and working elements in users’ lives. Regular visits to the ALS Web site (www.pbs.org/ALS)
will alert readers to new delivery options, such as streaming courses and web courses.

REGIONAL CONSORTIA AND VIRTUAL UNIVERSITIES

In addition to starting their own individual virtual universities, as California, Kentucky, and
Minnesota have done, many states have formal interstate compacts, such as 16 states in the
Southern Regional Education Board (founded in 1948) and the 14 states in the Western In-
terstate Commission for Higher Education (founded in 1956), which have fostered two of the
larger virtual universities in the country, the Southern Regional Electronic Campus (SREC)
and Western Governors University (WGU), respectively. In both cases there was an ongoing
internal technology resource group—the SREB Educational Technology Cooperative and the
Western Cooperative for Educational Telecommunications—to draft extensive plans and then
remain available for further assistance. Because of its effective leadership and some national
government funding, the Western Cooperative was able to develop a document, Principles of
Good Practice for Electrically Offered Academic Degree and Certificate Programs (Western
Cooperative for Educational Telecommunications, 1995), that has become a de facto national
quality standard used in whole or substantial part for many of the U.S. regional accrediting
associations and virtual universities. In fact, by 2000, all eight U.S. regionally accrediting as-
sociations had obtained help from the Western Cooperative in preparing a common document.

Within the published literature can be found some useful comparisons of the three U.S.
virtual universities that have been given the greatest publicity: WGU, SREC, and the California
Virtual University (CVU). That sequence reflects a descending order of geographical scope with
regard to the location of provider institutions. When this chapter was written, WGU continued
to be the only state-funded virtual institution that was seeking a full regional accrediting status
in order to offer its own degrees. Because WGU was using program provider institutions
from multiple regional accrediting areas, it stimulated the formation of a new Inter-Regional
Accreditation Committee, which in November 2000 declared that WGU had been awarded
candidate status, which is the second of the three steps toward full regional accreditation
(Carnevale, 2000). Another national objective achieved by WGU is designation as a federal
aid demonstration program, which allows certain calendar and tracking conditions to be waived.

Because most virtual universities do not seek to offer direct degrees or attain accreditation,
each is primarily a marketing Web site (with a searchable database for offerings) and a source
for services (student support, faculty training, etc.). Most virtual universities have used pilot
and expanding phases of offerings, subsequently including private colleges and private sector
programs (Winer, 1998). Although WGU and SREC are said to have the ability to achieve



3. EVOLUTION OF ORGANIZATIONS 45

economies of scale not normally available at the state level, state systems are seen as the only
place to handle many policy matters while responding to satisfy local needs more rapidly
(“States Are Now Setting up Their Own Virtual Universities,” 1998).

Despite the economies of scale achievable by institutional providers in a large state like
California (economies of scale equal to those of WGU or SREC), the scope of other ambitions
may produce unexpected difficulties. Unlike other state virtual institutions, CVU has focused
on the global export of education in direct challenge to other institutions, especially WGU.
However, if diversity of funding, even including corporate support, is confined to just the
one state’s environment, local economic downturns can be more devastating than at WGU,
which has secured support from international corporations and distance learning providers. In
addition to the discrepancy between its goals and funding, CVU also probably suffered from
being too dependent on three systems of facultycentered providing institutions (Berg, 1998;
Blumenstyk, 1999a), especially as the influence of faculty members in regard to CVU may have
been strengthened by their recent success in derailing the establishment of a for-profit limited
liability corporation to be set up by the California State University system in conjunction with
four technology companies.

In contrast to CVU, WGU is seen as having a more learner-centered agenda that can attract
the support of many nonproviders but that might take much longer to achieve because of the
university’s looser connection with traditional provider institutions (Berg, 1998).

FUTURE CHALLENGE AND PROMISE

Although Jones International University, the first university to offer all its courses and services
via the Internet, is a subsidiary of a for-profit company, the greatest concern of the evaluation
team that agreed to give it regional accreditation is whether the university will be able to
support itself in the future (Blumenstyk, 1999b). Since the derailment of CVU is said to be
from a lack of financial support from existing institutions (Blumenstyk, 1999a), the challenge
of maintaining necessary support is here now. The existence of similar situations for nonprofit
and profit-making providers is reminiscent of the early years of correspondence study in the
United States. Yet today’s marvels of technological support and the promise of human capital
investment offer more encouragement than in the past. As Wedemeyer (1985) observed,

“Today however, programs of distance study, independent study external study, and open
learning are provided from the viewpoint that physical distance between learner and teacher
is a situation to be exploited for its benefits to the learner, rather than as a disadvantage”
(p. 1026).
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The International Council for Open and Distance Learning (ICDE), perhaps the largest and
best known of distance education associations, had its beginnings in the second quarter of the
20th century, inspired by visionary educators using correspondence education. ICDE began
as a one-time conference in 1938, but conveners and participants, cheered by the success of
this first conference, voted to hold a second and possibly a third conference. At the second
conference, the delegates voted to form a permanent association and selected the International
Council on Correspondence Education (ICCE) as the name. The association retained this name
until the 1982 conference, at which the delegates voted to change the name to the International
Council for Distance Education.

The idea for holding an international conference came from J. W. Gibson, a visitor from
Canada, who attended the National Conference on Supervised Correspondence Study in New
York in 1936. Gibson, the director of high school correspondence instruction for the province
of British Columbia, shared with other delegates knowledge he had about correspondence
education in several countries and then suggested that an international conference be held.
Delegates at the New York conference were enthusiastic about the idea (Broady, 1938). Rex
Haight, chair of the New York conference, supported the idea and later served as president for
the first conference. Gibson served as chairman of the program committee, assisted by Earl T.
Platt from Nebraska and Haight from Montana (Broady, 1948b). The work of planning the
conference fell to Gibson and the Department of Education of British Columbia, and it was, in
Knute O. Broady’s words, “bravely conceived and magnificently carried out” (Broady, 1948b,
p.- 89). William R. Young, president for the fourth conference, proposed for Gibson the title
of “Father of the International Conference on Correspondence Education,” earned through his
“perseverance, industriousness, and ability” (Young, 1953, p. 15).

At the second conference, held in 1948, the delegates voted unanimously to establish a
more permanent international council (Broady, 1948a). At the third conference, held in 1953
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in Christchurch, New Zealand, a committee presented a proposed “Constitution and Rules”
for the council that was adopted by the delegates. As these rules helped the council became
more established, conferences began to follow a more regular schedule (Table 4.1).

REVIEW OF RESEARCH ON ICDE HISTORY

If we are to look at the history of distance education through the eyes of ICDE, we must have
some understanding of previous research in this area. “Doing history,” which is a “process of
selecting and arranging evidence in order to interpret and explain human actions” (Johnson,
n.d.), is a way of understanding the past, of taking a series of events and human actions and
bringing them into a focus that helps us to appreciate and understand where we are now and
to guide us as we plan where we will go in the future.

In looking at the history of ICDE, we find the evidence of “events” and “actions” recorded
in conference proceedings, reports, and official statements of policy. However, since many of
the conference proceedings, like much of the foundational literature in distance education, are
difficult for most distance educators to find, it is also difficult for current educators to “do
history,” to understand the ideas, practices, and efforts of early distance educators. In addition,
many distance education practitioners and researchers today are new to distance education,
having come to this area of education from various backgrounds. They may bring a “profes-
sional self-knowledge” from these backgrounds (Johnson, n.d.), but have little knowledge of
the longer historical presence of correspondence and distance education and of the work and
ideas of the many distance educators throughout the world. Therefore, research is needed to
bring together some of the foundational work of these educators and to organize the findings in
a way that will help the distance educators of today gain guidance from the work of those of the
past.

Previous historical studies on correspondence and distance education have made some infor-
mation available (see, e.g., Bittner and Mallory, 1933; Bunker, 1998b; MacKenzie, Christensen,
and Rigby, 1968; Marriott, 1981; Moore, 1991; Moore and Kearsley, 1996; Noffsinger, 1926;
Perry, 1977; Pittman, 1996 and 1998; Sherow and Wedemeyer, 1990; Watkins and Wright,
1991). The amount that has been done, however, is small in relation to the size of the field of
study, as Pittman aptly points out in Chapter 2 of this volume. Likewise, very little work has
been done on preserving the history of ICDE (see, e.g., Bunker, 1998a and Young, 1953). Also,
few studies have focused on professional conferences, even in other fields. Such research, notes
Amy Rose (1992, p. 10) is “amazingly sparse” (see, e.g., Drolet, 1982; Elton, 1983; Garvey,
Lin, Nelson, and Tomita, 1979; Griffith and Garvey, 1966; Petry, 1981; Rosenfeld, Stacks and
Hickson, 1990; Thrush, 1996; Tootelian, Bush, and Stern, 1992; Tritsch, 1991).

Bunker (1998a), analyzing the ICDE conferences from 1938 to 1995 and using an analysis
tool from rhetoric (Porter, 1986, 1992), studied ICDE as a group of individuals and institutions
“bound by a common interest”—correspondence or distance education—in order to find shared
assumptions, practices, and aims that characterize that community as well as to document
changes over time. Since such groups change frequently and are, therefore, hard to study, the
analysis tool looks at data collected from official publications (“forums” of the group) and
assesses “approved communication” to identify rules, standards, beliefs, and practices of the
group. Within this framework, the Bunker study searches for themes and patterns that are
recorded in the forum of conference proceedings.

As shown in Table 4.1 above, ICDE has held 20 conferences. The first section below contains
abrief general description of each conference. Following the general description is a discussion
of trends and patterns revealed in Bunker’s analysis of the ICDE conference proceedings.
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TABLE 4.1
ICDE Conferences
No.  Year Location Leadership
1 1938  Victoria, British Rex Haight, president; J. W. Gibson, organizing secretary; Earl Platt, program
Columbia, committee chair; Frank Cyr, program committee member; Knute Broady,
Canada conference executive
2 1948  Lincoln, Knute Broady, president; J. W. Gibson, vice-president; H. C. Etter, secretary;
Nebraska, USA N. F. Thorpe, organizing secretary; G. J. Buck, program committee chair
3 1950  Christchurch, A. G. Butchers, president; G. J Buck, vice-president; K. O. Broady, past
New Zealand president; N. F. Thorpe, secretary
4 1953  State College, W. R. Young, president; Eric N. LePetit, G. J. Buck, Edith Lucas, Sylvia
Pennsylvania, Haight, Nancy Fitch, R. W. Cumberworth, and N. F. Thorpe,
USA vice-presidents
5 1958  Banff, Alberta, G. J. Buck, president and organizing secretary-treasurer; Eric LePetit, Edith
Canada E. Lucas, Sylvia Haight, A. J. Betheras, Elizabeth Powell, Norman Braden,
and Homer Kempfer, vice-presidents; William Young, past president; G. F.
Bruce, arrangements and entertainment committee chair
6 1961  Gearhart, Oregon, G. J. Buck, past president; Knute Broady, honorary president; Donald
USA Cameron, Norinne Tempest, Sven Hartman, Lloyd Jamieson, John
Villaume, and G. J. Buck, vice-presidents; Chas Dean, program committee
chair
7 1965  Stockholm, Donald Cameron, president; Sven Hartman, first vice-president and program
Sweden committee chair; Renée Erdos, F. Lloyd Hansen, Mitoji Nishimoto, and
John Villaume, vice-presidents
8 1969  Paris, France Renée Erdos, president; Donald Cameron, past president; Knute Broady,
honorary president; Borje Holmberg, Mitoji Nishimoto, I. J. Sloos, Charles
Wedemeyer, and Solomon Inquai, vice-presidents
9 1972  Warrenton, Charles Wedemeyer, president; Borje Holmberg, Edward Estabrooke, Einar
Virginia, USA Rgrstad, Elias Pereira, and M. Kaunda, vice-presidents; Renée Erdos, past
president; Robert Allen and Ripley Sims, program committee co-chairs
10 1975  Brighton, Borje Holmberg, president; William Fowler, Peter Kinyanjui, Tadashi
United Koretsuné, Horst Mohle, Ripley Sims, and Charles Wedemeyer, assistants;
Kingdom Gunnar Granholm, program committee chair; Erling Ljosa, proceedings
editor
11 1978  New Delhi, India David Young, president; Mary L. McPartlin, Otto Peters, Bakhshish Singh,
Kevin Smith, and Hafiz Wali, vice-presidents; Robert Wentworth, program
chair
12 1982  Vancouver, Bakhshish Singh, president; Audrey Campbell, Michael Carbery, Erling
British Ljosa, Otto Peters, and Kevin Smith, vice-presidents; Audrey Campbell,
Columbia, conference host; John Daniel, program committee chair
Canada
13 1985  Melbourne, John Daniel, president; Bakhshish Singh, past president; Joseph Ansere, John
Queensland, A. Baath, Janet Jenkins, David Sewart, and Kevin Smith, vice-presidents;
Australia Barry Snowden, treasurer; Jerry Grimwade, conference manager; David
Sewart, editor; John Thompson, publications secretary
14 1988  Oslo, Norway Kevin Smith, president; John Daniel, past president; Liz Burge, Ben Gitau,
Gisela Pravda, David Sewart, and Maureen Smith, vice-presidents; Barry
Snowden, secretary/treasurer; Reidar Roll, conference manager; David
Sewart, program committee chair
15 1990  Caracas, David Sewart, president; Kevin Smith, past president; Reidar Roll, secretary
Venezuela general; Marian Croft, Michael Moore, Ronnie Carr, Barbara Matiru,
Bruce Scriven, and Raj Dhanarajan, vice-presidents; Armando Villarroel,
conference manager; Marian Croft, program chair
16 1992  Bangkok, Executive committee same as 1990 conference; Bruce Scriven, program chair
Thailand and editor; Roy Lundin and Yoni Ryan, editors
17 1995  Birmingham, Marian Croft, president; David Sewart, past president; Reidar Roll, secretary
United general; David Sewart, program chair
Kingdom

(Continued)
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TABLE 4.1 (Continued)

No. Year Location Leadership
18 1997  State College, Armando Rocha Trindade, president; Reidar Roll, secretary general; Bernard
Pennsylvania, Loing, Ross H. Paul, Armando Villarroel, John Samuel, James C. Taylor,
USA Marmar Mukhopadhyay, and Gary Miller; vice-presidents; Marian Croft,
past president
19 1999  Vienna, Austria Armando Rocha Trindade, president (until June 24, 1999); Molly Corbett

Broad, president (from June 25, 1999); Reidar Roll, secretary general;
Hugh Africa, Gary Miller, Bernard Loing, David Hardy, Marta Mena,
Marmar Mukhopadhyay, Abdul Khan, Jim Taylor, Alexander Ivannikov,
Anne Auban, Helmut Hoyer, Arief Sukadi Sadiman, and Tam Sheung Wai,
vice- presidents; Marian Croft, past president

20 2001  Diisseldorf, Molly Corbett Broad, president; Reidar Roll, secretary general; Hugh Africa,

Germany Gary Miller, David Hardy, Marta Mena, Abdul Khan, Jim Taylor,

Alexander Ivannikov, Anne Auban, Helmut Hoyer, Arief Sukadi Sadiman,
and Tam Sheung Wai, vice-presidents; Helmut Hoyer, program chair

Source: Department of Education, Victoria, British Columbia.

ICDE WORLD CONFERENCES 1938-2001

Conference 1: Victoria, British Columbia

As noted above, the first conference was held in August 1938 in Canada, hosted by the De-
partment of Education for British Columbia. No clearly stated theme was given for this first
conference, although the purposes of the conference were listed in the pre-conference literature
and quoted by Haight in his foreword to the proceedings. These purposes included the exchange
of experience, the examination of different points of view, the evaluation of results, the con-
sideration of unsolved and difficult problems, the examination of different techniques, the
standardization of procedures, and the planning for further critical study of technical research
problems involved in correspondence education (Haight, 1938).
In addition, conference sessions were organized around three different section meetings:

Section I: The Organization, Promotion and Accreditation of Correspondence Instruc-
tion.
Section II: The Preparation of Correspondence Courses.
Section III: The Work of the Correspondence Instructor—Teaching, Evaluating and
Recording of Results.

These section meetings were the “peak” of the conference and focused on ‘“numerous
and...practical” matters (Gibson, 1938, p. 43). Delegates interested in correspondence study
at the elementary level asked for an addition to the program schedule to allow them to meet
together, and so another section was formed during the conference.

Conference 2: Lincoln, Nebraska

The second conference was held at the University of Nebraska, October 11-15, 1948. Knute O.
Broady had been elected at the first conference in 1938 to serve as president of the second
conference. The second conference, originally planned for 1940, was delayed until 1948 by
the onset of World War II. The members of the conference planning committee collected
documents about correspondence education from different institutions and prepared a pre-
conference bulletin featuring these reports. These descriptive reports regarding correspondence
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education included 26 reports from the United States, 7 each from Australia and Canada, and
1 each from Denmark, New Zealand, Norway, South Africa, and the Union of Soviet Socialist
Republics (Merwin & Lowdon, 1948).

As in the case of the first conference, no explicit theme was stated. However, the conference
was planned in “compliance with the wishes of the delegates from the 1938 Conference”—that
is, that another conference be held and that “an organized group. .. study the question as to
whether or not present correspondence services are adequately meeting the need for this form of
education” (Buck, 1948, p. 97). Further, one of the purposes of the conference was to examine
“ways and means of improving services given by correspondence educational organizations”
(p. 97).

The conference committee selected nine topics for consideration, assigning delegates to
do advance work on these topics and come prepared for discussions with other conference
delegates. The topics included the following:

The instructional staff of correspondence schools.

The preparation of correspondence courses.

Instruction.

Methods of study and their effectiveness.

Armed services courses: implications for adult education.

Methods of evaluating students’ work.

Libraries, traveling laboratories, and other mobile units; school bulletins and magazines;
auxiliary organizations; and publicity.

Guidance in relation to correspondence instruction.

Organization and administration of correspondence schools.

Nearly all the addresses in this conference focused on experiences from different countries—
Australia, New Zealand, Canada, Sweden, and the United States—although one dealt with basic
concepts in correspondence instruction, one focused on correspondence education in the mili-
tary, and one discussed correspondence education’s relationship to overall curriculum planning.

Conference 3: Christchurch, New Zealand

The third conference was held in New Zealand, in April 1950. The preface pages, titles, and
program listings in the proceedings make no mention of specific objectives, themes, or purposes
for this conference. However, the delegates at this conference prepared the first draft of the
constitution and the general objectives of the council. It can be assumed that the objectives
written for the constitution also served as the objectives for this conference.

The primary objectives of the council, as given in the first constitution, included the promo-
tion of knowledge and improvement of correspondence education throughout the world, the
fostering of good fellowship among correspondence educators, the exchange of materials and
information, the convening of conferences, and the publishing the conference proceedings.

The conference was organized primarily by sections, with only a few addresses and papers.
The subject matter for these sections included 1) primary education by correspondence; 2) cor-
respondence methods for handicapped pupils; 3) post-primary education by correspondence
(focusing on language, libraries, and social sciences); 4) post-primary education by correspon-
dence (focusing on math, science, and commercial subjects); 5 and 6) technical education by
correspondence (comprising two sections); 7) organization and administration; 8) associated
services; 9) course production; 10) radio in correspondence education; 11) education in special
fields (with reports focusing on teacher training, religious education, leadership training for
the blind, and staff training); and 12) developments and future research.
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Conference 4: State College, Pennsylvania

The fourth conference was held in August 1953, with The Pennsylvania State College serving
as host. Again no specific conference theme was chosen by the conference program planning
committee or by the executive committee. However, in his opening address relating the history
of the council’s conferences, Young (1953) noted that the delegates had come to this confer-
ence to “promote the knowledge of correspondence education throughout the world” (p. 17),
the first of the objectives of the constitution drafted at the third conference. The addresses and
papers were not categorized into subsections and covered a variety of topics and levels of cor-
respondence education. Of the 31 papers, 6 were country reports, 9 related to specific methods
of correspondence education (e.g., administration or teaching in supervised correspondence
study or the use of television in courses), and 5 discussed course or curriculum development.
The remaining addresses and papers discussed a wide variety of administrative issues—Ilearner
characteristics, specific subject areas, and correspondence education’s relationships with other
educational areas. This conference did contain several reports based on research, including a
report on completion rates from the United States Armed Forces Institute (USAFI) and one
on factors influencing the examination performance of external students at the University of
Queensland in Australia.

Conference 5: Banff, Alberta

The fifth conference returned to Canada, hosted by the Banff School of Fine Arts in June 1957.
This conference was the first to have an explicitly announced theme. Although neither the
title of the conference proceedings nor the conference program gave the theme, Buck (1957)
stated in his president’s report, “In coming to a decision with regard to a central idea about
which the Conference could be organized, it soon became apparent that the title “What the
Correspondence Method Can, and Does, Contribute Towards Meeting the Modern Demands
Made on Education’ was appropriate” (p. 31). Buck also listed six objectives for the conference:

Obtain the participation of delegates.

Develop a broad understanding of the uses of correspondence education.

Learn about the work of contemporary correspondence education institutions.

Suggest and discover improved methods for correlating correspondence instruction with
resident instruction.

Give information for those establishing correspondence education services.

6. Enhance the educational status of correspondence education students.

Sl

9]

The conference was divided between general sessions and sectional meetings. Ten cate-
gories were established for the sectional meetings: elementary, use of television, university,
development of uniform statistics, technical education by correspondence, use of supplemen-
tary materials for children studying by correspondence, high school, a question box, effective
psychological motivation, and useful criteria for text selection. Buck (1975) noted that the
conference was planned from the suggestions of the participants and was based on a series of
five letters sent to members soliciting their help in developing the conference.

Conference 6: Gearhart-by-the-Sea, Oregon

The sixth conference convened at Gearhart-by-the-Sea, in Oregon, October 22-27, 1961. This
conference did not have an announced theme; however, the ideas for the conference were
collected from the membership by the planning committee and, as Viron Moore (1961) states
in his report as the president, the conference was planned “in accordance with the majority
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of suggestions that were made.” Moore noted that the assistance from the members reflected
a “cooperative professional spirit” and the common good as expressed in the constitution:
“to promote knowledge of correspondence education throughout the world and to foster good
fellowship and better understanding among correspondence educators of all nations” (Moore,
1961, p. 29). The conference sessions focused on reports of correspondence education from
around the world (e.g., in sessions such as “Japan Tells Her Story”) and sectional meetings
dealing with elementary-, secondary-, technical-, and university-level issues. Three specialized
sectional meetings were held to discuss publicity and promotion, learning machines, and
supervised correspondence study.

Conference 7: Stockholm

The seventh conference marked a change in the number of delegates attending and the number
of countries represented by the delegates. The conference, the first to be held in Europe,
convened in Stockholm, June 13-17, 1965. Donald Cameron was president for this conference.
His selection also represented a change; in previous conferences, the president was from an
institution at or near the host site of the conference. During the elections for officers at the
sixth conference, this situation was discussed, and a delegate recommended that a member from
Europe, Sven Hartman, be chosen as the president for the next conference. Hartman, however,
declined the nomination, and Cameron was elected. Hartman served as first vice-president and
program and arrangements committee chair.

The themes for this conference, although not clearly stated in the title or introductory pages,
emerged from a survey conducted by Charles Wedemeyer that he reported on during his keynote
address at the conference. His survey (Wedemeyer, 1965) looked at trends in correspondence
education around the world, and the results formed the six themes for the conference:

1. New methods, and technologies and their uses in correspondence education, the integra-
tion of mass media into correspondence education, and the improvement of instruction
by correspondence.

The linking of correspondence education with formal school instruction.

The use of correspondence education in the continuing education of adults.

Research and experimentation in correspondence education.

Correspondence education in developing countries.

Improving the qualifications and acceptance of correspondence education.

AN

The conference primarily consisted of presentations and discussion in panels designed to focus
on the themes, although four addresses were given on ideas and trends in various parts of the
world (Australia, India, Japan, and Europe).

Conference 8: Paris

The eighth conference was again held in Europe, this time at UNESCO House to commemorate
the council’s affiliation with UNESCO. The conference extended from May 10 to May 23,
1969. To assist with the planning of the conference, Renée Erdos, president, sent letters two
years before the conference soliciting suggestions for subjects and speakers from the coun-
cil’s members. Over 40 members responded, and subjects for the conference were chosen in
accordance with the number of people interested in them (Erdos, 1969).

In order to place no restriction on member suggestions, a theme was chosen after the sug-
gestions had been made. Erdos (1969) notes that as “the programme took shape, however, it so
clearly expressed the interest of members in future developments, both in education and ad-
ministration, that a theme emerged: ‘Correspondence Education Looks to the Future.””(p. 16).
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Balbir (1969), in his welcoming address, listed subthemes of the conference as*1) educational
technology in correspondence education; 2) external studies at the university level; 3) the
place of correspondence instruction in technical education and training; 4) the training of man-
power by correspondence education in African countries; and 5) correspondence education in
UNESCO activities” (p. 4).

Conference 9: Warrenton, Virginia

Charles Wedemeyer served as president for the ninth conference, held in May 1972. This con-
ference featured the following theme: “Between Evolution and Revolution. . . Correspondence
Study Lost or Found?” In discussing the conference theme, Bakhshish Singh (1972) noted that
the theme is “relevant not only to the development of correspondence study but also to the for-
mulation of future educational policies the world over” (p. 2). Singh also listed theme-related
subjects that were discussed at different sessions in the conference and that functioned as the
topics for the summary analysis chapters in the proceedings:

1. Correspondence study in the perspective of rapidly expanding alternative learning op-

portunities.

The role of education technology in correspondence education.

Educational policy development and innovation at the national level.

“Education: Year 2000”—theoretical, technical, legal, or cultural problems.

Implication of three research studies on the improvement and spread of correspondence

education.

6. Developmental trends by geographical areas—Europe; North, Central and South
America; Asia; and Africa.

AR

Conference 10: Brighton, England

The 10th conference, held in 1975, had been scheduled for Japan, but because the members from
Japan were not able to garner sufficient support from institutions and the government to host
the conference, the location was changed to Brighton. In their introduction to the conference
papers, Gunnar W. Granholm, chair of the program committee, and Erling Ljos4, editor for the
conference papers and the proceedings, described the variety in distance education (or corre-
spondence or home study) programs worldwide as background for introducing the theme of the
conference. The planning committee choose the theme to help identify the components of the
“man-materials system with which we are working” in distance education (Granholm & Ljosa,
1975, p. 6). The wording of the theme appears as follows in Granholm and Ljosa’s introduction:

The System of Distance Education an analysis of educational and administrative sub-systems and
components, with reference to their

e purposes
e significance

e characteristics

e interrelationship
o cost effectiveness

and the implications of these functions for the evaluation of distance education programmes with
respect to

—information
—counselling
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—student activities
—two-way communication

and, on the other hand,

—marketing
—management (p. 6)

The conference papers were grouped into four main sections:

The system of distance education.

Modes of teaching in distance education.

Distance education and the open learning trend.

Student service, student activity, and two-way communication.

el NS

Conference 11: New Delhi

The 11th conference convened in India, the first conference in Asia. Held November 8-15, 1978,
it again had an explicitly stated theme: “Correspondence Education: Dynamic and Diversified.”
In addition, it focused on four specific areas: administrative practices, teaching methods, student
counseling, and applied research. David Young (1978), in writing the preface to volume 1 of
the conference papers, quotes from the pre-conference literature for the first conference in
1938 and states that the aims are “still valid for ICCE’s Eleventh World Conference” (p. 7).
Although there have been changes in the world, he claims that the “need for correspondence
educators to consult with one another, to aid one another’s research, and to prove that they are
an increasingly vital part of worldwide education, remains” (p. 7).

Conference proceedings published after 1978 are much more uniform in appearance. They
contain mainly papers and addresses and no longer include minutes from meetings, committee
reports, or descriptions of social activities or field trips. Consequently, they reveal less about
the process of developing conference programs and more about the content of individual
presentations.

Conference 12: Vancouver

In 1982, the conference “revisited its birthplace” (Daniel, Stroud, & Thompson, 1982a, p. 4),
returning to British Colombia. This conference, as noted above, marked the “rebirth” of ICCE as
ICDE, the International Council for Distance Education. A new form of publication emerged
from the 1982 conference. The program committee decided to produce a “book™ from the
conference, entitled Learning at a Distance: A World Perspective. In addition, a report and
handbook were published. No theme is mentioned in the book produced from the conference.
The program committee used a version of the Delphi technique to collect topics of interest
from members and to choose contributors to write about them.

The editors noted that the papers reflect a common theme: “distance education becoming
a major shaping force in societies all over the world” (Daniel, Stroud, & Thompson, 1982b,
p.5). The book is divided into seven sections, which together suggest a set of subthemes:

1. International trends.
2. Learning at a distance and national development.
3. The process of learning at a distance—trecent research and development.
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Student support and regional services.

Policymaking and management.

Diverse subjects, diverse approaches.

The contribution of media and technology to learning at a distance.

N s

Conference 13: Melbourne

The conference in 1985 went to the southern hemisphere for the second time. As one innovation,
the conference papers were not published on paper but were prepared on microforms. This
allowed delegates to send papers of any length, and all were included in the collection of
conference papers without editing by the conference planning committee. As a result, the
collection totaled nearly 3,000 pages (48 microfiche cards). The microfiche cards included no
information about the conference (e.g., table of contents, program schedule, list of delegates
or officers, etc.).

However, a report was published for this conference (ICDE, 1985). In this publication,
the conference theme is given as “Flexible Designs for Learning,” and the following sub-
themes were listed: the learners, the social context, the disciplines, learning resources, and
organisation. Writing for the conference committee, Kevin Smith (1985a) noted that the main
theme “reflected. .. many imaginative presentations for which the Program Committee had
appealed in an attempt to add variety to more traditional forms of delivery” (p. 1). Because
of the number of responses to the call for conference participation, the focus was on parallel
rather than plenary sessions. In addition, this conference featured 19 special interest group
sessions—Tlibraries in distance education, new institutions, new technologies, instructional
design, distance education and developing societies, research, schools, technical education,
women’s international network, disabled students, private proprietary colleges, counselling,
study centers, continuing education, professional development, teaching history, teaching En-
glish as a second language, teaching business studies, and teaching mathematics (Smith,
1985Db).

Conference 14: Oslo

The 1988 conference, held from August 9 to 16, took “Developing Distance Education” as
its theme. Twelve subthemes were also listed: national development, specific target groups,
economics of distance education, course design and creation, media and communications
technology, collaboration and credit transfer, student support and counselling, continuing ed-
ucation, research, women in distance education, management and organisation, and distance
education—a developing concept (ICDE, 1988).

Conference 15: Caracas

The 15th conference, held in November 4—-10, 1990, was the first situated in Latin America.
Its theme was “Distance Education: Development and Access.” Subthemes included distance
education and development; strategies for developing distance education; distance education
and developing countries; literacy—the challenge of the ’90s; research and development;
producing materials for distance education; the students of the *’90s—new client, new needs;
technology applications; and planning the future. Sewart (1990) identifies the theme of the
conference book as “that of scholarship directly addressing and supporting practical needs and
aiding the training of professionals” (p. 8).

The Caracas conference was bilingual, an innovation for ICDE. Each morning and afternoon
session featured a keynote address followed by parallel sessions. Delegates could choose from
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parallel sessions given either in Spanish or English. Two proceedings volumes were published,
one with papers in English and one with papers in Spanish.

Conference 16: Bangkok

In 1992, the conference returned to Asia, hosted by the Sukhothai Thammathirat Open Uni-
versity. At this time, the conferences changed from being held every three or four years to
convening every other year. The editors note that the overall theme of the conference, “Dis-
tance Education for the Twenty-First Century,” was “purposely chosen to be forward-looking,
thereby encouraging presenters to concentrate on issues perceived to be of particular relevance
to future developments” (Scriven, Lundin, & Ryan, 1993a, p. xi). The presentations from this
conference were originally categorized under nine subthemes, but because not all presenta-
tions provided papers suitable for including in the book, the original subthemes were renamed
and the papers reclassified to form seven chapters: distance education and development; de-
velopment of materials; students in distance education; applications of technology; distance
education—theory and research; case studies; and so, back to the future.

Conference 17: Birmingham, England

The theme of the 1995 conference was “One World, Many Voices: Quality in Open and
Distance Learning.” The subthemes included developing human potential, developing the pro-
fessional community, primary and secondary education, quality, student support, technology,
and women’s issues. Because of the quantity of presentations, the proceedings were published
in two volumes.

Conference 18: State College, Pennsylvania

In 1997, The Pennsylvania State University hosted the 18th conference, whose theme was
“The New Learning Environment: A Global Perspective.” The conference focused on several
daily themes, including the changing technological environment; the new education paradigm;
technology, education, and sustainable development; and opportunities for international coop-
eration. The conference program also noted a rather long list of interest areas: primary through
secondary school applications; technology applications and emerging technologies; research
and evaluation in distance and open learning; distance education in developing countries; or-
ganizational issues (faculty, infrastructure, institutional, and regulatory policies); pedagogical
issues; promotion and marketing strategies; partnerships and alliances; workplace training and
education; and student/learner support. For the first time, the conference proceedings were
published on CD-ROM rather than in print.

Conference 19: Vienna

The 19th conference, held in 1999, was titled “The New Educational Frontier: Teaching and
Learning in a Networked World.” It featured university, school, and training strands, and
within each strand a set of six tracks helped to focus the discussion and presentation. These
tracks included open learning and distance education as a strategic tool for development; the
new learning environments; globalization of education—benefits and constraints; policy and
strategy development; breaking down barriers through education and training; and markets
and marketing. Again, the proceedings were published on CD-ROM.
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Conference 20: Disseldorf

The ICDE scheduled the 20th conference for April 1-5, 2001. The main conference theme,
“The Future of Learning—Learning for the Future: Shaping the Transition,” was designed
to help conference participants “explore how open learning and distance education, virtual
training and e-learning will find their positions in a perpetually changing world in the coming
years” (ICDE, 2000, p. 4). Core events include plenary, parallel, and poster sessions.

TRENDS AND PATTERNS

Bunker (1998a) searched for themes and patterns recorded in the ICDE conference proceedings
that could provide insight about alternatives facing distance educators today. Not only did
shared assumptions, practices, and aims appear in the proceedings, but several trends were
discovered, including the importance of access as a key value for distance educators, the
commitment of distance educators to quality, the need for research to inform practices, the high
value placed on international participation and representation in the membership of the council,
and the role of educational technology in distance education and its place in the discourse of
the conferences.

First, the discourse of the ICDE conferences reveals an unremitting allegiance to the belief
in the value of providing access to education for all learners, no matter how dispersed or
disadvantaged by economic, personal, or political situations. For example, in opening the
conference in 1938, Knute Broady, chair of the first meeting, made a clear statement of the
motivations and ideals that had brought the delegates together, claiming these values for all of
the delegates:

Now, we are gathered here to-day to enlarge our ideas and to take stock. We are deciding on
new steps, perhaps even upon a new direction, and in all of this, ladies and gentlemen, we are
motivated by what we consider a very practical ideal which I believe is accepted in all parts of the
world. ..

By equality of educational opportunity we mean extending education of equal quality to every one,
no matter how humble his birth, no matter where he may live, and no matter what his reasonable
aspirations may be. We think that is a very practical ideal—an ideal to which we can all subscribe,
and I trust that everything that we do in this conference will be evaluated in terms of it. (Broady,
1938, p. 10)

Over the years, this general commitment to access remains undiminished. Wedemeyer
(1965) reaffirmed it in a major keynote address in the 1965 conference in Stockholm, reminding
delegates that although all types of education are directed toward the hopes and aspirations of
learners, none do so “so openly, so nakedly, as correspondence education. The correspondence
student is generally one who has not been able to satisfy hopes and aspirations in the ordinary,
regular, easier way” (p. 9).

The proceedings also reveal a recognition of the need for interaction and communication
with learners. Since the separation of learners from instructors necessitates the use of me-
dia to allow interaction, the discourse data show continual efforts by conference participants
to enhance the development and promotion of interaction. Although the necessity of using
some form of mediation was clearly acknowledged in the very first conferences, the me-
dia never became the principal theme of any of conference. In addition, data show that the
need for flexibility and variation in meeting needs of the learners was a common discourse
theme.
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Second, the commitment to access was followed closely by a commitment to providing edu-
cation equal in value to traditional education. In order to ensure this equality, distance educators
constantly sought academic credibility for their educational offerings. Because distance edu-
cation was an alternative to conventional education, distance educators were required to prove
the efficacy of their efforts. The discourse in the proceedings contains continual references
to quality, standards, accreditation, status, and credibility in both the teaching-learning and in
management domains of distance education. The issue of credibility lead participants in the
conferences to discuss means of improving instruction, interaction with learners, applications
of communications technologies, and support for learners.

Concern for access and equity is present in many different forms in the data from the
early years of the conference. However, because of the change in format of the conference
proceedings in 1982, fewer data are available for use in analyzing the motives and values
of the conference planners and officers from that year to the present. Do council members
still hold to these primary values of access and quality? Further research is needed to deter-
mine whether the ICDE has moved away from a commitment to the values of access and
quality and, if so, what values have replaced them. Knowing the answer could provide bet-
ter guidance for all of us as we plan future programs across the nation and throughout the
world.

Third, concerns for academic credibility lead ICDE practitioners to persistently call for
more research into the methods and practices of distance education. References to the need
for more research appear in the data from all conferences. At the first conference, the need
for research was recognized and a research committee established. This committee became
an ongoing part of the council’s early organizational structure. In an effort to spur delegates
on to more research, the proceedings of the first conference in 1938 included a list of needed
research (Table 4.2) (Butchers, 1938). The delegates to the conference were encouraged to
work on these research topics before the next conference.

TABLE 4.2
Summary of Topics Suitable for Research (From 1938 Conference)

What becomes of graduates of CI schools? How do they fare?

What classes of students, what specific needs should be served by CI?

Is CI more effective carried on in the home or in or through the nearest school?

How much supervision should be given?

What roles should be played by the supervisors?

What is the cost of CI? How does it compare with other types of education?

What should be the organization of the centre?

How can library facilities be organized for correspondence students?

How can one personalize CI?

Should there be co-ordination of various phases of CI?

What should be the length of a unit?

How far should we go in the use of itinerant teachers and mobile materials versus bringing students
to the CI center?

What effect does each of these plans have on community life?

What use can be made of intelligence tests in CI?

What is the role of guidance and counsel?

What value has radio in experimental CI?

What is the place of vocational training and placement for CI students?

How can one teach sciences and technical subjects by correspondence?

How should health education, physical examinations be handled?

How will peculiar problems be met in teaching incapacitated students?

Can anything be done to provide parent education by correspondence?

Note: CI = Correspondence Instruction.
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The discourse on research also shows a consistent acknowledgment that the amount of
research and the dissemination of the results are inadequate. Statements to this effect are usually
accompanied, however, by the concession that improvement has “recently” been made. For
example, Buck stated in 1948 that a small amount of “objective research in this field has been
done, but not nearly enough” (p. 99), and Wedemeyer made the same point in 1965, asserting
that there has “never been sufficient scholarship poured into this field” (p. 16). In reporting as
chair of the research committee in the 1969 conference, Childs wrote that there is a “substantial
and growing worldwide body of literature relating to correspondence instruction. ... It must
be noted, however, that even though the volume of literature may be increasing this does
not indicate any great upsurge in research activity. Evidences of carefully done research are
still hard to come by” (p. 40). In the 1982 conference proceedings, the editors stated that
research on distance learning had been characterized until recently by a wide gap between
reality and rhetoric, but they expressed the hope “that future writing will give increasing
importance to rigourous studies with properly defined variables and boundaries” (Daniel,
Stroud, & Thompson, 1982c, p. 86). Again in 1992, research concerns merited a chapter in
the proceedings. The editors noted that a historical analysis showed that research was a fairly
recent phenomenon, but, in contrast to the past, reports at that conference contained research
from around the world (Scriven, Lundin, & Ryan, 1993b).

Although research reports appear in most of the conferences, including reports from research
committees, these reports never seemed to carry enough weight to convince the majority of
conference speakers that sufficient research was being conducted. As complaints about lack of
research still occur in meetings of distance educators, perhaps some effort needs to be made to
analyze the findings and results from previous studies, such as those contained in the 60 years
of ICDE conference proceedings.

Fourth, international representation is a distinctive feature of ICDE and emerges as a
theme in the analysis. All discourse related to origin, policies and philosophies, conference
planning, and conference themes exhibit a commitment to foster broad representation. The
sense expressed in the discourse of “mutual esteem” for all distance educators from all countries
providing all types of education is consistent and powerful.

Bunker’s (1998a) analysis shows that the early leaders viewed the conference as an in-
ternational professional gathering and made a sustained effort to choose themes and topics
consistent with its international character. In fact, support for wide international representation
became even more pronounced in the 1960s and 1970s, when the number of countries rep-
resented at the conference jumped from the earlier core of four countries (Australia, Canada,
New Zealand, and the United States) to a much larger and more widely distributed group of
countries. Topics directly related to international issues and concerns are part of nearly all
conferences in the 1980s and 1990s.

This pattern is especially important for distance educators today, who face a nearly over-
whelming growth in the possibilities for international distance education. Issues of collabora-
tion and cooperation between countries confront distance educators working in many different
sectors. The fact that ICDE has always been committed to international distance education sug-
gests that its conference proceedings over the past 60 years could provide valuable guidance
to those working today to establish distance education internationally.

Fifth, the amount of discourse devoted to educational technology in the ICDE conference
proceedings is relatively small given that the emergence of new communications technologies
is always cause for excitement and that distance education must rely on some form of media to
provide interaction. Discourse about technology was present in every conference in some form,
even when technology was not designated a conference subtheme. However, through all the
conferences, educational technology remained only one topic in the total discourse about dis-
tance education. In most of the conferences, it was the focus of only one of 5 to 12 subsections.
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This pattern has changed little over the years, even though more and more papers began ap-
pearing in the sections devoted to educational technology. The emphasis remained on distance
education as a whole, with technology relegated to the role of mediator for that education.
Overall, the ICDE conference has never become an “education technology” or “communica-
tions technology” conference but has stayed committed to the larger goal of providing access
to education for nontraditional learners education. Learning from ICDE distance educators
of the past, distance educators today would do well to keep the focus of their work on the
educational elements of teaching and learning at a distance rather than letting the massive
and rapid increase of new technologies drive the development, design, and purposes of their
programs and courses.

CONCLUSION

Because the communications technologies that have helped to fuel the expansion of distance
education in the last few years have been developed relatively recently, distance education is
often viewed as a new field of study. Even the term distance education has not been popularly
and widely used until lately (Moore, 1990). When distance educators believe they are using new
media in a new field, important theories, research, and practices from the past are overlooked
(Moore, personal conversation, February 2, 1997). As Pittman states in Chapter 2 of this
volume, some current “practitioners and advocates seem anxious to leave the past behind,” with
the result that the implementation of distance education programs reflects little professional
self-knowledge. In addition much that was learned in the past becomes lost as the new replaces
rather than joins the old.

Distance education has been a means of educating those who could not or would not make
use of traditional forms of education for more than a century. To neglect “where we have
been” hinders our understanding of “where we want to go” (Johnson, n.d.). For example,
disregarding the decades of experience and knowledge represented in this handbook by the
chapters contributed by Holmberg, Peters, and others will cause unnecessary missteps on our
way to providing quality distance education.

Looking historically at global distance education will give us an appreciation of the present
and a perspective on the future (Hinckley, 1984). In other words, it will help us construct,
understand, and evaluate the choices that we make in planning new programs, adapting new
technologies, and serving new learners as well as in evaluating and improving service to current
learners.

If we, as distance educators today, are to have a rich knowledge base on which to construct,
understand, and evaluate future choices, we must consider the important work done by distance
educators from the last century. The fact that the literature may easily become fugitive does not
excuse us from making an effort to learn from those in the past. Members and leaders of ICDE
have, throughout its history, been committed to strong educational values and to the sharing
of good practices in distance education. As stated by Thomas Mann (1965), the best response
to the question of what to do in situations presenting many new choices is to “‘assist the new
without sacrificing the old.” The best servitors of the new ... may be those who know and love
the old and carry it over into the new.”
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DISTANCE EDUCATION, EMERGING ORGANIZATIONAL
MODELS, AND CHANGE

Distance education in the current educational environment is inevitably about changing ex-
isting organizational practices through the development of new structural, pedagogical, and
technological models. This has always been true, as distance education programs and processes
departed from those used in more traditional instructional settings; however, until recently the
changes that distance education brought were not transformational changes in universities but
rather procedural and process changes designed to deliver existing programs, courses, and
services.
Schlecty (1997) describes three basic forms of organizational change:

1. Procedural change, which has to do with altering how organizational tasks are accom-
plished.

2. Technological change, which consists of changing the means by which the job is done.

3. Structural and cultural (systemic) change, which consists of changing the nature of the
work itself and reorienting its purpose.

This chapter addresses emerging distance education organizational models in relation to each
of these forms in ways that elucidate future directions in the field.

There are many reasons why the move toward distance education is inextricably linked with
changing organization processes and procedures as well as developing new organizational
models. Demand for learning across the globe is increasing as national economies become
increasingly based on knowledge and the pace of technological change continues to accelerate.
Rapidly growing and increasingly youthful populations in many areas of the world are also
fueling pressures on higher education institutions to respond in new and creative ways. In
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all countries, continuous learning for adults is becoming essential as jobs change and entire
career tracks are eliminated and new ones develop. Access to education from any location,
at any time, for any age, and in many ways is critical for individual and collective well-
being. Democratization also requires an educated populace, providing further pressure upon
governments to increase educational opportunity for all. Clearly, educational access at all levels
and in all contexts globally is more important than ever before, and it is no exaggeration to
suggest that it is an element of strategic global positioning within societies and economies.

Along with this elevated importance has come increasing pressure on traditional universities
to be creative and innovative in providing the maximum access possible and to provide this
access as efficiently as possible. Reductions in public subsidies for higher education are forcing
even traditional universities to search for new ways of organizing and paying for instructional
programs that depend on new organizational assumptions, models, and strategies for providing
not only distance learning but also campus-based learning.

CHANGING ORGANIZATIONAL CONTEXTS AND STRATEGIES

The distinction between on-campus learning and distance learning is blurring at warp speed
as campus residence halls are wired, wireless access to the Internet is created, classes with
both on-campus and off-campus students are organized through computer conferencing, and
multiple formats for learning are provided as options to more and more students. Although
the value of campus-based classroom learning and socialization, especially for young people
preparing for their lives as adults, will be important long into the future, even a cursory look at
how universities are organizing to provide this learning shows a dramatic departure from past
educational practices.

The Extended Traditional University

Recent trends and studies in the United States indicate that learners, especially adults, expect
institutions of higher education to be responsive to their individual needs, which increasingly
means providing course schedules and formats that are convenient, easily accessed, and inde-
pendent of fixed times and locations (Dillman, Christenson, Salant, & Warner, 1995; Mayadas,
2001; Primary Research Group, 1997, 1998, 1999). Where distance learning programs previ-
ously were operated largely at the margins of traditional universities and were focused almost
exclusively on meeting the needs of adult students, the changing context for learning has forced
a rethinking of institutional strategies even among traditional universities (Dolence, Norris, &
Society for College and University Planning, 1995; Graves, 1997; Hall, 1995; Hanna, 1998,
2000c; Rowley, Lujan, & Dolence, 1997, 1998; Van Dusen, 1997). Universities have developed
increasingly sophisticated units charged with leading change in order to address new needs and
new markets. Such change for the most part has not been transformational but rather concerned
largely with changing procedures and processes to better serve new audiences. The changes
have been highly entrepreneurial, market oriented, and responsive to these growing cliente-
les. A variety of programming strategies have been tested, including duplication, replication,
diversification, niche programming and technologies, and aggregation (see Hanna, 2000b).

Distance Education/Technology-Based Universities

The environment for higher education across the globe is increasingly competitive, turbulent,
and unsettled, and, as Hannan and Freeman (1989) note, uncertain, volatile environments sup-
port diverse organizational forms. Kaufman (1991) indicates that the increase in diversity of
organizational forms is, in and of itself, a critical factor adding further to the complexity of
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the environment over time. Indeed, over the past 30 years, new institutional forms of higher
education have emerged. These range from smaller national universities formed in many coun-
tries around independent or distance education teaching strategies to mega-universities' with
enrollments of more than 100,000 students learning at a distance (Daniel, 1996). In many coun-
tries around the world, these large-scale mega-universities organized around distance learning
are a fundamental component of national economic development and educational strategies.

Smaller institutions of this type in the United States include Empire State University, Thomas
Edison State University in New Jersey, and the College of Lifelong Learning in New Hampshire.
Hanna (2000c) describes these new universities as falling within the category of distance
education/technology-based universities, and these are but one of the organizational forms that
have emerged in response to new and expanded needs and new opportunities. In this context,
Kaufman (1991) suggests that, just as nature abhors a vacuum, organizations abhor uncertainty.
The new programming opportunities of this volatile environment result in ever-increasing forms
of competition, at the same time producing responses from existing universities that attempt
to minimize the uncertainty created by new and emerging models. In this way, the door has
opened to an entirely new form of university, one that operates in the business world, including
representation on Wall Street.

For-Profit Universities

During the past several decades, a small number of for-profit universities? have been established
in order to take advantage of lucrative ‘high-end’ learning “markets” created by the accelerating
pace of change and the changing structure of the global economy (Hanna, 2000d). These
relatively new universities are generally founded by entrepreneurial leaders (see Sperling,
2000), often frustrated by a lack of responsiveness and change in traditional universities and
motivated in part by the opportunity to generate revenue. Some of these new universities are
less than three years old.

Although the for-profit financial model might appear to be technologically or culturally
transformational, the actual instructional models and strategies utilized by these for-profit
institutions are often quite conventional, relying upon face-to-face instruction and relatively
traditional pedagogical processes and strategies. Most of the for-profit universities are now
adding online programs, but enrollments in these programs are generally quite small, in contrast
to their face-to-face classroom enrollments. In addition, only a few for-profit universities (Jones
International University, Concord University, and Cardean University) have been organized
exclusively around making programs available only on the Internet, and to date the degree-
seeking student enrollment in all of these “online universities” combined may not approach
five figures, a relatively small blip on the radar screen of higher education.

Strategic Alliances

Collaborations or strategic partnerships that bring together two or more universities are also
being formed to increase the competitive positions of existing universities. In a growing num-
ber of cases, university-business strategic alliances are being formed to build organizational

'Examples of mega-universities are the United Kingdom Open University, the China TV University System, the
Indira Ghandhi Open University (India), the Universitas Terbuka (Indonesia), the Payame Noor University (Iran),
the Korea National Open University, the University of South Africa, the Centre National d’Ensiegnement a Distance
(France), the Universidad Nacional de Educacion (Spain), the Sukhothai Thammathirat Open University (Thailand),
and Anadolu University (Turkey).

2Examples of these for profit universities include the University of Phoenix, DeVry University, Strayer University,
Capella University, Argosy University, and Walden University.
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capacity to deliver new services and programs and to reach new audiences. These new collabo-
rations and alliances have many different forms and involve blending organizational missions,
goals, programs, capabilities, and personnel to create new learning strategies and opportunities.
Kaufman (1991) suggests that alliances are effective in times of complexity and competition
in at least three ways: first, they spread risk; second, they enable the organization to incorpo-
rate new ideas; and third, they help the organization to bypass cultural prohibitions against
previously heretical ideas or practices.

The first major examples of formal strategic alliances in distance learning are relatively
recent and were generally formed between organizations (university to university or university
to business) in a single country. National Technological University (NTU) in the United States,
founded in 1982 as a separate degree-granting institution working in partnership with other
major institutions to offer degrees in engineering, is an excellent early example of this type of
alliance. NTU was preceded in organization by American Association for Multimedia Contin-
uing Education for Engineers (AAMCEE), a group of engineering schools that collaboratively
marketed noncredit engineering courses.

Such alliances are now becoming global in nature. One example is Universitas 21
(http://www.universitas.edu.au/), an alliance of leading universities from Asia, Australia, the
United Kingdom, and North America. Universitas 21 has begun to form its own strategic
alliances, entering into agreements first with Murdoch Corporation and more recently with
Thomson Learning. Although these types of international alliances appear impressive on the
surface, they have yet to actually organize programs, courses, or services beyond those pro-
vided by their members, and whether or not they add value in the long-run is very much open
to question. For one thing, they face a major challenge: overcoming the significant differences
in culture, operational understandings, and educational practices among their members and
arriving at a common vision, mission, and direction.

Western Governors University is another example of a strategic alliance designed to gain
market advantage and serve students more effectively. Originally formed by the governers
of the western states in 1996 as a clearinghouse and marketing vehicle for distance learning
courses for universities throughout the West, WGU quickly learned that something more was
needed to attract both partners and students. The formation of WGU was in one sense a call
to arms for traditional universities in the West to expand their own distance learning programs
aggressively, which is what in fact happened. Western Governors University has more recently
selected as a core programmatic feature the concept of competency-based degrees, enabling it
to occupy a relatively unfilled programming niche in distance learning. Once a competency-
based degree was designed and developed, WGU and its partners set about the task of matching
the course offerings of partner institutions to each required degree program competency so
that students could progress toward the WGU degree.

Also becoming prevalent are business-university alliances, such as UNext.com, a business
that has developed its own university, Cardean University, and established partnerships with
a number of universities to offer online courses to adult students. In another type of alliance,
a university and company might develop an agreement according to which the university
provides online course content and the company provides the online web-based platforms
for computer conferencing, course management, and content delivery (First Class, TopClass,
WebCT, Blackboard, e-Education, and e-College are examples of such alliances). These plat-
forms have been developed with many different features, and they relieve universities of sig-
nificant development and implementation costs.

In this competitive environment, with the pace of change accelerating, with learners becom-
ing more knowledgeable and sophisticated, with greater diversity and numbers of organizations
coming into existence, and with the high cost of investing in new technologies, strategic plan-
ning and careful organizational development in distance education are increasingly critical.
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Further, an understanding of learning models and pedagogical choices and the academic, fi-
nancial, and marketing implications of these choices is essential.

EVOLVING LEARNING MODELS AND CONCEPTS
OF DISTANCE EDUCATION

Until just a few years ago, distance education was conceptualized as involving a teacher (T)
interacting asynchronously (A) with a single student (S). Separated by distance, the teacher
and student engaged in a structured two-way exchange (Keegan, 1988, 1993; Moore, 1973;
Moore & Kearsley, 1996; Peters & Keegan, 1994) mediated by print and electronic tech-
nologies (T:A:S:1>1). Wedemeyer (1981) emphasized the independence of learner action
within this model, and Keegan (1990) specifically excluded the learning group as a pri-
mary context for distance education learning and teaching, although he acknowledged the
possibility of “occasional meetings for didactic and social purposes” (p. 44). This model
of learning was adopted in university correspondence or independent learning courses in
the United States at the turn of the 20th century and was expanded dramatically with the
development of open universities in the latter half of the century. In the United Kingdom,
Europe, Australia, New Zealand, and many other countries, print-based materials, audiocas-
settes, and other learning resources were used to create a common framework for learn-
ers to access university courses and degree programs at times and schedules convenient to
leamens.

Over the past two decades, a large number of countries, especially those with higher edu-
cation systems unable to meet the burgeoning demand created by rapidly growing populations
and economic circumstances, have responded to the demand by creating open universities
based on the independent learner model. As already noted, many of these universities have
very large enrollments, in the hundreds of thousands (Daniel, 1996). This development led
Peters to suggest that distance education could be described as an industrial form of education,
where mass distribution, standardization, division of labor, and assembly-line procedures were
defining characteristics (Peters & Keegan, 1994). Referring to the development of national open
universities, Evans (1999) called these focused efforts “single-mode” distance teaching uni-
versities, in contrast to single-mode campus-based universities or the mixed-mode universities
described by Rumble (1986).

In the United States, Thomas Edison (New Jersey) and Empire State (New York) were
created based on the concept of offering degrees using the T:A:S:1>1 model. Until the past
decade or two, other more established universities in the United States offered courses but
usually not full degrees using this model. In Australia and New Zealand, on the other hand,
many campus-based universities long ago started offering full degree programs at a distance
using the T:A:S:1>1 model; these universities were known as dual-mode institutions, reflect-
ing the fact that they offered degrees both on-campus and at a distance. The term dual-mode has
gradually been supplanted in Australia by flexible learning,® but the structures of the univer-
sities have remained largely unchanged (Evans, 1999). From a policy perspective, this model
fit well within traditional universities in that it involved little change in curriculum, placed
minimal demands on faculty, and could be budgeted in such a way as to be self-sufficient.
The model relies upon intrinsic independent learner motivation for success (Holmberg, 1989,
p. 189; Sewart, Keegan, & Holmberg, 1983, p. 168). Course completion rates for this model

3For example, the University of Wollengong defines flexible learning as allowing the duration and intensity, place,
method, and delivery medium of the instruction to reflect the learning objectives, the needs of the student, the subject and
course requirements, and the judgement of the teacher (http://cedir.uow.edu.au/NCODE/info/definitions.html#flexdef).
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have consistently been quite low, and for the individual learner, this represents a serious dis-
advantage. Some scholars have argued that low completion rates occur because adults have
targeted learning goals other than course and degree completion (Wedemeyer, 1981, p. 556).
However, it is also the case that, from a program financial perspective, low course completion
rates have resulted in greater institutional profit per student served, and such financial reinforce-
ment of negative outcomes acts as an unfortunate disincentive to rectify this weakness of the
model.

In a more recent type of distance education program, a teacher (T) is connected syn-
chronously (S) with students S? in remote locations (T:S:S2:1>S?). The most common form,
prevalent in the United States, involves connecting a teacher with off-campus learners via
audio-conferencing, video-conferencing, or computer-conferencing at scheduled times. Very
often, especially when video connections are used, students still travel to a central loca-
tion, such as a community site or an educational center, to access the technology and to
meet with other students. Yet this requirement is rapidly changing as systems become more
robust in their connective capabilities and technology access in homes and businesses
improves.

Both of these traditionally structured types of distance education and the associated peda-
gogical strategies are heavily dependent on teacher-directed instructional goals and activities
and have become quite limiting as the Internet and the World Wide Web have developed. Indeed,
they still largely represent Schlecty’s first dimension of change, that of the adoption of proce-
dural changes that alter how the task of teaching is accomplished. Although the T:S:S%:1>S?
model has been effective in addressing the issues of completion rates and course comparability,
its requirement that students meet together in real time presents a serious impediment for many
busy adult students.

A third set of distance education models are currently being developed. In these models,
students are dynamically connected through the Internet and other advanced technologies with
each other, with faculty mentors, and with institutional academic support structures in ways
not imagined just a few years ago, and the available choices regarding pedagogy, technology,
culture, and strategy are becoming increasingly complex and blurred. Students are provided
with continuous and regular opportunities to interact with each other and with the teacher but
to do so asynchronously. The teacher (T) is connected asynchronously (A) with students (8%
who are able to interact with both the teacher and with other students around collaborative
discussions, assignments, and team projects (T:A:S%:1>S?). The Sloan Foundation has pro-
vided millions of dollars of financing of web-based online instruction to almost 50 universities
and colleges throughout the 1990s. It is worth noting, however, that the foundation funds
only those institutions whose online programs do not require synchronous interaction among
students.

In these emerging models, what is on-campus and what is off-campus in most traditional
institutions is growing more difficult to discern, and independent learning is increasingly
mixed with collaborative learning (Hanna, 2000c). Technologies are also rapidly converg-
ing, so that video, audio, and print are all coming together through the Web in support of
learning, and access to these advanced technologies is growing (Dede, 2000; Graves, 1997).
Even today, however, whether learners in online Web-based courses are required to inter-
act only with their instructors or also with other learners is a point of distinction between
instructors and between organizational models that are in place or under development at
many universities (Hanna, Glowacki-Dudka, & Concei¢cdo-Runlee, 2000). In fact, this may
emerge as a singular point of distinction between degree programs and courses offered at a
distance, which otherwise will likely become more and more similar from one institution to
another in the areas of technology employed, modes of access, services provided, and content
delivered.
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These new pedagogical frameworks and organizational models have come into prominence
in concert with the development and application of constructivist learning theory in higher
education (Hanna, 2000a; Winn, 1997). What constructivist principles (Lambert et al., 1995,
pp- 17-18.) suggest is that, to create effective learning environments, the main focus, rather
than being on the knowledge, teaching performance, and competence of the teacher, should
be on fostering the engagement of the student with both the instructional content and with
other students, creating opportunities inside and outside of the “classroom” to learn and to
demonstrate or model what has been learned, and using assessment strategies that enable the
growth and development of the learner in more personally meaningful and measurable ways. In
a sense, learning changes from being the product of an “industrial process of mass distribution
of knowledge” to becoming a process whereby each learner’s need for knowledge is addressed
through customized and highly personal strategies initiated by the learner with assistance from
and in consultation with the teacher.

TECHNOLOGICAL MODELS

Schlecty’s (1997) second major process for change involves changing the means by which
work is accomplished. In this context, the changes in distance education practice have been
dramatic if not profound. For most of the 20th century, distance education involved pen and
paper, the typewriter, and the postal service, which provided the sole link between the individ-
ual instructor and the individual student. Electronic technologies have increasingly changed
the interaction between instructor and student. With the development of radio and then tele-
vision, it became possible to transmit educational courses, programs, and content widely
using these mass media distribution channels. More recently, satellite distribution enabled
even broader access to university courses, and the emergence of teleconferencing software,
which allows many people to be connected together simultaneously, added to the power of
these technologies by enabling interaction between and among students and teachers. Some
universities developed an electronic technological framework for their distance education pro-
grams, investing heavily in expensive satellite equipment (e.g., University of Alaska, Chico
State University, and Old Dominion University), audioconferencing equipment (University of
Wisconsin), electronic blackboards (University of Illinois), and computers (New Jersey Insti-
tute of Technology).

However, none of these technologies has fundamentally challenged the basic learning mod-
els of universities. Generally, they have been used to enable universities to do what they were
already doing but more expansively and more efficiently rather than to change radically either
the content or the instructional processes employed. Even when two-way interactive video
was developed, the first models, such as those employed at Ohio University and at Washington
State University in the mid-1980s, were organized around the principle of not requiring faculty
members to adjust their teaching in any way. Instead, the model was intended simply to extend
what the faculty member was already doing to new sites and to more students. More recent
video systems enable or sometimes require the faculty member to manage the technology but
still rely on the faculty member to act as content distributor in the same way as the traditional
lecture does.

However, the development and deployment of the Internet has radically altered the techno-
logical environment for distance learning, opening up many new possibilities for connecting
learners and teachers, as noted in the previous section. The Internet has made possible not only
the World Wide Web, a powerful new way of distributing and sharing knowledge globally, but
also new ways of creating virtual interactions among people. These interactions began with
simple e-mail, added power with the growth of listservs, and have since evolved into numerous
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strategies for creating powerful new opportunities for online interaction. While there is con-
siderable debate about whether the Internet is a “disruptive” or sustaining technology in regard
to higher education,* there is little disagreement that its arrival has opened up many new
possibilities for delivering education.

New universities have been established and existing universities have made adaptations to
take advantage of new computer-mediated conferencing systems and the emergence of the
Web to enable asynchronous and synchronous interaction among students and the teacher.
The goal of these technology-based approaches to learning is to minimize the physical and
psychological separation of the learner from the instructor. The verdict is still out, however,
about how much teaching and learning using online Web-based platforms will change either
the process or the strategies for learning at a distance.

Early adopters are attempting to document or demonstrate the financial advantages of online
instruction. The Sloan Foundation has funded numerous venues for discussing the challenge of
“scaling up” or serving more students at less cost (than through face-to-face courses) and has
funded a number of universities with the goal of demonstrating the greater efficiency of online
instruction. In a recent online forum hosted by the Chronicle of Higher Education, entitled
“Is Anyone Making Money on Distance Education?” Frank Mayadas (2001), Sloan’s program
officer, indicates that Sloan expects “online education to definitely become less expensive than
campus education, though not by a very large amount (maybe 20% less).” Karelis (1999),
formerly director of the Fund for the Improvement of Postsecondary Education, argues that
capital-intensive technology-mediated instruction will be more expensive unless enrollments
become very large and that in order for enrollments to become large, certain changes in
accepted practice must be made, such as employing lower-paid teaching assistants, graduate
assistants, and “people whose academic preparation does not qualify them for faculty positions”
to handle classroom interaction and content delivery while relying on faculty members for
content development and overall guidance and coordination. Unfortunately, such shifts in focus
are directly counter to some of the emerging pedagogical models designed to link faculty
with students more interactively in the construction of knowledge. Today, being connected
is within the realm of possibility for learners separated by distance, and connection with
others and to increasingly sophisticated sources of content is becoming central to the learning
process.

However, technology is interjected into the learning process even as it makes the connection
between the student and the teacher possible across distance. Whether audio, video, text, or a
combination of all three basic means of communication, the technology chosen influences to
a great extent what can and cannot be done in the learning environment. Its presence is always
a “fourth force” in the classroom, the other three forces being the content to be learned, the
teacher, and the student. For many reasons, this fourth force has until recently been employed
primarily to extend the teacher’s reach rather than to empower the student, a concept that is
transformational and involves radically changing assumptions about learning and teaching.

4See L. Armstrong (2000) for an interesting argument that distance learning is a “disruptive” technology for higher
education. Drawing from The Innovator’s Dilemma by Clayton Christensen, Armstrong describes new technologies as
either sustaining or disruptive to an industry group. “A sustaining technology enables an industry to improve existing
products. A disruptive technology plays a more dramatic role. Disruptive technologies initially lead to “inferior”
products by the usual standards of the industry, but offer a markedly different set of benefits and a lower cost structure.
Initially, customers and producers in the established market reject the new technology as inadequate. However, new
companies pick up this technology and apply it to emerging markets viewed as unimportant by the mainstream. Soon
demand for the new disruptive technology in these emerging markets drives and enables improvements to it until it
reaches a quality level that meets the expectations of the mainstream market. At this point, mainstream customers
perceive the disruptive technology as providing a superior product, because it brings additional benefits compared
to the established technology. Given its lower cost structure, the disruptive technology then rapidly displaces the
established products, and leads to revolutionary change in the industry.”
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TRANSFORMATIONAL CHANGE AND ORGANIZATIONAL MODELS

Understanding the complex dynamics of cultural values, conflict, and organizational change
in universities is critical to building a framework for analyzing issues in distance education.
Bergquist (1992), writing about traditional campus-based universities, characterizes most as
involving a mix of four primary internal cultures interacting with each other in different ways
depending on the mission, programs, and historical framework of the specific institution. The
four internal cultures described by Bergquist are as follows:

1. The managerial culture finds meaning in the organization of work and conceives of the
institution’s enterprise as the inculcation of specific knowledge, skills, and attitudes in
students to help them become successful and responsible citizens.

2. The developmental culture finds meaning in furthering the personal and professional
growth of all members of the collegiate community, defined as the people are part of the
campus environment.

3. The negotiating culture is concerned with and responsible for establishing and executing
equitable and egalitarian policies and procedures for the distribution of resources and
benefits in the institution.

4. The collegial culture, which in most cases is the core of the institution, is sustained
primarily by faculty members. It finds meaning in the academic disciplines. It values
faculty research, scholarship, teaching, and governance and wants to hold sway over the
institution’s most important assets—its curriculum and its faculty.

In adapting Bergquist’s work to be more applicable to emerging organizational models and
university cultures, Hanna (2000c) introduces a fifth important culture that is emerging as a
powerful force in universities worldwide—the entrepreneurial culture. The entrepreneurial
culture values the ability to change and to change quickly; respond to market forces; connect
with and generate support from external audiences and constituencies; and introduce new ideas,
programs, delivery mechanisms, and goals and purposes into the other four cultures described
by Bergquist.

McNay (1995) frames organizational options differently, suggesting that four dominant
cultures within universities have been in major transition over the past decade. These four
cultures—the collegium, bureaucracy, corporation, and enterprise—are all present in most
universities, but McNay notes that in many universities there has been a general evolution
toward the enterprise model.

As this chapter illustrates, dramatic changes in higher education are underway, and dis-
tance education programs and technologies are very often major drivers of this change. These
changes are more than simple procedural changes or ways of conducting business; they rep-
resent fundamental shifts in values, assumptions, and missions and will result in new cultural
assumptions and understandings over time.

Table 5-1 presents some of the ways that changing values and mission may change decision-
making and leadership in the future. Of particular note is the culture’s orientation to change.
Musselwhite (2000) has developed an instrument called the Change Style Indicator, which
measures individual preferences toward change (see also the Discovery Learning Web site,
http://www.discoverylearning.net). The Change Style Indicator provides feedback to indi-
viduals using a continuum from Conserver to Pragmatist to Originator. Although no clear
assignment to organizational models or culture can be established yet, the data collected thus
far suggest that individuals in enterprises (businesses, manufacturing, and for-profit organi-
zations) tend to be stronger originators that those in government, education, and non-profit
organizations. As universities develop enterprise orientations, their comfort in originating new
institutional directions, programs, and innovations should grow.



76 HANNA

TABLE 5.1
The Changing Cultures of Higher Education
Collegial Managerial Entrepreneurial
Orientation to change Conservers Pragmatists Originators
Leadership Stewardship Preservation Visionary
Values Faculty, program Administrative efficiency Client-oriented

Decision-making

Support structures
Key messages

Communication strategies

Systems and resources

Key messages
Alliances

Organizational features
Budgets

Actions

New Programs

Competition

Strategies

Restricted, shared internal

Program-driven
Quality
Internal

Duplicated according to
need

Stick together

Value not easily
recognized

Specialized

Stable, priority programs

Evolutionary

Complement existing
programs

Avoid competition

Improve quality

Vertical, top-down

Rule-focused
Efficiency
Vertical,formal

Stable, efficient, and
pre-organized

Don’t rock the boat

Unnecessary

Segmented and vertical

Tightly controlled
Targeted
Fit existing structures

Minimize competition
through regulation
Improve efficiency

Horizontal, shared with
stakeholders
Learner-focused
Market-driven
External/internal,
horizontal, informal
Evolving “as needed”

Seize the day

Sought out and
implemented

Integrated and
cross-functional

Fluid, opportunity seeking

Revolutionary

Make new markets or
force new structures

Exploit competitive
advantage

Establish new market
“niches”

Faculty and staff values Independence Authority and Collaboration
predictability
Rewards Individual Functional Organizational
CONCLUSION

Higher education in general has been primarily concerned with the education of young adults
in residential settings rather than with distance learning programs primarily organized through
stable correspondence programs. In both of these contexts, however, educational life has been
relatively predictable. Change was viewed, as Schwahn and Spady (1998) suggest, as a des-
tination, an event, that, although episodic in nature, was quite predictable. Major change has
been viewed within the academy as either unnecessary or risky, but this orientation is likely to
change as the environment for education becomes more volatile.
Schlecty (1997) stated:

Until recently, structural and cultural change has been viewed by many as largely beyond the
direct control of leaders and planners. Therefore, rather than asking, How can organizations be
reoriented so that they do new things and serve new ends? leaders and planners have asked, How
can organizations be made to serve the ends they now serve more efficiently? and, How can
organizations do the jobs they now do better? Given these latter questions, culture and structure
are likely to be viewed as impediments to change, rather than as the content that must be changed.

And from another perspective more critical to change in the current culture and structure of
higher education, emerging organizational, pedagogical, and technological models of distance
education will continue to be threatening to the core of higher education.
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Universities with active distance learning programs are now operating in a more competitive
and business-like environment than ever before. In many cases, distance learning programs
are charged with providing leadership for new ideas, approaches, and models and with leading
organizational change. The leaders of these programs are much more likely to view change
as a journey and to plan processes into the institution that assist in assessing options and
implementing new program directions. According to Schwahn and Spady (1998), change is a
continuous process, highly chaotic in nature, but necessary for organizational renewal and even
survival. Even when change is viewed as “disruptive to the existing order,” as David Noble
and others have argued (Armstrong, 2000; Noble, 1998; Winner, 1998), there is no question
that distance learning has the potential to radically transform educational practice in higher
education.

This chapter is intended to provide the reader with an understanding of the fundamental
issues and concepts concerning the historical development of distance learning within higher
education organizations and with a glimpse of organization models for the future. The reader
may find its contents useful in interpreting the other chapters from the perspectives of teaching,
learning, policy, administration, strategy, economics, and marketing.
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It is work aiming at a theory of distance education carried out during the last four decades
that constitutes the background of this chapter. Before the term distance education became es-
tablished (when the terms used for this concept were correspondence education, home study,
and independent learning), 1 argued in favor of a conversational approach to course devel-
opment (Holmberg, 1960, pp. 15-16) and later attempted to formulate a theory of distance
education in which empathy between the learner and the teaching organization was assumed
to favor learning and to be a decisive desideratum in teaching (Holmberg 1983; 1985; 1991;
1995b; 1997; 2001; Holmberg, Schuemer, & Obermeier 1982; and elsewhere). My attempts
paid scant attention to the technological developments that occurred the last few decades of
the 20th century. Further, I used a somewhat unfortunate terminology. I referred to the con-
versational character of distance education as “didactic,” an adjective in many cases taken to
indicate an authoritarian approach (the opposite of what was meant). Instead of guided didactic
conversation, I now prefer the term feaching-learning conversation (Holmberg, 1999; Lentell,
1997). In spite of the deficiencies indicated, the gist of the theory remains valid.

WHAT KIND OF THEORY IS POSSIBLE?

If by theory we mean a systematic ordering of ideas about the phenomena of a field of inquiry,
as Gage (1963 p. 102) defines it, a theory of distance education is obviously possible. If, on
the other hand, the intent is to explain all social, educational, and organizational conditions of
distance education, the possibility of identifying and wording such a theory appears remote.
It is not much easier to develop a theory that meets Keegan’s (1983) criterion—that it should
be able to “provide the touchstone against which decisions—political, financial, educational,
social— . .. can be taken with confidence” (p. 3).
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What should be possible, however, and what I believe I have developed, is a deductive
theory applying to specified aspects of distance education (e.g., a teaching theory of distance
education is within reach). Such a theory represents a structure of reasoned explanations open
to intersubjective testability. This means that it has internal consistency as a logical system
and generates a set of hypotheses logically related to one another in explaining and predicting
occurrences. It is important that it should be expressed in such a way that research data capable
of possibly falsifying (refuting) the theory can be collected. The hypotheses to be tested should
be of the “If A ... then B” or “The more (less) A, the more (less) B” character. Theory building
of this type represents the rationalist approach of Karl Popper (1980), to which I adhere.

THE CONCEPT OF DISTANCE EDUCATION

Conceptual clarity must be the basis of any theory attempt. My attempt is based on the following
understanding of distance education, which will be presented rather comprehensively, as it is
immediately related to the theory.

There seems to be general agreement that, as I put it as early as 1977, distance education
covers forms of study that are not under the continuous, immediate supervision of tutors present
in classrooms or on the same premises as their students but that nevertheless benefit from the
planning, guidance and teaching of a tutorial organization (p. 9). The most lucid and detailed
description of the characteristics of distance education seems to be one given by Keegan (1990,
p. 44), who lists the following criteria:

® The quasi-permanent separation of teacher and learner throughout the length of the learn-
ing process (this distinguishes it from conventional face-to-face education).

® The influence of an educational organization both in the planning and preparation of
learning materials and in the provision of student-support services (this distinguishes it
from private study and teach-yourself programs).

® The use of technical media—print, audio, video, or computer—to unite teacher and learner
and carry the content of the course.

® The provision of two-way communication so that the student may benefit from or even
initiate dialogue (this distinguishes it from other uses of technology in education).

® The quasi-permanent absence of the learning group throughout the length of the learning
process so that people are usually taught as individuals and not in groups, with the
possibility of occasional meetings for both didactic and socialization purposes.

The last-mentioned characteristic need no longer apply. Groups of learners can cooperate
although being geographically separated. Teleconferencing (audio and video) is possible, even
if not very practical in many cases, as it requires students to keep to a timetable that cannot
possibly suit all students. Most distance students are adults with jobs, families, and various
social commitments, and these often prevent them from taking part in classes, whether face to
face or in any other synchronous form. Computer conferencing offers a practical solution, as it
can be arranged asynchronously and be adapted to self-paced study. The teaching organization
can then regularly invite students who have finished certain specified parts of a course to a
computer seminar lasting one or more weeks, during which students can take part at any time,
early in the morning, late in the evening, at night, or whenever it suits them.

Group work is usually highly appreciated, at least by universities and schools, and, partic-
ularly in the American educational tradition, classes are regarded with considerable respect.
The fact that a distance course may have hundreds or thousands of students at the same time,
that in most distance education there are no classes, and that any group work will have to be
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dependent on individual timetables and choices is still something new to many Americans in
the traditional educational sector. The group work arranged in asynchronous computer semi-
nars for students following their own timetables differs from but can well replace conventional
classes.

With this reservation about the possibility of group work, Keegan’s (1990) definition is
accurate. It is important to realize that distance education encompasses both the presen-
tation of subject matter (i.e., one-way traffic) and interaction, between students and tutors
and between individual students (peer-group interaction). While the one-way traffic, accord-
ing to my conversational approach, simulates communication, the interaction represents real
communication.

Computer technology is useful for both. Despite the fact that it seldom makes sense to present
subject matter in the form of long texts on the Net and that printed texts thus dominate as sources
of information, the one-way traffic can avail itself of the advantages of computer technology.
When tutors find that certain parts of a course cause particular difficulties, supplementary
explanations can be given on the Net. In the same way, additional information, suggestions
for consideration, and so forth can supplement preproduced learning material. Naturally, the
search for sources and information, a useful academic exercise, also belongs here.

For the second constituent element, interaction, modern technology is of decisive impor-
tance. Although it has always been possible for students and tutors to interact by correspondence
and for a long time on the telephone, modern technology also makes student-student inter-
action possible. Students can interact freely on the Net and do so to a great extent in several
degree courses and other types of education and training (see, e.g., Bernath & Rubin, 1999).
Student-tutor interaction benefits from computer technology as well. Sending assignment so-
lutions, comments, and questions and answers by e-mail can eliminate the delay caused by
postal delivery. Spontaneous contact between students and tutors can even be inspired by the
use of electronic mail.

THE THEORY

The description given of the concept of distance education and the characteristics illuminated
in connection with it can be seen as part of the theory of distance education and are inevitably
a basis for theorizing. Some of my later theory presentations, although paying special atten-
tion to the empathy approach, are not limited to this aspect of teaching and learning but are
considerably wider (see Holmberg, 1997).

My basic theory, which concerns learning, teaching, and organization (or administration),
can be summarized as follows:

1. Distance education mainly serves individual learners who cannot or do not want to make
use of face-to-face teaching (i.e., usually working adults who wish to learn for career
purposes or for personal development).

2. Distance learning is guided and supported by noncontiguous means, primarily prepro-
duced course materials and mediated communication between students and a supporting
organization (school, university, etc.) responsible for course development, instructional
student-tutor interaction, counseling, and administration of the teaching-learning pro-
cess inclusive of arrangements for student-student interaction. Distance education is
open to behaviorist, cognitive, constructivist, and other modes of learning. It may in-
spire metacognitive approaches.

3. Central to learning and teaching in distance education are personal relations between the
parties concerned, study pleasure, and empathy between students and those representing
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the supporting organization. Feelings of empathy and belonging promote the students’
motivation to learn and influence the learning favorably. Such feelings are fostered by
lucid, problem-oriented, conversation-like presentations of learning matter expounding
and supplementing the course literature; by friendly mediated interaction between stu-
dents, tutors, counselors, and other staff in the supporting organization; and by liberal
organizational-administrative structures and processes. Factors that advance the learn-
ing process include short turnaround times for assignments and other communications
between students and the supporting organization, suitable frequency of assignment
submissions, and the constant availability of tutors and advisers.

For a fruitful further development of this thinking, see Juler (1990), who is concerned with
discourse rather than conversation. As for conversation-like presentations of demanding texts,
see Peters’s (1998, pp. 20-23) criticism and my reply (Holmberg 1999). It should be noted
that a conversation-like presentation of subject matter usually results in modest density of
information and some redundancy.

TESTABLE HYPOTHESES GENERATED BY THE THEORY

Hypotheses can be and have been generated by the thinking behind this theory formulation.
They are testable and have to some extent been tested. Consideration of the three parts of the
theory above illuminates this.

The basic hypothesis here can be worded as follows: If (when) distance education is pro-
vided, then learners can study anywhere and at any time and can follow their own individual
timetables. This hypothesis has been tested in practice all over the world since the end of
the 19th century (Holmberg 1995b). Large numbers of students do study without face-to-face
support and without being bound by timetables or classes. They can freely choose what, where,
and when to study and can also in many, if not most, cases begin, interrupt, and finish their
study whenever it suits them. A great number of reports testifies to this (e. g., Holmberg 1995a).

The second part of the theory is largely descriptive. The hypothesis about the applicability
of the modes of teaching referred to has been carefully studied and shown to be nonrefutable
by Baath (1979), Weingartz (1981, 1990), Jegede (1992), Garland (1995), and others. The
hypothesis that metacognitive processes can be inspired by and promote distance education
was tested and supported by Thorpe (1995) and Evans (1991).

The role of empathy inherent in my theory of teaching-learning conversations generated
four hypotheses: (a) The stronger the conversational characteristics, the stronger the students’
feelings of personal relationship to the supporting organization; (b) the stronger the students’
feelings that the supporting organization is interested in making the learning matter personally
relevant to them, the greater their personal involvement; (c) the stronger the students’ feelings
of personal relationship to the supporting organization and of being personally involved with
the learning matter, the stronger the motivation and the more effective the learning; (d) the more
independent and academically experienced the students, the less relevant the conversational
characteristics.

Three empirical investigations (Holmberg, Schuemer, & Obermeier, 1982) subjected these
four hypotheses, as one unified theory, to rigorous falsification attempts (questionnaires and
comparisons between experimental group and control group). The testing was, in Popper’s
spirit, carried out under circumstances as unfavorable as possible to the theory (advanced
university-stage courses and experienced academics as students). No consistent statistically
significant corroboration emerged, but the tendency in all the three studies favored the theory.
The students who took part in the investigations stated that they felt personally involved by
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the conversational presentations, their attitudes to them were favorable, and those belonging
to the experimental group did marginally better in their performance on assignments than the
control group.

We are thus entitled to state that the third part of the theory has not been falsified, although
the empirical support is far from overwhelming. As far as I know, only the validity of the fourth
hypothesis has been seriously queried by critics. Mitchell (1992) insisted that the principles of
the conversational approach “are relevant in all aspects of education” (p. 130).

A study by Rekkedal (1985) indirectly supports the empathy approach by showing statisti-
cally significant favorable influences of a personal tutor-counselor system. The importance of
short turnaround times for assignments has also been empirically tested by Rekkedal (1983),
who demonstrated that these are correlated with course completion. Some reservations as to
the general validity of Rekkedal’s findings have been expressed following the completion of
intercultural studies in Australia and the United States. In some cases, however, the students in
these studies regularly also took part in face-to-face sessions, which may have made the quick
return of assignments with tutors’ comments less important than in pure distance education
(Barker et al., 1986), or comparisons were made between immediate feedback (via so-called
field scoring) and reasonably short turnaround times—under two weeks (Diehl, 1989). On
Diehl’s study, see Rekkedal (1989).

A further hypothesis related to the third part of the above theory is that frequent communi-
cation opportunities, (also called “high submission density”’) favor learning. This hypothesis
was studied with great acumen by Baath (1980), who found no consistent difference with
regard to course completion or test results between students given a great number of commu-
nication opportunities (assignment submissions) and those given fewer opportunities of this
kind. A replicating study (Holmberg & Schuemer, 1989) proved no more conclusive. It is
probably correct to interpret this as an indication that it is the quality rather than the quantity
of communication that is decisive. On this conclusion, see Baath (1989, p. 85).

THE RELEVANCE OF THE THEORY

It would seem to be a truism that empathy between student and teacher promotes learning,
but what is definitely no truism is that feelings of empathy, belonging, and even friendship
can be fostered by noncontiguous means and that a conversational style is instrumental in this
endeavor. The fact—and regrettably it is a fact—that hundreds of distance education courses
all over the world are more like handbooks than conversational presentations of instructional
content testifies to this. So does the frequent occurrence of ticking off and mere marking
of students’ assignments. The development of empathy requires not only the speedy return
of assignments, but helpful conversational comments and suggestions on each assignment
submitted. Both in preproduced course materials and in the personal interaction between
students and tutors, students should be addressed directly, as in comments like “I suggest you
should now ...” The use of modern information and communication technology makes the
conversational approach particularly important.

THE INFLUENCE OF SOCIAL AND TECHNOLOGICAL
DEVELOPMENTS ON THE THEORY

As indicated at the beginning of this chapter, modern developments have not changed the con-
tent of the theory. What has changed are the uses made of distance education and the technology
serving it. The availability of the World Wide Web has directed the attention of many educators
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and students to distance education, which has caused considerable proliferation of distance
education programs outside the established providers (e.g., the British Open University and
the other specialized distance-teaching universities and the so-called dual-mode universities in
various parts of the world) (Holmberg, 1995a, pp. 9-12). It has also led to the use of computer
technology, which provides the basis for improvements of teaching-learning effectiveness.

Communication on the Net, with its opportunities for spontaneous interaction, underlines
the importance of the empathy approach and the conversational style. It is tempting in computer
communication to limit messages to very short statements. Distance education tutors can keep
messages short in conversational contexts in which it is quite clear that the recipient—that is,
the student—understands what is being said and regards such messages as natural replies or
supplementary statements. However, full explanatory comments expressed in a personal way
are often needed. A tutor working to create empathy will realize this. In fact, the relevance of
the theory is now greater than when it was first developed.

However, it should be stressed that the theory as formulated here is limited to the method-
ological considerations of learning, teaching, and organization-administration. Among the
considerations not included are “exogenous” factors, such as “economic, . ..demographic,
cultural, political and social contexts” (Campion & Guiton, 1991, p. 2).

STUDIES CLOSELY RELATED TO THE THEORY
AND NEW REQUIREMENTS

My identification of a conversational style as conducive to learning (Holmberg, 1960) evi-
dently represents an insight shared by other educators. Entirely independently of my early
suggestions, much important work has been centered on conversation in education. Of partic-
ular interest are Pask’s cybernetic conversation theory which concerns the learning of complex
subject matter (Entwistle, 1978; Pask, 1976a, 1976b), and Forsythe’s “learning system as a
new paradigm for the information age” (Forsythe, 1985), in which the learner, the learning
partner (teacher), and “the knowledge that may be the substance of their conversation” (p. 10)
are the basic components. Her identification of the evocative, provocative, and convocative
types of interaction (Forsythe, 1986, pp. 22-23) can be seen as something of a guideline for a
conversational approach.

Among the studies closely related to my theory evidently belong Rekkedal’s and Baath’s
(discussed above) and the replication of Baath’s investigation of the impact of high submission
density carried out by me and Schuemer (mentioned above).

Here, as in all scholarly research areas, much remains to be done. There has been little
distance education research based on rationalist deductive theory building and testing, at least
as far as the basic character of distance education is concerned. The studies that qualify include
Graff (1970), Boyd (1993), and Lehner (2000). I should welcome replications of the Holmberg,
Schuemer, and Obermeier (1982) study and would recommend that Web-based courses should
be made the objects of study. Maybe then the explanatory and predictive power of the theory
would be strengthened to the point that the theory could provide a consistent view of effective
learning and teaching in distance education.

EPISTEMOLOGICAL RESERVATIONS

I stated at the outset that I adhere to Popper’s epistemological principles. It should be added
that my theory is not nomological in Popper’s sense; that is, it does not apply everywhere and
under all circumstances, the reason being that it is “impossible to determine an absolute set of
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instructional procedures that will be “best,” for different learners, or for different learnings by
one learner” (Hosford, 1973, p. 114). In education we must, nolens volens, limit our claims
to predicting what will usually apply, to tendencies rather than to inevitable consequences of
conditions and actions.

A further reservation is that my theory may appear to stress prediction more than a truly
Popperian theory would do. As Popper (1980) stated,

I...wishtomakeitclear thatI consider the theorist’s interest in explanation—that is, in discovering
explanatory theories—as irreducible to the practical technological interest in the deduction of
predictions. The theorist’s interest in predictions, on the other hand, is explicable as due to his
interest in the problem whether his theories are true; or in other words, as due to his interest in
testing his theories—in trying to find out whether they cannot be shown to be false. (p. 61)

Whether predictive power is regarded as the aim of the theory, which is usually the practitioner’s
view, or whether prediction is just seen as the criterion of a true theory, I claim that my theory
has not only predictive value but also some explanatory power, as it implies a consistent view
of effective learning and teaching in distance education and identifies a general approach
favorable to learning and to teaching efforts conducive to learning.
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INTRODUCTION

Digitalization, which is penetrating many areas of our daily working and private lives with
increasing speed, is also having an effect on university teaching, especially since the intro-
duction of the Internet. Traditional universities and distance universities are being confronted
with new tasks. Both teachers and students must acquire new attitudes to these digital media
because they considerably alter the pedagogical structure of studying at university. They have
to find their way in the new situation, recognize the specific teaching and learning potentials
of modern information and communication media, devise and test new forms of learning and
teaching, and integrate them into their daily work. Here, traditional and distance universities
start from different pedagogical preconditions. This chapter discusses the changes that new
information and communication media will bring about in distance education. This topic is
not only current, it is also becoming more and more significant.

Before the term is dealt with, it must be made clear what “new media” means in the context
of this chapter.

Old and New Media

From the start, media play a different role in distance education than in studying in a traditional
university. They enable distance education in the first place; it cannot take place without
them. They act as “carrier media,” performing a function that is missing in teaching and
learning on site. However, because each medium influences and changes the pedagogical
structure, the question as to which carrier media to use for distance education is not only
a practical or technical issue but also a pedagogical issue. This fact by itself indicates that
distance education presents us with a fundamentally different starting situation. If we envisage
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the corresponding teaching and learning situation in a university (where university teachers
themselves function as “carrier media”), the pedagogically relevant difference becomes clear
immediately.

The term “new media” is now on everyone’s lips. Since the audiovisual movement, this has
meant above all the so-called mass media—film, radio, and TV. Later, other media were added,
such as audio- and videocassettes. These older media will not be discussed here. The chapter
will concentrate instead on the “newer” media—the electronic media, including the digitized
media and media systems (note that the required software must not be forgotten [Baumgartner
& Payr, 1994], for it may have its own didactic influences). These have led to fundamental
changes in ideas about teaching and learning media in the recent past. Today, we understand
teaching and learning media to be first of all the personal computer (PC) and the digital
learning environment, networks, offline and online CD-ROMs and databases, and the hardware
and software necessary, for example, for arranging video conferences, virtual seminars, and
computer-supported co-operative learning and working. These are “new media” in the real
sense of the term, and they enable us to gain access to a new world of teaching and learning.

To measure the radical change caused by using these new media in distance education, the
role of the old media will first be sketched.

When organized distance education began about 150 years ago, the written and the printed
word, the railway, and the post were the foundations of this form of learning. With the book
as the main medium, the interplay of these technical media was typical for distance education of
the first generation, which extends into our own times. They are extremely important, because
they characterized this type of distance education and enable us to define distance education
in all cases as studying enabled by media. Since its founding years, teaching and learning
behavior in distance education has been determined above all by technical media, whereas
these media were hardly used at all for over a hundred years for teaching and learning at
European universities. In fact, they were often rejected there, in part vehemently. Books may
be regarded as the exception.

A new era began with the use of the radio and television as carrier and presentation media in
addition to books. The distance universities and open universities that were founded in many
parts of the world from about 1970 accordingly offered distance education using multiple
media. Quite naturally, these media required different teaching and learning behaviors, and
these in turn altered the pedagogical structure, making it reasonable to speak of a second
generation of distance education.

At present we are experiencing the beginning of the third generation as a result of the
unheard-of advances in information and communications technologies and their increasing
use. The third generation is characterized, not by the combination or “interlinking” of several
media, but by their “integration” on the basis of multimedia technology and the PC. Wurster
(1999) therefore speaks of the “integrating learning environments” (p. 53) now available to
distance students. With regard to the pedagogical use of the integrated new media, it has created
a fundamentally new situation, and once again teaching and learning behaviors are changing
in response.

Pedagogical Dimensions of Networked Computers

The central medium is now the PC. However, because of the enormous advances in computer,
multimedia, and network technologies, especially in the areas of display, transmission, and
storage, the PC is by no means a single medium but rather a complex, multifunctional aggregate
of several media. In spite of its name, the personal computer is no longer just a “computer” but
rather an extraordinarily versatile communications medium that unites and bundles functions
previously carried out separately by several different media or media systems. The PC serves at
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the same time as a carrier, distribution, display, instruction, and interactive medium. In addition,
it provides pedagogically useful services that traditional media are completely unable to do. It
also exercises specific teaching functions as a memory, transmission, and distribution tool and,
not least, as a word processor and animation appliance. Finally, it outperforms all other media
because of its capacity for rapid and ubiquitous data access and data exchange and because it
can generate virtual rooms and virtual realities in a unique manner.

Those who plan and design teaching are now, as it were, in a media Seventh Heaven. At the
same time, the technologies under discussion can only develop their effects when they have
been programmed to do so with appropriate operating and application software. In a certain
sense, therefore, it is the software programs that are the real new media, in particular because
preliminary pedagogical decisions are often made regarding their development.

The PC differs as follows from all the technical media that have ever been used in the history
of teaching and learning. Teachers and students are fascinated by the power they exude. Why
is it so much more attractive than classical teaching and learning media? According to Turkle
(1998), people find it fascinating because of the possibility of “talking” with it, being led by
it into virtual worlds, or using it to extend their own intellectual capabilities. If, for example,
our memories (our internal data storage units) fuse symbiotically with the computer’s external
memory, we experience a growth in strength and an extension of the self. This is experienced
as something pleasant and even enjoyed unconsciously or in a restrained manner. Here, the
important question for distance students is whether this particular effect of the PC influences
learning motivation. There are indications of this in teaching practice.

The PC, with its hardware and software, is then at the center of the integrated digital learning
environment, but standard technical equipment, such as loudspeakers, a modem, a printer, and
a fax machine, also has to be available. Even with these additions, the PC does not attain its full
importance until networks are added, with their servers, search engines, and expert systems.
This configuration integrates the new media, allowing the digital learning environment not
only to determine the structure of the learning process but to reconstitute it.

Pedagogical Variety. Even uninitiated observers are able to appreciate the pedagogical
multifunctionality of the digital learning environment after their first experience with it. Yet
they have difficulty comprehending it fully (as do experts), not only can learning texts be
presented to students, but so can two- or three-dimensional graphics, color illustrations, audio
and video sequences, and even two- or three-dimensional animation and simulations. Their
integration alone would be an invaluable pedagogical advance, but there are additional and
much deeper pedagogical possibilities, namely increased interactivity and individualization
and greater opportunity for independent learning.

Virtual Learning Spaces. PCs can generate virtual learning spaces, and these offer ped-
agogical design dimensions that no one has yet thought of in real learning spaces. Ten of these
new learning spaces (Peters 2000a) are pedagogically interesting and usable in an innovative
manner, namely, the spaces for instruction, information, communication, collaboration, explo-
ration, documentation, multimedia, text processing, illustration, simulation and the spaces in
virtual reality.

We are dealing here with distinct virtual spaces (i.e., independent of each other) in which
specific pedagogical actions can be carried out. The majority of them are not derived from
traditional forms of teaching and learning but from the specific technological situation of the
PC. Naturally, not one of these spaces actually exists. For students, what is “real” is only the
digital learning environment, with the monitor’s screen as the interface. In contrast, virtual
spaces are only created if the imagined empty space behind the screen is made into the “stage”
for actions (in our case, for pedagogical actions).
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Favoring Autonomous Learning. 1If we examine these virtual learning spaces, we come
to realize that learning in distance education does not have to consist merely of the re-
ception of intensified presentations of course contents. It can, in fact, be brought about
easily, and perhaps above all, by means of independent pedagogical actions by the stu-
dents themselves. Typical examples include interacting with adaptive teaching programs,
searching for information in databases all over the world, communicating and collaborat-
ing with other participants in the teaching and learning process, exploring areas of knowledge
(e.g., in hypertexts), becoming immersed in virtual worlds, storing and requesting material
that has been learnt, handling knowledge that has already been acquired and documented
(knowledge management), and portraying problems and their solutions using word processing
and multimedia and publishing the results on the Web. The new media possess an abso-
lutely amazing potential for innovation, and we cannot fail to be impressed from the start
by the enormous opportunities for the pedagogical reform of distance education offered
by them.

It is a fact that actions in these virtual learning spaces do encourage far-reaching, even
radical changes. Higher levels of activity and of interactivity are achieved relatively easily. And
there are many other obvious and promising possibilities for developing autonomous and self-
regulating learning behavior. Even more, the digital learning environment actually promotes
the development of autonomous learning. Self-direction, which always has to be presupposed
for learning by distance students, can be raised with the help of a PC to a qualitatively higher
level. For important pedagogical reasons, it would be irresponsible not to make use of these
new chances for pedagogical optimization.

FAVORABLE PRECONDITIONS IN DISTANCE
TEACHING UNIVERSITIES

When a traditional university decides to increase the amount of teaching done using PCs and
the Internet, this is not the same thing as when a distance teaching university decides to increase
the use of these tools. In contrast to traditional universities, distance universities are already
prepared in many ways for the necessary tasks, a fact usually overlooked, above all by those
who see the difference between the two types of university disappearing with the introduction
of Internet-based learning and speak of their convergence (Tait & Mills, 1999). Teachers and
students at distance universities already have the attitudes, strategies, and experience needed
to facilitate the use of electronic media. In addition, at distance universities, not only the
whole teaching body but the whole administration (a costly, complex organizational-technical
“operating system”) is geared exclusively to the learning requirements of distance students.
On the whole, learning in distance education is structurally close to learning in virtual spaces.
This is obvious in the following:

* Distance universities have long experience in looking after students who live away from
the university location. Distributed learning, now being propagated, is nothing new for
them. They have already developed techniques for bridging the distances between teach-
ers and students—not just geographic distances but also of mental, social, and cultural
“distances”.

® The teachers and students in a distance university have a different attitude toward technical
media because, as noted, these media enable teaching and learning over a distance in the
first place. The importance of technical media can be seen in the use of language as well:
Distance universities are often referred to as “media universities.”
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® The teachers are used to using teaching texts that have been compiled carefully with the
help of instructional design experts and tested and evaluated empirically. Pedagogically,
therefore, their teaching is on a professional level.

® Asynchronous learning has been practiced at distance universities from the very start. It
is structurally necessary and not an innovation first achieved through digitization.

® The teachers have developed techniques for supporting students working in isolation to
make studying easier for them and to motivate them to study. They make efforts to keep
up the links with the students. These efforts find an expression in the study centers, in
which tutors, mentors, and counselors are integrated into the provision of support.

¢ The students have already gained experience in autonomous, self-directed learning, at
least in so far as they themselves plan and fix the location, time, and circumstances for
learning.

® Teaching is particularly close to the world of employment, as the students are usually
employed themselves, and the tutors and mentors often are as well.

¢ Distance universities have already opened up to new, unconventional groups of students.
The teachers are already used to working together with older students, many of whom have
jobs. They have established adult university education as a regular and freely accessible
offer.

¢ Since their foundation, distance universities have practiced lifetime learning, which in-
ternational educational organizations have continuously demanded for decades.

¢ Distance universities have already made a noteworthy contribution to the establishment
of mass higher education, which has become necessary globally. They have developed
suitable strategies and techniques for teaching and learning for large, in fact very large,
groups of students.

* Distance universities contributed at an early stage to reducing the costs of studying, as
Daniel (1998a, p. 1) has pointed out. In his judgement, a place in the Open University
in the United Kingdom is only half as expensive as in comparable traditional British
universities.

® Distance universities have always been extraordinarily flexible institutions. For example,
they have adapted to advances in media technologies, as indicated by the three generations
of distance education referred to above. In addition, distance education is able to react
quickly to new learning requirements and to adjust to groups of people who are neglected
by traditional universities or by the educational system as a whole.

If we remember what is to be achieved with learning on the Internet and in virtual univer-
sities, we come quickly to the following conclusion: distance universities have already gone
far toward achieving many of the goals that advocates of online learning and the virtual uni-
versity wanted to achieve. We can point to pedagogical approaches that have already been
consolidated by and are characteristic of distance universities but are usually totally lacking in
traditional universities. This fact explains why a virtual distance university will have a different
pedagogical profile than a virtual university sprung from a traditional university.

STAGES ON THE ROAD TO THE “LEARNING SPACE
VIRTUAL UNIVERSITY”

What is the role played by the new media in distance universities in view of the favorable
conditions referred to above? To what extent and in what way are they used and what are the
effects on learning behavior? We can see that all distance universities are experimenting with
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the new media, often with the declared aim of establishing a “virtual university” in which the
complete process of teaching and learning will be determined by an integrated system of new
media. Distance teaching universities in which degree courses can be taken online are already
approaching this goal.

The transition from the media used during the first and second generations of distance
education to the new media and the development of virtual universities is a complex process.
We now will examine a practical example to impart an overview of the various initiatives and
experiments that are necessary for using the new media in distance education and that in the end
can lead to the creation of a virtual university. By looking at the establishment of the “learning
space virtual university” of the FernUniversitit in Hagen, we can see how this institution faced
up the challenges of the new media step by step and how this forced students to alter their
learning behavior. Reviewing the actual practice of learning in a distance teaching university
can act as a supplement to the theoretical discussion of virtual learning environments (Peters,
2000b).

Besides possessing the pedagogically relevant features of distance teaching universities
that structurally favor their transformation into virtual universities, the FernUniversitit has
for decades realized certain elements of the teaching and learning process with the help of
electronic media. Employment of these media originally occurred in small experiments, then in
individual learning modules and training sequences. These modules and sequences were part of
the normal operating system, but from today’s point of view they could be considered modules
for the establishment of a virtual university. Finally, in the last few years, efforts have been
concentrated on online learning. First, there were experiments with digitized courses, which
were offered parallel to traditional printed distance education courses. These experimental
courses culminated in the provision of two fully digitized degree courses. Of course, these
digitized courses are mere islands in the great sea of courses provided by the FernUniversitit.
On the whole, however, the experience gained from these courses gives the FernUniversitit a
head start in this field (see Kaderali, 1999).

A total of 34 approaches to digitizing learning have been developed and tested in stages
by the FernUniversitit and have since proved their worth in everyday work (see Appendix).
Twelve of these are sketched below.

Electronic Administration of Distance Students’ Files

In distance education, administering student files electronically is important not only for orga-
nizational reasons (because of the large number of students) but also for pedagogical reasons.
Because teachers do not normally meet their students or meet them just for short periods in
study centers, they have to gain a general picture of them through the available data. Only
with the help of the computer are they able to gain an overview of the age, sex, occupation,
address and so on, of large populations of students. The files also contain the students’ achieve-
ments, and they can be requested by both teachers and students to enable them to discuss the
students’ study career. Often, the students open written examinations they have already taken
to inform themselves or others of earlier learning steps and learning results. Looking at prior
examinations helps orientation, can strengthen motivation, and provides data for pedagogical
research.

Electronic Evaluation of Course Development

With the help of computers, the effects of the carefully developed teaching texts were already
being examined in the founding years of the FernUniversitit. Course units were evaluated by
external experts who stated that they would do this as representatives of the students. Their
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opinions and impressions were polled using a standardized questionnaire with a marking
record. In this way, the computer was able to provide initial results (formative evaluations).
Finished courses were also checked in this way. Some students were given a questionnaire
with their course units, which they marked and returned. The findings were then interpreted by
experts from the center for the development of distance education and passed to the teachers.
In this way error rates and degrees of difficulty were ascertained. Because of the usually large
number of students at a distance university (sometimes thousands of students enroll in an
individual course), it was only possible with the help of electronic data processing to gain a
reliable overview of the effects of course syllabuses on students. The findings contributed to
the optimization of the prepared courses, which in turn led to changes in teaching behavior.

Electronic Advisory Service for Potential Students

From 1979 to 1983, those who were interested in studying at the FernUniversitit and who
wanted to know whether they were suited for it were offered detailed computer-supported
advice (Fritsch, 1982). The goal was to supply them with information that would facilitate
their decision. This was done through a preliminary course, “Studying at the FernUniversitét,”
that prompted potential applicants to think about their study wishes in combination with their
learning and life situations. Following this course, they were given a questionnaire designed
to further advance the process of self-enlightenment. The questionnaire was evaluated by the
central computer. Advice was then provided, not by means of a standard letter, but by a detailed
computer letter that reflected the individual situation of each applicant. The advice in this letter
was not intended to replace a personal discussion with a student counselor but only to take
the pressure off of such discussions. This was necessary, because about 5,000 advice letters
were sent each semester. In this way, potential students were provided with much more infor-
mation tailored to their needs than they could possibly obtain in an interview with a personal
counselor.

Electronic Correction of Written Assignments

To motivate students and accustom them to interactive learning behavior in a distance course,
the teaching texts contain numerous practical self-test assignments. With the help of machine-
readable marking sheets, students can find out through the computer whether they have solved
the problems and how their work is to be graded. They receive a computer letter with this infor-
mation (Raiser, 1991). This system contains approaches to promoting self-directed learning.

Written assignments are either corrected by the FernUniversitét’s correctors or also with
the help of computers, particularly in the subjects of accounting, cost accounting, and com-
mercial balance sheets. The computer center uses the support of the mechanical correction
systems LOTSE and operational accounting (bRw), both of which were developed by the
FernUniversitit and have been in use since 1977.

The electronic correction system affects the learning process by including information on
the overall grade and the student’s achievements in each grade notification.

Electronic Drill Exercises

Since 1984, in addition to the printed teaching materials, some departments have offered
computer-supported practical exercises and training on disk. These are “assignment and ex-
amination trainers,” first of all for extending and strengthening the specialist vocabulary for
English for Mathematicians and English for Economists and for solving the problems in the
course Mathematics for Economists. The drill and practice exercises are oriented toward the
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corresponding behaviorist instruction models and are therefore interactive throughout. At the
same time, however, self-controlled branches could be integrated. For example, in the program
Macro-Toolbox, economics students can experiment independently with models so that they
can learn to handle larger econometric simulation models in their working lives.

Electronic Teaching in Continuing Education

Since 1990, computer-supported teaching programs have been developed on central topics of
printed distance education courses in order to strengthen, extend, supplement, and simplify
understanding. These teaching programs can also be worked through independently of the
courses. At present, for example, teaching disks are offered in the Department of Computer
Science on the following subjects: knowledge-based systems, neural networks, programming
language C, UNIX-SOL, relational database language, object-oriented database systems, and
fuzzy logic.

These continuing education programs are based on models that treat learning as active
information processing. They therefore are directed toward the “active construction of in-
dividual knowledge, experience and behavior potentials” (Heuel & Postel, 1993, p. 267).
“Self-direction” and “interaction” are the most important pedagogical goals.

Online Seminars

In 1995, the university started experimenting with virtual seminars (Wiendieck & Ustiinsoz,
1995), particularly in the social sciences and the humanities. These seminars were titled Labor
and Information Psychology, Methods of Psychology, Political Science, Therapeutic Pedagogy,
Special Pedagogy, and Economic Informatics. Fourteen virtual seminars have since been held
at the Institute for Psychology alone. Seemingly, in social science and humanities departments
there is a greater demand for discussion than in scientific-technical departments, at least in
distance education. Computer-supported seminars enable a group of students to communi-
cate and collaborate with or without the guidance of teachers. Whether or not teachers are
involved, there is usually a lively exchange of e-mail messages and attached text (which are
read and answered with a time lag) and also a free exchange of knowledge and opinions via
newsgroups. The experiments show that there is no way in which the teaching and learning
behavior of traditional seminars can be imitated. Online seminars instead have proved to be
teaching of a special kind located roughly between instruction with printed material and oral
seminars.

Experiments were also carried out with videoconferencing (Ewert, Hauff, Mielke, &
Priimmer, 1998). This is a new medium for teaching and learning in distance education and has
definite advantages and disadvantages. It will certainly improve the communicative structure
of distance education, but it cannot serve as a substitute for personal communication.

Online Drill

Since the beginning of the 1990s, a general software infrastructure for Internet-supported
exercises has been developed and tested in four departments. The research relevant to this is
carried out by the chair of Practical Informatics III and the chair of Ecological Psychology
in the framework of the WebAssign project (Six, Strohlein, & Voss 2001; Voss, Strohlein,
Brunsmann, & Six, 2000). The infrastructure supports all activities involved with drill, in
particular solving problems and correcting and evaluating solutions. Preliminary tests enable
students to work several times through a problem they have solved incorrectly. Only the final
solution, which is either in manual or mechanical form, is evaluated. The system regulates the
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coordination of the activities of students, correctors, and counselors. It is so advanced that it
can be integrated into the coming learning space virtual university.

Online Practical Training

The opportunities that are opening up here can be seen in an example from the robot laboratory
of the Department of Electrical Engineering. Students can carry out engineering experiments
with a robot without being physically present themselves. They control the robot through the
Internet, follow its movements using video, and then evaluate the measured values (Hoyer,
1998). This type of remote control can be transferred to other laboratory situations.

Online Tutorials

In traditional distance education, support for distance students is provided above all by mentors
in study centers. Since the introduction of the Internet, advice and help are no longer requested
by telephone alone but also by e-mail (Kleinschmidt, 1999). An example of this is the support
provided for students of the course Introduction to the Methodology of Political Science.
Mentors provide students with their e-mail addresses and answer their questions. They also
give students minor problems to solve or solve them together with the students. Support can
then take on the character of preparation for the next written examination.

Using The University Library Online

The current online library services have been documented by Pieper and Schmauss (1999) and
by Schmauss (2000). These services were provided in the 1980s via Datex-P, but since the early
1990s they have been provided via the Internet. In addition, since 1995 the university library
has had its own home page on the Web. The whole stock of 660,000 books and 3,100 journals
is documented in an online catalog (OPAC) that can be researched via the Internet. The Internet
can also be used by students to access national and international library catalogs, specialized
electronic information, specialized databases, full texts, and the document delivery system
JASON-WWW for North Rhine Westphalia. A journal contents service is being developed.
Students can also reserve books via the Internet or extend loan periods. A virtual semester
apparatus is planned.

Learning Space Virtual University

If we take all the activities just described, we see a mosaic of experience with digital teaching
and learning that can be integrated into an overall system. However, their harmonization will
require a differentiated process of development, testing, and evaluation such as the one under
construction at the FernUniversitit since 1995. In the Departments of Practical Informatics
and Communications Systems, work has been carried out intensively and at great expense on
developing, testing, and optimizing a model for operating virtual universities. The findings and
experiences gained through the use of multimedia and communications technology form the
basis of this project. The ambition of the project groups is to optimize the technical installations
for operating a virtual university but at the same time to develop an overall concept of a
virtual university. They want to bundle data courses, interactive multimedia modules, and
teleconferencing with other services in the university in order to be in a position to exercise all
the functions of a university. Not only are teaching and research optimized, but so are access to
the administration and the library, access to current information, and opportunities for informal
discussions, counseling, and learning support (Hoyer, 1999).
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An example can illustrate these efforts. On the PC screen, the learning portal that shows
students how to use these services includes the following elements:

Teaching (where access to virtual teaching is shown).

Research (where teachers and students can obtain information on the status of research in
individual teaching fields).

“News” (where current information on the system, the department, or the course can be
obtained, as on a blackboard).

Shop (where above all additional teaching and learning programs can be bought).
Cafeteria (for informal contacts with other students, including private contacts).

Office (where all administrative processes are carried out).

Library (where books can be reserved, digital books or journals read, and bibliographic
research carried out).

Information (where all questions about the FernUniversitit are answered, potential stu-
dents can “tour” the FernUniversitét, and talks with mentors take place). (Schlageter, 2000,
p. 135)

Because of this portal, students no longer need to leave their digital learning environment
but can access all of the university’s services and those of the study centers. An initial result is
the fully digitized degree course ET Online, which is provided in German and English and for
which the degree of Bachelor of Science can be awarded (Kaderali, 1999). Development started
in 1995, and since then it has been tested by 5,000 students. Students can check their registered
particulars here, access electronic teaching materials, and communicate with mentors and
other students. Second, the virtual Bachelor’s Degree Course in Computer Science has just
been completed. Third, a virtual mathematics degree course is being prepared. These are the
first steps in transforming a distance teaching university into a virtual university (Hoyer, 2000).

CHANGES IN LEARNING BEHAVIOR

Digitized degree courses presuppose new learning behaviors. It is not just a matter of students’
finding their way around in the abstract world of a virtual university and accustoming them-
selves to a completely different way of working. Experience alone will probably be sufficient
for this. What is more important is for students to acquire the skills needed to think and act
independently, be clear about their own learning requirements, take the initiative, develop the
ability to recognize quality differences quickly, evaluate the advantages and disadvantages of
defined learning paths, make a well-founded choice between several course syllabuses, reflect
on their own learning, and contribute to the creation of a culture of digital communication.
In other words, predominantly externally directed students have to change into predominantly
internally directed students. The pedagogical goal here is the development of autonomously
acting students who initiate, control, and evaluate their work themselves.

CONSEQUENCES

At the FernUniversitit, the transition from distance education to online learning was not sud-
den but has already lasted many years. The process of transformation will probably continue
for some time to come and may even remain open-ended because of rapid technical and social
changes. Many people took part in the process and performed many functions, including pro-
fessors of practical informatics and communications. The entrenchment of the transformation
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process in research has an extremely beneficial effect, as it contributes concepts and processes
to the project. At the same time, research makes the FernUniversitit relatively independent
of commercial ties, dependencies, and restrictions, which is even more significant because in
some countries more and more universities that want to teach online are outsourcing impor-
tant academic functions. Frequently, not only software and technical monitoring but even the
digitized teaching programs and the pedagogical support for students are bought from out-
side companies. This is only mentioned to show the problems with which distance education
institutions can be faced if they use the new media without being adequately prepared and
equipped.

SUMMARY AND EVALUATION

We discussed the structural affinity between distance education and Web-supported learning,
sketched preliminary approaches to learning with the new media, and described the pedagogical
structure of the learning space virtual university. This chapter considers two concluding issues:
What are the pedagogical gains that make the described use of the new media appear advisable
if not absolutely essential? And how is the prescribed use of the new media to be evaluated
from the perspective of cultural history?

Pedagogical Gains

If we look at the large number of new media as they are now used in the organization and
operation of the digital learning environment, we are able to detect the following positive
effects.

Improvements in External Working Conditions. Two factors that have never played
any role in traditional pedagogy, time savings and comfort, are important for employed distance
students, as they suffer from a chronic lack of time and have difficulty attending regular teaching
events, counseling, and tutorials in study centers or other institutional centers. With the new
media, the sequence of learning and teaching acts is rapid and the return times for corrections
are short.

As far as comfort is concerned, this appears at first glance to be an external characteristic.
However, its special importance becomes clear on a second glance. The rapid access to desired
information, instruction, and course syllabuses of various origins, as well as the much easier
access to joint discussions and collaborative activities, goes beyond the “user-friendliness”
of technical media stressed by Bates (1995). What is in fact being created is a radically new
situation in which everything is available at the click of a mouse—everything, that is, required
for reading, looking up, studying, training, repeating, constructing, organizing, informing,
storing, remembering, and browsing and navigating. Because of the savings in time and effort,
the word comfortable, in the sense of imparting comfort, may be used here as a working term,
though convenience might be a more fitting term.

Special Distance Education Pedagogical Benefits. The next set of benefits concern
the pedagogical structure of distance education. The new media can provide partial and some
times surprisingly effective compensation for the pedagogical deficiencies of distance educa-
tion of the first and second generation. The most significant of these deficiencies are as follows:

® The widespread reduction of representation modes to the single medium of print.
® The dependence on one-way communication when using mass media (print, TV, radio).
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® The drastic reduction of formal and informal social contacts between students and between
students and teachers.

® The considerable spatial and social isolation of students.

¢ The inadequate participation of students in the scientific process.

With the help of the new media, it is possible to use and combine several modes of repre-
sentation, facilitate and strengthen two-way communications, initiate social contacts virtually,
reduce the isolation of students, and enable participation in virtual collaborative research
projects. Above all, physical distance can be changed into virtual proximity for distance stu-
dents, enabling “telepresence,” or “mental presence with physical absence” (Kleinschroth,
1996, p. 237). Each distance education theoretician and practitioner should value these third-
generation advantages and see the virtual university as the culmination of all efforts to improve
learning conditions for distance students.

Inherent Advantages of the Digital Learning Environment. In addition to the ped-
agogical advantages referred to above are the advantages characteristic of digital working
methods. Below are listed the six most important:

The ability to strengthen and bundle several presentation modes using multimedia.

Easy access to a broad range of information.

The ability to communicate and cooperate independent of the location (simultaneously
or with a time lag).

The ability to increase activity and interactivity with the help of adaptive learning pro-
grams.

The availability of technical means for storing and presenting knowledge.

The possibility of developing autonomous learning.

These potential advantages change the learning process—its organization, contents, meth-
ods, and social forms—and generally make it more flexible. The pedagogical consequences
of such changes are still not entirely foreseeable. It is important, first of all, to recognize the
specific possibilities of the digital learning environment and then to use them in a new way on
the basis of pedagogical reflection. Not what is technically feasible, not hardware advertised
and sold commercially, but what is pedagogically desirable should be in the foreground. The
basic principle can be stated thus: “The use of new media ... may not be linked with an addi-
tive approach but must be linked with a systematic approach” (Reinmann-Rothmeier & Mandl,
1999, p. 6). Only in this way can the new media become an “impulse for a change of forms of
teaching and learning which have become ineffective.” This change has to be comprehensive,
because “transformation is paramount for success” (Eisenstadt & Vincent, 1998, p. 13).

Misgivings. The enthusiasm for the wonderful instruments of the new media, especially
in a virtual university, is not unmixed. Educationists are bothered by the question of how they
will be used in practice. Will many teachers be tempted to use these expensive and extraor-
dinarily versatile technological tools in a one-dimensional manner, to imitate and perpetuate
and aggravate traditional teaching and learning down to the very last detail? Will many restrict
themselves to recording their lectures on video, transfering them to a CD-ROM, and then feed-
ing them into the virtual university? Will others simply have their teaching texts digitized and
placed on the Internet, wrongly viewing the Internet as mainly an instrument for distribution?
Will universities use the new media just ot extend conventional instruction to remote groups
through satellite and video conferencing? This is the system of teacher-centered remote group
learning that was so fiercely attacked by Daniel (1998b, p. 25).
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If the new media are only used in these ways, great opportunities will have been lost, in-
cluding the opportunity to reform the curricula and work out methods of teaching and learning
that are appropriate for the virtual university. The virtual university must develop its own peda-
gogical profile and not simply imitate the methods of campus or distance teaching universities.

Second, the cheerful confidence of those protagonists of online learning who believe that
the interactivity and communication lacking in distance education could be provided and
compensated by the new media is a self-delusion. Communication mediated through technical
media remains mediated communication and cannot replace an actual discussion, an actual
argument, discourse among people gathered at a single location. Mediated communication
and real communication are related in the same way as a pencil sketch and an oil painting of
the same subject. What happens in a discussion between two or more people is only partly
mediated electronically. What is missing is the consciously perceived presence of the others,
their aura, the feeling of being together, which arises in a different manner in every meeting. All
this makes communication genuine and lively. A virtual university that does without face-to-
face events and restricts interaction to exchanging e-mails and videoconferencing will always
remain a surrogate university.

In light of these problems, is it advisable to imagine a virtual university as an independent
and enclosed institution? Should we not rather consider how it might be integrated into
“the university of the future” (Peters, 1998, p. 219; see also Peters, 2000c)? The answer is
that, yes, the virtual university, rather than providing the prevailing pattern, should add its
extraordinary efficacy, flexibility, adaptability, and variability to the university of the future—a
university in which face-to-face academic discourse and “academic social life” (Casper 1997,
p. 25) occur just as naturally as the proven forms of distance education. The pedagogical
contributions enabled by the new media should be extremely welcome in a mixed mode
university of this nature.

Evaluation. The use of the new media in distance education cannot be compared with
the use of the early technical media. We are not dealing here with pedagogical progress along
traditional paths and in a traditional setting but are entering new territory and are experiencing an
unequalled breach of tradition. Learning and teaching in the digital age have to be redefined. We
need only think about the fundamentally new requirements that autonomous learning places
on the evaluation of the “learning success” (Baumgartner, 2000) to accept this truth. The
pedagogical paradigm change puts students and teachers in distance education in a difficult
new situation, and it will take some time before they are accustomed to it. Indeed, the question
must be asked whether they ever will be. It is probably best to regard the new media and their
continuing development as constant determinants of future learning—as both a challenge and
a chance.

Consider, for instance, the radical “mediatizing” (Haefner, 1987, p. 33) of teaching and
learning that is seen as a serious consequence of the use of PCs and computer networks. This
mediatizing comes in both moderate and radical forms. In moderate mediatizing, computer
networks serve only to supplement and enrich conventional forms of teaching and learning.
Here they are an additive that can be left out where required. Radical mediatizing, on the
other hand, is “disruptive” (Garrison & Anderson, 2000, p. 27) and leads to the dissolution of
conventional forms of teaching and learning, although it can cause their restructuring into com-
pletely new learning scenarios. In distance education, the link between teachers and students
was mediatized from the start. The printed material and the written letter mainly came between
the two. The new media strengthen and radicalize this process. In addition, they extend it by
mediatizing existing islands of direct interaction (e.g., study centers).

The use of the new media in distance education confronts us with issues that did not arise
with the old media. Not only does it change the attitudes, the behavior, and the learning action
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of students, as well as the structure of the institution, but it is also part of those structural
changes that the postindustrial information and knowledge society imposes on us.

NEW MEDIA RESEARCH

Overview

The following kinds of reports and other publications pertain to the use of the new media in
distance education.

Empirical Reports on Actual Practice. ~ Although such reports are more numerous than
any other kind, their findings can often only be generalized conditionally because of the
uniqueness of the situation in each case. In addition, many are “works in progress.” Even in
the early 1990s, reports of this nature were read at NATO Advanced Research Workshops and
published in the proceedings. The volumes that are relevant to our subject include Computer-
Based Learning Environments and Problem Solving (De Corte, Linn, Mandl, & Verschaffel,
1992), Collaborative Learning Through Computer Conferencing (Kaye, 1992), and Collab-
orative Dialogue Technologies in Distance Learning (Verdejo & Cerri, 1994). More recent
examples are Nestor and Mandl’s (1997) Experiences With a Virtual Seminar and reports on
the same subject by Heidbrink (1996), Bernath and Rubin (1999), Bernath (2000), Wenning
(2000) and Schulmeister (2001, p. 256) are available from the FernUniversitét.

Analyses Grounded in Learning Psychology. These are of particular importance for
practice because they provide criteria with whose help the new phenomena of online learning
can be interpreted correctly. In this terrain, which is strange for most university teachers but
also for educationists and pedagogical experts, many try to experiment with traditional forms
of teaching and learning. The analyses described here help them to reorient themselves in the
transformation of pedagogical action that has now become necessary. Examples include the
chapter “Learning and Teaching with the Computer” by Mandl, Gruber, and Renkl (1997);
the article “Problem-Oriented Learning With Multimedia” by Reinmann-Rothmeier and Mandl
(1997); the article “The Virtual University from a Pedagogical Point of View” by Schulmeister
(1999); and the article “Fernunterricht und neue Informationstechnologien” by Astleitner and
Leutner (1998).

Institutional Research Reports. Because most distance universities have been dealing
for years with the new opportunities provided by online learning, for obvious reasons they
have already done research on problems that would seem to be resolvable by professional
instruction designers and instruction technicians. In the Open University, the Knowledge Media
Institute was established expressly for the purpose of doing research on online learning in
distance education. This institute has published a report on its work (Eisenstadt & Vincent,
1998) containing several chapters—“Knowledge Media,” ““Collaboration and Presence,” and
“Knowledge Systems on the Net”—that provide information on important aspects of learning
with the new media. Examples from the institutional research at the FernUniversitit are listed
in the annual reports of the Zentrum fiir Fernstudienentwicklung (Center for the Development
of Distance Education) (1999, 2000). One section of this center is concerned specifically
with interactive media, develops Web-based teaching methods and new integrating software,
and supervises the mechanical correction systems. Relevant articles have been submitted by
Wurster (1997, 1999), Priimmer (2000), Helms (1999), Ewert, Hauff, Mielke, and Priimmer
(1998), Bartels (1997), Geiersbach, Priimmer, and Rossie (1997), and Laaser (1990).
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Reports on Applied Cognition Research. Aspects of online learning have been re-
searched for some years by the Department of Applied Cognition Research of the German
Institute for Distance Education Research at the University of Tiibingen. Its main areas of work
in the field of virtual learning environments are, among others, visualizing, navigation, coop-
eration, participation and communication, and structuring the supply of information in virtual
seminars. Examples of such reports include two contributed chapters, “Vergleichende Bewer-
tung von Methoden zur Beurteilung von Lern- und Informationssystemen: Fazit eines Meth-
odenvergleichs” by Tergan (2000) and “Partizipation im virtuellen Seminar in Abhingigkeit
von der Moderationsmethode: Eine empirische Untersuchung” by Friedrich, Hesse, Ferber,
and Heins (2000b).

Because of the rapid development of new technologies and new applications in distance
education, empirical projects face considerable problems. To begin with, such projects nat-
urally require a great deal of time. Then, when their findings are finally presented, they are
often outdated in part, especially if overriding pedagogical issues have not been adequately
considered.

Contributions From Other Disciplines. Because the digitalization of learning environ-
ments is but one part of the global move toward a “virtual society,” it is also important to
research economic, political, and cultural dimensions of this transformation. For this reason,
we must also take into account philosophical contributions (e.g., on the phenomenon of virtu-
ality; Baudrillard, 1989; Friesen, Berr, Karsten, Lenk, & Sanders, 2000), sociological studies
(e.g., on the characteristics of the information or knowledge society; Biihl, 1997), cultural
history studies (e.g., on the historical and present-day metamorphoses of perceptions of space
and time; Burckhardt, 1997; Virilio, 1999), and communication science studies (e.g., on the
consequences of computer-mediated communication; Beck, 1998).

Desiderata

For pedagogical reasons, it is essential that research is carried out on the following aspects of
using the new media in distance education:

® L earning situations in a virtual seminar.

¢ Stages and forms of autonomous, self-directed learning in the virtual learning environ-
ment.

® New forms of evaluation, in particular, with autonomous learning, where the evaluation

criteria of expository teaching and receptive learning cannot apply.

Web-based support and counseling for self-learners, which are of increasing importance

and will have to be fully reconceived.

The pedagogical relevance of different forms of virtual collaborative learning as well as

opportunities for and constraints on experimenting in the virtual learning space.

Selected Findings

Following are brief descriptions of studies that can deepen our understanding of learning with
new media in distance education.

Adaptivity. On the basis of instruction psychology theories, Leutner (1997) analyzed
the extent of the support that learners in a learning environment can obtain and reports on
empirically tested possibilities of adaptive teaching functions. As adaptive teaching functions,
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he named learning time, instruction sequence, task difficulty, help for learning by discovering,
and link to existing knowledge.

Artificial Intelligence Tools. In the research project Virtual Learning Spaces of the
National Polytechnic Institute in Mexico City, Guzman and Nunez-Esquer (1998) developed
the prototype of an M.Sc. degree syllabus in which work is carried out with the help of artificial
intelligence tools. With the help of these tools, the students’ prior knowledge is diagnosed,
individual learning paths are stipulated, and suitable learning materials are put together. The
Internet is also searched for suitable work by means of a tool (Claritex) that analyses articles by
their main topic, organizes synchronous learning activities, and coordinates partnership work
for students with the same or similar learning paths.

Automated Tutoring. Albert and Thomas (2000) examined the pedagogical functions of
an interactive software tool that leads distance students through specific tasks and problem
solutions at the Open University Business School.

Change, Technological. 'When new media are to be integrated into conventional univer-
sity structures for purpose of establishing online learning a complex change must be initiated.
Bates (2000) analyzed this process and developed strategies for college and university leaders.

Collaboration. Dave and Danahy (2000) described a project to develop a “shared virtual
design studio” (p. 57) in which architecture students in Switzerland, Canada, and Australia
work together. The students do not jointly design the same building project, but in each case
students in one city design a building project in another city with the help of the local students.
This approach to collaboration contributes to the achievement of several educational goals
because design knowledge for architects, landscape architects, and urban planners is mediated
at the same time and in a combined form.

Computer-Mediated Conferencing. Salmon (1999) traced the history of computer-
mediated conferencing, which started at the Open University as early as 1988, and described
the role it plays at present in the Open University Business School. Participation in computer-
mediated conferences is motivated by the need to establish closer links to the teaching-learning
system, to communicate with others, and to obtain and provide information. The author showed
how these conferences can also take place with larger numbers of participants.

Constructivist Learning. Schank (1997) described a virtual learning concept aimed at
encouraging active and self-directed learning at higher learning goal levels and aiding in the
solution of complex and knowledge-intensive tasks. Important criteria are goal-directedness
and learning from mistakes (cf. Astleitner & Schinagl, 2000, p. 97).

Disabled Learners Online. Ommerborn and Schuemer (2000) researched the “opinions
of disabled students on PC use in distance education.” (p. I) Computers prove in various and
specific ways to be “aids to compensate for problems and deficits resulting from the disability.”
(p. VIII).

Drill.  Voss et al. (2000) reported on the WebAssign project, which is being developed
by Hans-Werner Six and his team to make an infrastructure for academic drill available as
a component of a virtual university. The WebAssign system, which provides Web-based and
flexible support for all those taking part in drills, has now been tested in eight teaching areas.
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Emotions. Astleitner (n.d.) and Astleitner and Schinagl (2000) researched strategies for
making online learning more “atmospheric.” Twenty recommendations for achieving this goal
were offered. Five types of emotion are differentiated: fear, envy, anger, sympathy and pleasure.

Human-Computer Interface. Robson (2000) examined the role played in online learning
by the attitude of the students to the computer, a factor usually ignored. Human interface theories
have to be taken into account when planning, implementing, and evaluating learning because
they have an effect on the cognition, behavior, interactions, and individualization of learners.
In particular, an accurate evaluation is not possible until this has been done.

Interactivity. Haack (1997) reported in detail on forms of interaction in hypermedia learn-
ing environments and discusses relevant influencing factors. According to Haack, appropriate
intervention and control opportunities allow for all “consideration of the individual needs of
learners” (p. 162). They prove their value “when interested and experienced learners actively
work out a branch of knowledge” (p. 163).

Isolation. In apilot study, Lake (1999) attempted to reduce the number of distance student
dropouts by means of an online counseling course that supports the social and academic
integration of distance students. The campus and the buildings are used here as metaphors, work
with partners is arranged, and the formal character of academic teaching is reduced through
informal contacts and discussions (virtual cafeteria). By these means, distance students are
successfully brought out of their physical and mental isolation.

Knowledge Management. Online learning is a matter of handling networked and there-
fore complex information and knowledge stores intelligently and responsibly. Mandl and
Reinmann-Rothmeier (1998) diagnosed the demand for knowledge management. They re-
garded this activity as an interdisciplinary research topic because it has to be processed not
only from the aspect of the individual but also from societal areas and knowledge domains.
The central criteria are self-responsibility, self-direction, and cooperation.

Learning Support. The study by Friedrich and Ballstaedt (1995), which is based on the
findings of cognition psychology, investigated learning processes in a digital learning environ-
ment. The authors differentiated between direct, indirect, and interactive learning support and
illustrated these types of support from technological, constructivist, and ecological perspec-
tives. Indirect learning support through the design of the learning environments is particularly
important for learning with the new media in distance education, but at the same time inter-
active learning support is important for all virtual support measures. Direct learning support
takes place through strategy training and should also be researched. It would be interesting to
find out the relationship between the three types of support in a system of “combined learning
support.”

Motivation. Cornell and Martin (1997) highlighted the importance of motivation for on-
line learning by diagnosing seven “key principles” (Astleitner & Schinagl, 2000, p. 58), namely,
variation and curiosity, relevance, challenge, positive results, positive impression of the teach-
ing materials, readability, and generating interest.

Mummy Research. At the Institute for Mathematics and Data Processing in Medicine at
the University of Hamburg, a virtual mummy can be unwound and given non destructi-
ve examinations (see http://www.uke.unihamburg.de/institute/imdm/idv/forschung/mumie/).
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Quality Criteria. On the basis of evaluation studies, Behrens (1999) established that
“technology centrism” dominates in online learning and that pedagogical aspects are not con-
sidered sufficiently. He offered a theoretically and empirically developed criteria grid with
which online learning can be described, evaluated, designed, and prospectively developed.

Ranking. 1In the United Kingdom, the quality of teaching in all universities is measured
systematically every year by the Quality Assurance Agency. In the agency’s first report, the
Open University was ranked 10th out of 98 tested universities, which makes it, with Oxford
and Cambridge, one of the country’s top 10 universities. This finding and other research led
Keegan (2000) to state, ““‘Both from research and practical evidence it seems clear that academic
excellence can be achieved by distance systems, whether they teach the traditional distance
education or on the web” (p. 78).

Test Method. Jeger (2000) classified the online test methods developed up to now in
the literature and described a flexible application of such tests in the framework of the OLAT
(Online Learning and Testing) project at the Institute for Informatics at the University of Zurich.

Virtual Blackboard. In the Fraunhofer Institut fiir Arbeitswirtschaft und Organisation
work has been carried out since the beginning of April 2000 on the EU project Virtual Black-
board. The aim is to develop a virtual lecture room in which students from all over the world
can hear lectures and participate interactively (see: www.virtual-blackboard.iao.thg.de).

Virtuality. The research group of Friesen et al. (2000) attempted “to contrast constructively
two pointed positions which are apparently indissolubly at variance with one another: the
‘phenomenology of displacement and the ontology of detachment’ ”’(p. 5). They discussed the
possibility of displacing space, time, and sensory perception and noted that the detachment of
the mind from the body is often held to be impossible. In contrast, they claimed that in fact the
mind can detach itself from the body and gain ontological independence of virtual reality.

Virtual Seminar. Friedrich, Hesse, Ferber, and Heins (2000a) checked the hypothesis
that a problem-oriented presentation has a more positive effect on the number of active par-
ticipants than a neutral presentation without a contextual reference. This hypothesis could not
be confirmed. One presenter was in fact clearly more successful than three other moderators
taking part in the experiment. It is obvious that he offered much shorter contributions with less
contextual input.

Friedrich, Heins, and Hesse (1998) examined the influence that institutional support has
on the willingness of participants in a virtual seminar to continue their online interaction
and cooperation. In a virtual seminar, the teacher stopped his assistance after 3 weeks and
invited the participants to continue discussing independently in the remaining week (low
institutional support). At the end of another virtual seminar, the participants were invited to
continue working in small groups for four more weeks in accordance with the exact job orders
and schedule and with the goal of recording the findings in a text published on the Internet
(high institutional support). This type of intensified institutional support successfully motivated
students to continue their self-directed learning.

Friedrich and Hron (2001) developed a framework model for designing and evaluating
virtual seminars based on the input-output models of empirical teaching research. Their model
designates and describes critical variables and constraints of online learning.

In a field experiment, Friedrich, Hron, Tergan, and Jechle (2001) studied the effects of a
weak and a strong variant of the procedural support of cooperative text production in virtual
learning groups. There are no unambiguous findings. However, the internal climate of the
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groups had an effect. If it was regarded as positive, more people took part, and the cognitive
stimulus content of the written assignments was assessed more positively.

Virtual Society. Biihl (1997) developed a theory of the virtual society, examined the
technology, and analyzed its role in science fiction literature and its actual applications in eco-
nomics, politics and culture. For the field of education and training, he arrived at the following
conclusion: “The profound changes to the technological basis, micro-electronics, network-
ing, virtualising and the accompanying changes to socialization also modify the reproduction
mechanisms of the knowledge and information basis of society from the ground up” (p. 358).

CONCLUSION

The research mentioned in the preceding section makes up a kaleidoscope of many selective
approaches. What is missing are significant large-scale studies that identify and verify the
integral pedagogical effects of the new media on a theoretical, empirical, and interdisciplinary
basis. So far, only the outline of this area of research has become clear, and there are currently no
relevant research capacities and no funding for large-scale research projects. In sum, research
into learning with new media is still an unchartered territory.
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APPENDIX: LEARNING WITH NEW MEDIA

IN DISTANCE EDUCATION

Stages on the way to the “learning space virtual university” of the FernUniversitéit in Hagen

Year Type of Digitizing Changes in Learning Behavior Changes in Teaching Behavior

1975 Use of a central computer  Inspection of own files, including ~ Wide-ranging documentation of
to control distance earlier written examinations performance data. Comparative
education operations. and the grades for them. overview of the performances of

Greater transparency. various population segments are
possible. Where necessary, course
syllabuses are optimized
accordingly.

1976 Empirical evaluation of Teaching text criticism by Formative and summative evaluation.
course materials with students. They enter their Teachers check the teaching text
standard questionnaires opinions and assessment in a criticisms from students and
as marking vouchers. coded questionnaire. external experts and amend the

teaching texts where necessary.

1977 Computer-aided Students code their learning Teachers work in accordance with
correction systems results on the basis of selective pedagogical aspects not only with
LOTSE and bRw or numerical answers and enter tutor-marked assignments but also
(operational them in a machine-readable with computer-marked
accounting). marking code. assignments.

1979 Digital study start advice Detailed advice for potential Teachers, study counselors, and
STEB. students on the basis of their instruction technicians collaborate

individual interests, to provide relief for personal study

inclinations, and learning counseling through this

situations in the form of computer-aided advisory system.

individually compiled Where necessary, this

computer letters. computer-aided advisory system
should also dissuade potential
students if misguided conceptions
of distance studying become
apparent.

1980 Introduction of interactive  Interactive process of
access to study centers programming training.
on central computers.

1980 Teletext as information Low-cost request of study Flexible provision of information
medium. information. relevant for studying.

1982 Teletext-computer Low-cost dialogue access for Compilation and provision of
network for computer students to information, to digitized information and
communication from advice, and in some cases to assignments
home. assignments and practical

training.

1984 First PC in a study center. ~ Decentralized and close-to-home Training in word processing and

use of IT resources. presentation and teletext
communication.

1984 Computer access for Scientists begin exchange of

distance students via
EARN/BITNET
(Internet predecessors).

information.

(Continued)
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Year Type of Digitizing Changes in Learning Behavior Changes in Teaching Behavior

1985 First digital teaching Students learn on the screen: they ~ Collaboration with instructional
modules and disks. are activated through the technologists is necessary. Study

interactivity and profit from letters can be sent easily in the
the elucidation through form of teaching disks. The
multimedia, in particular, development of digital courses
animation and simulation. begins.

They alter, store, and manage

the acquired knowledge.

1986 Institutional access to the Students can request data and The Internet takes up a place
Internet. information and training tasks alongside the network of postal

and send in assignment links. Information and teaching
solutions. texts distributed via the Internet.

1987 Step-by-step introduction Reading is made easier through New forms of presenting texts
of electronic word better printing quality and on-screen are developed. Teaching
processing. greater variety of the graphics. texts can now be stored and easily

updated and corrected. Teachers
develop semi-professional skills
for designing teaching texts.

1987 DFN Deutsches Students use the training disks Use of the Web in the framework of
Forschungsnetz above all to prepare for research projects. Development of
(German Research examinations. teaching and training disks.

Net). Training disks are
offered to supplement
and deepen the work
with the printed study
material.

1992 Introduction for teachers Teachers increasingly use the help of
and their assistants to experts in instruction technology
professional use of the to become more competent in
relevant software. designing online teaching texts.

1993 Using links with Gopher Important precondition for online ~ Important precondition for the
and WWW services. learning. distribution of teaching texts.

1993 Network infrastructure Introduction of WWW and news When developing teaching texts,
throughout the services for students. teachers and their assistants can
university. All make use of the varied information
workplaces connected available on the Internet and
to the Internet. communicate and collaborate with

one another virtually.

1994 First course materials on Students learn with more Collaboration with instructional

CD-ROM.

extensive on-screen learning
texts: they are activated
through the interactivity and
profit from the elucidation
through multimedia, in
particular, animation and
simulation. They alter, store,
and manage the acquired
knowledge.

technologists is necessary. Study
letters can be sent easily in the
form of teaching CDs. The
development of digital courses
begins.

(Continued)
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Year Type of Digitizing Changes in Learning Behavior Changes in Teaching Behavior

1995 Start of the development The first students test the Developing and testing online
work for the degree digitized teaching materials by courses and permanent
course ETOnline working through them parallel optimization of the technical
(electric engineering). to working with the printed infrastructure for online learning.

material. They have constant
access to the teaching
materials placed on the Web, to
their personal files, and to the
stored grades given for written
examinations.

1995 Step-by-step introduction Students take part in synchronous ~ Teachers plan, organize, and lead
of ISDN virtual seminars. Students video seminars and gather
videoconferences for abroad are examined in virtual experience with online oral
teaching and oral oral examinations. examinations.
examinations.

1996 Broadband connection to Students can work online and First attempts at improving the
the Internet/DFN. offline. They become pedagogical design of the

accustomed to the use of links presentation of learning contents
in the framework of on the screen through multimedia
presentations similar to and interactivity. Opening up the
hypertext. Various forms of services of the university library in
literature research and Hagen and other libraries via the
information acquisition. Internet.

1996 First courses and teaching ~ Learning on-screen. Teachers conceive and develop
material on the Internet. Downloading of required specific online modules, course

learning units. Virtual units, or course packages.
computer conferences.

1996 First pilot system for the Learners can enter their solutions ~ Teachers have to formulate the
development of an up to 10 times, and these are written assignments with regard to
all-round software returned before the final a highly differentiated evaluation
infrastructure for evaluation with the points system.

‘Web-based practical already received so that they
training on the basis of can be worked on again.
WebAssign.

1997 Conversion of the IT Intensified integration of teaching
systems for distance staff into the control systems of
education organization distance education organization.
and administration to
client-server processes.

1997 Digitizing distance Several accesses and learning Structurally changed presentation.
education courses. paths available. Links enable Along with linear forms, teachers

various extensions and use complex forms of presentation
deepening of the learning texts. of knowledge. Solutions similar to
hypertext are created

1997 Production of learning Learning facilitated through new Teaching through particularly

software on disks.

modes of presentation.
Improved graphics standard,
learning with window-driven
menus, more learner
autonomy, interactivity, drill
and practice.

carefully and expensively
developed presentation of
complicated facts or those which
are difficult for other reasons.

(Continued)
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Year Type of Digitizing Changes in Learning Behavior Changes in Teaching Behavior
1998 Production of learning As with disks, additional learning ~ Teaching with video sequences,
software on CD-ROMs. with multisensory and animation, simulations and virtual
simulated presentations. practical training.
1999 Start of virtual bachelor’s Students in informatics degree The main task consists of planning a
degree in informatics. course can carry out their didactically practical and
studies completely on the Web productive combination of
and have to train in Web-based multimedia and interactive
learning as the standard form teaching texts, virtual seminars,
of acquiring knowledge and virtual discussions and
developing it further. They co-operation and in this way to
have to internalize this new create a digital learning
and completely different form environment which provides
of learning and teaching. sufficient space for autonomous
learning as well.
2000 Central technical platform  Broad use of learning space Aligning course syllabuses and

for Web-based
studying. Start of
bachelor’s degree ET
Online in German and
English.

virtual university. Students in
ET Online degree course can
carry out their studies
completely on the Web and
have to train in web-based
learning as the standard form
of acquiring knowledge and
developing it further. They
have to internalize this new
and completely different form
of learning and teaching.

practical training to Web
functions. The main task consists
of planning a didactically practical
and productive combination of
multimedia and interactive
teaching texts, virtual seminars,
virtual discussions and
co-operation and in this way to
create a digital learning
environment which provides
sufficient space for autonomous
learning as well.
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Online learning represents a new paradigm for distance and distributed learning. Furthermore,
this new paradigm is affecting education in general: the previously marginal subfield of distance
education has become a central focus of the field of education because of the flexibility and
general attractiveness of its new paradigm.

What distinguishes online learning from previous paradigms of distance education is its
ability to create critical communities of inquiry. That is, as distance educators we are now able
to do what was previously impossible—conduct collaborative learning regardless of time and
place. This ability to provide interactive learning experiences characterized by critical discourse
is what has attracted the attention of traditional educators and institutions. Ironically, it has
also seriously challenged the subfield of distance education to hold its place as a leader in its
own area of expertise, since many other educators and trainers from the public and private
sectors are now becoming involved with online learning (Tait & Mills, 1999).

The question here is whether the subfield of distance education has the vision and theoretical
foundation to distinguish itself as a leader in shaping new initiatives related to developments in
online learning. It is not enough for distance educators to be good practitioners. To be leaders,
scholars working in the field of distance education must demonstrate theoretical insight as
well as retain their position as innovative practitioners. One challenge they face is to provide
a theoretical framework with the potential to explain and shape distance education practice in
the area of interactive online education. The theory outlined in this chapter is intended to be a
practical tool that will help educators think through their needs and understand the pedagogical,
technological, and organizational options open to them.
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BACKGROUND

Theoretical interests and developments in the field of distance education have progressed
from a preoccupation with organizational (structural) concerns to transactional (teaching and
learning) issues (Garrison, 2000). Motivating this transformational shift are recent advances
in communications technology and developments in social learning theory. The emergence of
new asynchronous and synchronous communications technology has made possible collabora-
tive distance education experiences based on adaptive teaching and learning transactions. This
new transactional era of distance education has been largely shaped by the ability of computer-
mediated communication (CMC) to create a community of learners at a distance. The theoreti-
cal challenge faced by distance education is to construct transactional frameworks and models
that will explain, interpret, and shape practice made possible by highly interactive communi-
cations technologies, especially CMC in general and computer conferencing in particular.

CMC encompasses a wide range of online applications. The CMC application that best
represents the new era of distance education is computer conferencing. Computer conferencing
often integrates other CMC applications such as e-mail, and, recently, synchronous audio- and
videoconferencing. Computer conferencing has aroused widespread interest as the Internet had
developed and matured. In particular, World Wide Web standards have transformed “computer
conferencing from a single-media (text) to a multi-media environment” (Garrison, 1997, p. 4).
Despite the ever-increasing popularity of computer conferencing, our understanding of this
communications technology has lagged behind adoption rates.

Computer conferencing has been utilized extensively to enhance classroom learning as well
as to increase access to educational experiences at a distance. Articles on the educational uses
of CMC and computer conferencing began appearing in the 1980s. One of the first articles to
cause distance educators to take note was by Roxanne Hiltz (1986). She argued that CMC could
be used to build a “virtual classroom.” Paulsen and Rekkedal (1988) discussed the potential
of CMC and stated that “the most exciting challenge in the long run will be to apply the
new technology to create new and more efficient learning situations, rather than replicate the
traditional classroom or distance learning environment” (p. 363).

This same message was carried forward by Kaye (1987, 1992; Mason & Kaye, 1989),
another early researcher in CMC and computer conferencing. Kaye (1987) rightly noted that
CMC is “qualitatively different from other interpersonal and group communication media”
(p- 157). Kaye (1992) recognized that computer conferencing represented a new form of col-
laborative learning that goes beyond information exchange and necessitates moderated critical
discourse to realize new and worthwhile understanding. Lauzon and Moore (1989) were the
first to recognize that the potential of computer conferencing represented a new generation of
distance education characterized by networked, asynchronous group communication. Like her
contemporaries, Harasim (1987, 1989, 1990) argued strongly “that online education (by which
I mean, predominantly, computer conferencing) represents a unique domain of educational
interaction” (1987, p. 50). She argued for a collaborative instructional design to accompany
computer conferencing, thus integrating many of the emerging social learning theories being
developed by constructivist learning theorists. Henri (1992) advocated and provided a frame-
work to systematically study computer conferencing. This may have been the first coherent
theoretical approach to studying this new communications technology. She identified both
cognitive and social dimensions of computer conferencing that enhance learning outcomes.

While research into CMC has continued and intuitive principles have proliferated, few
studies “are grounded in systematic, rigorous inquiry . . . [and] few attempts to present theories
or research models of any aspect of CMC study have emerged” (Romiszowski & Mason, 1996,
p. 443). This general lack of systematic and theoretically coherent approaches to research in
CMC has continued to the present. The next section is an attempt to remedy this lacuna in
distance education research.
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A FRAMEWORK AND MODEL

Much of the research and practice in computer conferencing during the 1990s focused on
and took advantage of the social and democratic features of the technology (Gunawadena,
1991, 1995; Harasim, 1990). One study that focused on the ability of this medium to support
higher-order learning was Garrison (1997). The essential role of the moderator as facilitator
of the learning process was also emphasized by several researchers (Fabro & Garrison, 1998;
Feenberg, 1989; Gunawardena, 1991; Kaye, 1992). These three essential elements (social,
cognitive, and teaching) form the core of the framework outlined below.

Garrison, Anderson, and Archer (2000) constructed a conceptual framework for a multi-
faceted study of computer conferencing effectiveness in supporting critical thinking in higher
education. The first assumption of that study was that an educational experience intended to
achieve higher-order learning outcomes is best embedded in a community of inquiry com-
posed of students and teachers (Lipman, 1991). This assumption is also consistent with the
educational philosophy of Dewey (1959), who described education as the collaborative re-
construction of experience. The distance education context for this study is not independent
learning but rather a context of collaborative, constructivist learning within a community of
learners. This is a sharp departure from models and theories of distance education that maxi-
mize the independence of individual learners.

However, before describing the core elements of the framework, it is necessary to digress to
a very brief discussion of the importance of the communication mode within which this online
community of inquiry is created. Currently and for the immediately foreseeable future, CMC is
predominantly a text-based, asynchronous form of interaction in which communication occurs
through written language and without the paralinguistic and nonverbal communication char-
acteristic of classroom-based learning. Although the absence of paralinguistic and nonverbal
communication may create an initial barrier for at least some learners, there are compensating
advantages. The use of the written word may encourage discipline and rigor, and the asyn-
chronous nature of the communication may encourage reflection, resulting in contributions to
the discussion that are more complex and demonstrate more advanced stages of critical think-
ing (Archer, Garrison, & Anderson, 2000; Feenberg, 1989). However, this is far from being
established, and much more basic research in this area is required if we are to understand and
apply this knowledge.

To define the functioning of this community of inquiry, Garrison et al. (2000) proposed
three overlapping elements—social presence, cognitive presence, and teaching presence (see
Fig. 8.1). As noted previously, a number of scholars have devoted considerable attention to un-
derstanding the necessity and creation of climate or social presence in an educational computer
conferencing environment. Within our model, we define social presence as the ability of learn-
ers to project themselves (i.e., their personal characteristics) socially and emotionally, thereby
representing themselves as “real” people in a community of inquiry. From a review of the
literature, three broad categories of social presence, along with indicators of these categories,
were identified (Garrison et al., 2000). Through an iterative process of analysis of transcripts of
educational computer conferences, adjustment, and re-application, these categories and their
associated indicators were refined (Rourke, Anderson, Garrison, & Archer, 2000). The result-
ing instrument was used to detect and quantify levels of social presence in different computer
conferences.

The second element in the framework is cognitive presence. We define cognitive presence
“as the extent to which learners are able to construct and confirm meaning through sustained
reflection and discourse in a critical community of inquiry” (Garrison, Anderson, & Archer,
2001). The concept of cognitive presence is grounded in the critical thinking literature and
more specifically operationalized by the practical inquiry model derived to a large extent from
the work of Dewey (1933). This model consists of four phases of critical inquiry that are
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FIG.8.1. Elements of an educational experience. Reprinted from The Internet and Higher Education
2 (2-3), 1-19 Garrison, D. R., Anderson, T., & Archer, W., Critical inquiry in a text-based environment:
Computer conferencing in higher education, 2000, with permission from Elsevier Science.

idealized and, as a result, are not sequential or immutable. The four phases are the triggering
event, exploration, integration, and resolution (Fig. 8.2). Categories corresponding to each of
these phases were developed and tested, along with descriptors and indicators of each category
(Garrison et al., 2001).

The finding of most interest was that most of the discussion analyzed was coded in the
exploration category (42%). Only 13% of the responses were coded in the integration or
meaning construction category, and fewer yet (4%) in the resolution or application category.
Several explanations are possible, but the most likely is that the course objectives and/or
the facilitation of the conference were not congruent with achieving higher-order learning
outcomes characteristic of the later phases of critical thinking.

We now turn to the third element of the framework, teaching presence, so crucial to realizing
intended learning outcomes. Teaching presence is defined “as the design, facilitation and
direction of cognitive and social processes for the purpose of realizing personally meaningful
and educationally worthwhile learning outcomes” (Anderson, Rourke, Garrison, & Archer,
2001). Based on this definition and the results of our validation work we identified three
categories, design and organization, facilitating discourse, and direct instruction, each with a
set of indicators. The preliminary analysis of teaching presence revealed important differences
between the transcripts of the courses studied. The frequency of the teacher responses in each
category was largely attributable to instructional approaches as well as subject differences.
The conclusion is that teaching presence is a very complex process that must be studied in the
context of a wide range of factors such as intended learning outcomes, instructional strategies,
student characteristics, and practical factors such as class size and the familiarity of participants
with the technology.
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FIG. 8.2. Practical inquiry. Reprinted from The Internet and Higher Education 2 (2-3), 1-19
Garrison, D. R., Anderson, T., & Archer, W., Critical inquiry in a text-based environment: Computer
conferencing in higher education, 2000, with permission from Elsevier Science.

The previous description indicates the nature of the theoretical framework and initial findings
associated with a major research project to study higher-order learning in a text-based computer
conferencing environment. Much work remains to be done, but we believe that this work may
provide a scaffold for systematically and coherently studying the complexities of CMC and
computer conferencing in an online educational environment. We now turn our attention to
these communications technologies and offer suggestions as to how they might best be used
in current and future distance education contexts.

TECHNOLOGICAL ISSUES

It is rather surprising that in spite of the tremendous increase in interest in CMC and its use to
support campus and distance education, the basic structure and tools of computer conferencing
have not changed significantly in the past decade. Early conferencing users will recall systems
such as Confer, Parti, Cosy, and Forum that offered the same threaded discussion, quoting,
and notification systems found in modern systems such as WebCt, Lotus Learning Space, and
Blackboard. Beyond compatibility with the Web, few design or functional improvements are
apparent. The reasons for this slow progress are many, but probably a main cause is the inability
of educators to clearly articulate, based on pedagogical theory or practical experience, their
need for more specialized tools.

This section focuses on the value and potential application of some newer tools, particularly
multimedia and real-time applications, whose effect is to diversify and improve the capacity of
CMC systems. Our goal is to assist developers and users in creating and using next-generation
conferencing tools that function within powerful collaborative and constructivist pedagogical
theory to support high-quality learning in distance and campus learning contexts.
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One of the most important features of the Web as originally envisioned by its creator, Tim
Berners-Lee (1999), is its ability to be used as a tool for creation as well as distribution. Creation
and construction, in both collaborative and individual contexts, are critical to the development
of higher-order learning and communication skills (Bruner, 1990). Given their pedagogical
value, it is no surprise to find that CMC tools constitute the most important component of most
online courses currently being developed and delivered in formal education contexts (Salmon,
2000). Thus, enhancing the capacity, ease of use, and affordability of these tools is critically
important for both research and practice.

Bruce and Levin (1997) suggest that educational technology uses can be classified according
to a taxonomy based on a four-part division suggested years ago by John Dewey: inquiry,
communication, construction, and expression. We use this taxonomy to illustrate ways in
which CMC systems can be made more functional and multi-purposed so as to better serve
the needs of networked teachers and learners.

Inquiry

In distance education, individual inquiry is largely facilitated by the provision of access to
information databases and other resources in libraries and on the Web. As networked learning
becomes more pervasive, the capacity to use CMC for inquiry and research purposes, includ-
ing interviews, focus groups, and surveys, will expand. Further, the move to network-based
application service providers and the “webification” of tools for many tasks, including data
analysis and presentation, will make it possible to easily incorporate learning activities using
these tools into course and program designs. Finally, the inquiry function now popularized
in notions of “knowledge management” calls for ever more sophisticated systems to retrieve,
manipulate, and re-purpose content created by other teachers and learners as a component of
the formal education process.

Communication

Asynchronous communication in text-based format has been a defining feature of current CMC
systems. Next-generation CMC systems will expand the modes of communication available to
include video, audio, and virtual reality systems accessible synchronously and asynchronously.
This expansion of modes should bring with it an expansion of our research agenda. Most CMC
research to date has focused on asynchronous text-based communication, as that mode of
CMC has proved to be the most practical and hence the most used in educational contexts.
Full implementation of new modes of CMC for educational purposes should be preceded and
accompanied by research focused on these new modes.

Although text-based synchronous meetings and lectures (chats) have been used for over a
decade by education organizations such as Diversity University (see http://www.du.org/), we
find these tools to be clumsy, confusing, and not an efficient use of learner time. Problems
related to turn-taking, organization and navigation, required skill sets of participants, and
differences in typing speed plague many of these educational chat-based or MOO (Mud Object
Oriented)-based systems. More successful and popular has been the use of synchronous audio
teleconferencing (Anderson & Garrison, 1995) and videoconferencing to deliver and support
education at a distance.

However, audio- and videoconferencing have not generally been integrated into CMC sys-
tems. Concerns about the cost and availability of the necessary bandwidth, combined with
distance education’s traditional imperative to extend and not restrict access, have resulted in a
“lowest common denominator” approach in which distance educators avoid applications that
require higher bandwidth. However, every year access becomes a less significant barrier to
institutions, teachers, and users, as tools become more efficient and less costly and bandwidth
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becomes cheaper and more widely available. In particular, a product like Centra Sympo-
sium (www.centra.com) provides a suite of Internet-based software tools, including Net-based
audioconferencing, whiteboard, text chat, application sharing, presentation annotation tools,
Web safari, learner response systems, and automatic recording of class sessions. Others (e.g.,
CuSeeMe, Mbone) go further and support primitive forms of multipoint videoconferencing.

Within distance education, two opposing teaching ideologies have affected educators’
choice of communication tools. Advocates of synchronous communication argue that real-
time learning environments are critical for coalescing the class experience, providing high
levels of socialization, and supporting crucial feedback between teachers and students and that
they can be used very effectively for increasing social integration of students into the distance
education experience (Roberts, 1998). It has also been argued that synchronous learning pro-
vides an easier, less threatening transition from classroom-based instruction for both students
and instructors. Advocates of asynchronous communication point to the greater independence
from temporal and geographical barriers and the opportunity for more reflective participation
provided in asynchronous learning environments (Feenberg, 1989). Next-generation CMC
environments will allow instructors and students to mix and match synchronous and asyn-
chronous tools based on curricular goals, individual teaching and learning preferences, and
lifestyle and access constraints.

Next-generation CMC tools will also support integration of video and audio clips that
can be accessed asynchronously. Kirschner (1991) found that the provision of audio clips
containing comments on student assignments in distance education was perceived by the
students as being of higher quality than text-based feedback. Provision of feedback also took
less teacher time. Most new desktop machines come equipped with microphones and recording
software, and video recording systems can be purchased and installed on newer computers for
under $200. Thus, we see considerable value in adding such multimedia systems to CMC
systems. However, inserting, indexing, and retrieving video or audio clips is awkward and
only marginally supported in current CMC systems.

Pedagogical improvements to CMC systems are also needed. A number of educational and
workplace CMC systems have incorporated classification systems that require formalization
of the user’s response, forcing participants to actively place their responses into predefined
categories. For example, students may be forced to classify their posting into a category such
as question, response, rebuttal, or clarification. The classification systems used have been
based on speech act theory, argumentation theory, and workflow or can be user-defined by the
teacher or a researcher. Such formalization systems have been criticized (Shipman & Marshall,
1999) as unnecessarily constraining to users by forcing them to structure their activity in
unexpected ways. They may also be understood differently by different people, may cause loss
of information that is outside of the prescribed structure, and may require making explicit what
is difficult or undesirable to articulate. Dourish, Holmes, Marqvardsen, and Zbyslaw (1996)
have even gone so far as to characterize such systems as “naziware” due to the compulsory
labeling component. We find such criticisms to be overstated, as one of the primary functions
of a teacher is to prescribe and evaluate student input and develop metacognitive awareness,
thus encouraging deeper levels of engagement and deeper understanding. Like Duffey, Dueber,
and Hawley (1998), we believe such systems may have pedagogical value and, assuming they
can be customized and their use made optional by individual teachers, can become useful tools
for educational CMC.

Construction

The value of collaboration has been a consistent theme in theories (Harasim, Hiltz, Teles, &
Turoff, 1995) and research (Bonk & King, 1998) related to CMC use in education. Collaboration
takes place in asynchronous contexts in a less structured way through participation in computer
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conferencing and in a more structured manner in the creation of projects and the joint authorship
of papers and presentations.

Collaboration in the computer conferencing environment takes place through amplification
or rebuttal of previous postings in the conference or through queries in response to earlier post-
ings. Although most computer conferencing systems allow for automatic quoting of previous
comments, Feenberg (2000) argues that authors should be able to browse, sort, review, and cut
and paste between separate “reading windows” and “creation windows” both visible simultane-
ously. Feenberg also suggests there be a capacity for file management through support for active
keywords creation and hierarchical filing of comments for later retrieval by any participant.

More sophisticated tools are required for the joint authorship of documents by distributed
groups or individuals. Most collaborating authors have experienced the frustration of edit-
ing an “older than latest” version of a collaborative document or struggled with creating a
single document from one that has been simultaneously edited by two or more persons. The
Basic Support for Cooperative Work (BSCW) (Horstmann & Bentley, 1997) tool set contains
sophisticated tools for document management that support version control, signing out of doc-
uments for editing, annotation and commenting of changes, and archiving of earlier versions of
documents. These are important enhancements that go beyond the “presentation workplaces”
provided in many of today’s conferencing systems.

The capacity to share and collaborate using graphic creation tools is becoming more useful as
individual drawing, drafting, and presentation tools become more widely available and easier to
use. Next generation CMC systems will need to incorporate document and application sharing
tools that allow users to manipulate a common screen even if the application is installed on only
one of the users’ machines. Such capacity is already available in tools such as Timbucktoo,
Symposium, and Netmeeting but is uncommon in CMC packages intended specifically for
education.

Expression

The final category of education technology use is “expression.” Music, art, multimedia, and
video production are areas where archiving, collaboration, and time-shifting tools provided by
network-based conferencing systems can support individual and collaborative construction.
We see increased emphasis on collaborative production of projects, presentations, and artifacts
relevant to the world of work. CMC systems for educational use will need to incorporate or at
least provide simple interface connections to tools needed to create such products.

Many of the tools designed and tested by researchers in computer-supported collaborative
work and human computer interface studies during the last decade can be incorporated into
educational applications of CMC (Twidale & Nichols, 1998). We recommend that developers
and users continue to develop educational CMC systems to provide an increasing diverse and
powerful set of CMC tools for inquiry, communication, construction, and expression.

PEDAGOGICAL ISSUES

Present practice in the use of computer conferencing has been largely driven by technology.
Thatis, the ubiquity and inexpensiveness of computer conferencing and the Internet has allowed
many educators to adopt this technology. Further, although its employment may be based on
a variety of reasons, these do not often include pedagogical ones. Computer conferences are
commonly used simply to allow students to visit or chat or as an optional discussion forum
(not used by many students) in addition to the main mode of delivery, which is usually a course
package or lecture.
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The focus and challenge here is to understand pedagogically the use of computer conferenc-
ing to support purposeful higher-order learning. This means going beyond enhancing course
packages, using e-mail to contact tutors, or putting computer-generated and enhanced lectures
online. Educators must first understand that computer conferencing represents a new era of
distance education in that it makes possible the creation of a critical community of learners
not constrained by time or place. Second, educators must develop pedagogical principles and
guidelines that will directly facilitate deep and meaningful approaches to teaching and learn-
ing. In other words, they must ensure that they encourage critical thinking online and have as
the outcome of the educational experience critical thinkers who have learned to learn.

Although there is a plethora of guidelines and suggestions on how to conduct a computer
conference (Berge, 1995; Paulsen, 1995; Salmon, 2000), these are generally surface types of
suggestions (e.g., “be responsive”). However, the Web and computer conferencing must be
used for more than merely accessing information more efficiently. As Fraser (1999) suggests,
the extent to which you have not taken advantage of the “‘expanded horizons for communicating
ideas . . . is the extent to which you have done nothing of pedagogical value by using the Web”
(p- B8). In Fraser’s words, doing anything with these new media that does not expand our
horizons is “pedagogically pointless.” (p. B8) This is ever more true with regard to CMC and
computer conferencing.

The challenge facing researchers and teachers in distance education is to develop a more
sophisticated understanding of the characteristics of the new technology and of how we might
harness this potential to enhance critical thinking and higher-order learning. As important
as critical thinking is as an educational process and goal, we educators often fall far short of
achieving it. The reasons include an inability to define critical thinking and a lack of systematic
empirical research into how to facilitate it (Kuhn, 1999). In terms of fostering critical thinking
skills, Kuhn states that “teachers have been offered remarkably little in the way of concrete
examples of what these skills are—what forms they take, how they will know when they see
them, how they might be measured” (p. 17).

This is certainly the case in distance education, but here the problem is compounded by a
technology and communication medium whose characteristics have not been well researched.
McLoughlin and Luca (2000) state that computer conferencing “has become mainstream ped-
agogic practice. ... However, there is limited empirical evidence that online learning and
asynchronous text based communications support the higher order forms of learning” (p. 1).
Distance educators have much work to do to investigate the nature of those online interactions
that can be shown to support critical thinking and higher-order learning outcomes. The ques-
tion that remains is how this task of improving our understanding of such online interactions
can be framed.

Certainly the literature suggests that a stronger teaching presence is required in computer
conferencing—a presence, we might add, that shapes cognitive and metacognitive processing.
Teachers must be able to understand and design learning activities that facilitate higher-order
learning outcomes. A good start is the practical inquiry model discussed briefly here and
more extensively elsewhere (Garrison et al., 2000). This may provide a coherent model for
systematically identifying the phases of critical thinking and associated skills and activities
as well as communicating to the students in a metacognitive manner the process that they
must ultimately take responsibility to monitor. For example, activities should be designed and
moderated so as to focus on the appropriate phase of critical thinking and ensure that the
learners progress to the next phase and gain a metacognitive understanding of the process
they are engaged in. Kuhn (1999) reinforces this point when she argues that “the develop-
ment of metacognitive understanding is essential to critical thinking because critical think-
ing by definition involves reflecting on what is known and how that knowledge is justified”
(p. 23).
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Unfortunately, the simple adoption of technology does not resolve issues related to the
teaching of critical thinking and metacognitive understanding. Moreover, it does not funda-
mentally change approaches to teaching and learning for the better. It has been argued else-
where that technology can have both a strong and weak influence on the educational transaction
(Garrison & Anderson, 2000). The weak approach is to enhance and thereby reinforce existing
teaching practices. On the other hand, the

stronger influence of technology on teaching would fundamentally change our outcome expecta-
tions, and thereby, how we approach the teaching and learning transaction. . .. Here the focus is
on the quality of learning outcomes (ie, developing critical thinkers) and adopting approaches to
teaching and learning that are congruent with such outcomes. (Garrison & Anderson, 2000, p. 25)

Teaching presence unifies and focuses the teaching and learning transaction. However, as
noted, the first challenge in this regard is to develop a comprehensive understanding of the
characteristics of this new medium of communication and the implications for supporting an
educational community of inquiry using this medium. Although we have begun the process of
providing a coherent framework, much work remains to be done before we fully understand
the pedagogical implications of using this technology in a variety of contexts and for a variety
of purposes. The power and potential of the technology may be enormous, but realizing this
potential will depend on conceptual models and principles as well as well-founded guidelines
and techniques. We must use the flurry of research activity now surrounding this technology
to understand how we might do things differently to enhance the quality of learning outcomes,
not just add glitz to existing practice.

It is important that learning technologies be used in the service of worthwhile educational
goals. Learning technologies can be a catalyst to shape and change our educational practices
for the better. However, this shaping and changing will not be without pain and can result in
considerable disruption to current structures.

ORGANIZATIONAL ISSUES

The current structure and organization of most universities and colleges is largely historical
and ... largely unsuited to new forms of technological delivery. (Bates, 2000, p. 36)

As Postman (1992) argued, not only do new technologies compete with old ones, but sur-
rounding “every technology are institutions whose organization—not to mention their reason
for being—reflects the world-view promoted by the technology” (p. 18). This section con-
centrates on the great majority of educational institutions whose current organization reflects
the worldview promoted by the technology of face-to-face classroom instruction and that are
having this worldview challenged by the rapidly expanding technology of online learning
(Tait & Mills, 1999). We leave to other scholars the discussion of the impact of online learning
on “autonomous distance teaching institutions” (Keegan, 1993) whose organization already
reflects the worldview promoted by technologies of distance education (though in most cases
technologies older than online learning). The best known set of institutions falling into this
category are the “mega-universities” described by Daniel (1996).

We also leave to other scholars (e.g., those cited in Keegan, 1993, p. 73) the discussion of
what Keegan (1993) refers to as the “Australian integrated model,” sometimes called the “New
England model” (with reference to the University of New England in New South Wales). This
model may be seen as a possible future for today’s conventional, campus-based institutions.
However, the latter are far from achieving this balanced approach to on- and off-campus
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delivery. Therefore our discussion will centre on the state of a typical institution of higher
education today, in which a few small ventures into online learning represent the institution’s
current progress in any mode of distance delivery.

For educational institutions built around face-to-face classroom instruction, the advent of
online learning presents a crisis situation, in the classic sense of being both an opportunity and
athreat. These institutions have before them the opportunity to use this new mode of instruction
to improve the instruction offered to on-campus students and to reach out to other learners
who are not able or willing to enroll in face-to-face, on-campus programs. The threat is at least
twofold: that other providers will serve these potential off-campus students and begin to attract
the students who currently attend on campus (Kirkpatrick & Jakupec, 1999; Marchese, 1998)
and that a move to embrace online learning will seriously compromise the academic values
held by the institution (Katz & Associates, 1999; Noble, 1997, 1998).

We have argued elsewhere (Archer, Garrison, & Anderson, 1999) that distance education,
for conventional institutions of higher education, is what Harvard business professor Clayton
M. Christensen (1997) refers to as a “disruptive technology”—that is, a new technology that
requires an organization to do things in a fundamentally different way. This contrasts with what
Christensen (1997) refers to as a “sustaining technology,” a new technology that represents
simply an improvement on current practices. Archer et al. (1999) suggested that educational
institutions can benefit by paying attention to the insights derived by Christensen and others
(e.g., Day & Schoemaker, 2000) regarding ways in which established business firms (analogous
to established educational institutions) can cope successfully with disruptive technologies.
Although start-up firms, unhampered by large size (and need for large profits), inertia, and
entrenched organizational culture, have an inherent advantage when dealing with disruptive
technologies. Christensen (1997, p. 99) describes four ways in which established firms have
successfully adopted such technologies:

1. They embedded projects to develop and commercialize disruptive technologies within
a section of their organization whose customers needed them, even if the mainstream,
most profitable customers of the parent organization did not.

2. They placed such projects within autonomous sections of their organizations that were
small enough to get excited about small opportunities and small wins.

3. Since the ultimate uses or applications of disruptive technologies are unknowable in
advance, they planned to fail early and inexpensively in the trial-and-error search for a
market for each disruptive technology.

4. When commercializing disruptive technologies, they found or developed new markets
that particularly valued the attributes of the disruptive products rather than trying to force
the disruptive products into their established, mainstream markets.

Archer et al. (1999) suggested that established educational institutions can protect their
core academic values while at the same time adopting the disruptive technology of distance
education (particularly online education) through judicious adaptations of the four strategies
sketched below:

1. The main responsibility for online learning should be assigned to the continuing studies
unit (sometimes referred to as extension or continuing education department), as the
“customers” of this unit are part-time learners, often midcareer professionals or other
knowledge workers, who are unable or unwilling to enroll in on-campus programs. For
such learners, by far the largest part of the cost of attending a full-time on-campus
program is the opportunity cost of foregone income. They need a technology, such as
online learning, that spares them this cost. In contrast, recent graduates from high school,
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who make up the mainstream market for conventional institutions, are not particularly
interested in online delivery since they do not face such high opportunity costs for
on-campus attendance.

2. Continuing studies units are typically rather small, at least as compared with conventional
institutions. Therefore, they are much more likely to give online learning a high priority
and invest the time and energy necessary to make it succeed.

3. Continuing studies units typically use sessional instructors, whose contract terminates
with the end of the course they are hired to teach. In contrast to mainstream departments,
which have long-term commitments to tenured instructional staff, these units can afford
to probe the market with program offerings that may very well fail, since they can easily
shift focus to a different type of program and try again.

4. As noted under the previous point, continuing studies units can probe for new, emerging
markets for online programs through an iterative process of program development, of-
fering, redevelopment, and reoffering in a much more agile fashion than the mainstream
departments.

We are not alone in our contention that the continuing studies unit is the place in which uni-
versities can incubate programs that make use of the disruptive technology of online learning.
Katz (1999) states that, for introducing, technology-enriched instruction “a much more likely
structural and behavioral model is found in the context of university extension operations.
Many university extension operations and other academic institutions that cater to the needs of
the working adult student have developed values, business systems, and capabilities that will
be required in this new context” (p. 38).

Moving online learning beyond continuing studies and making it a significant part of the
operation of the rest of the institution remains a significant challenge. The Australian integrated
model, in which on-campus and distance delivery is coordinated throughout the institution,
is a possible model for the evolution of our conventional campus-based institutions (Johnson,
1999). However, getting there from here will present problems to which solutions are only
beginning to emerge.

CONCLUSION

Online learning facilitated by computer-mediated communication is radically changing edu-
cation. Discussions of the effects of CMC technology on education are not mere speculations
about what the future might bring: The changes are rapidly becoming part of modern educa-
tional practice at all levels. A number of commentators have suggested, in fact, that the impact
of these changes might be so great that our current educational institutions might not survive
(e.g., Duderstadt, 1999; Perelman, 1992).

Whatever its impact on the educational system as a whole, the adoption of CMC to support
asynchronous collaborative learning has opened a new era in distance and distributed education.
The problem for the field of distance education is that we do not have the theoretical models
and research to guide its practical application and to fully imagine its potential and impact.

Of paramount importance is to understand how we can use CMC technology to support and
facilitate critical thinking and higher-order learning outcomes. Much research and development
remains to be done in order to create the dynamic patterns of pedagogical practice that will
facilitate productive educational transactions.

The strategic approach to research advocated here begins with a coherent model that focuses
on the critical thinking process and not on an unordered listing of cognitive skills. The model
described above could be used to provide metacognitive awareness for researchers and students.
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Without metacognitive awareness, there are serious questions as to whether researchers will
have a coherent framework for studying this complex process systematically and whether
students will have an adequate cognitive map for learning how to learn and become self-
directed, cognitively autonomous learners.

There seems to be little question that our present understanding of the use of CMC and
computer conferencing for purposes of online learning is seriously limited. Progress will
necessitate a concerted and multipronged approach to studying the technology, pedagogy, and
organization of online learning. Moreover, scholars in the field of distance education must take
a leading role in this work or risk being marginalized in an area where we have previously
provided innovative leadership. The importance to the field of distance education of further
research on the use of CMC for purposes of online learning should not be underestimated.
Perhaps no other area of study will have a greater impact on the future of distance education.
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This chapter focuses on the social, pedagogical, and economic impact of interaction in dis-
tance education. It reviews six types of interaction by extending an earlier discussion (Moore,
1989) of forms of interaction to include teacher-teacher, teacher-content, and content-content
interaction. It also suggests new areas and approaches to research that will expand our under-
standing and competence when using the tools and approaches related to these six forms of
interaction.

DEFINING INTERACTION IN DISTANCE EDUCATION

Interaction is a complex and multifaceted concept in all forms of education. Traditionally
interaction focused on classroom-based dialogue between students and teachers. The concept
has been expanded to include mediated synchronous discussion at a distance (audio- and video-
conferencing); asynchronous forms of simulated dialogue, such as Holmberg’s (1989) “guided
didactic conversation” and mediated asynchronous dialogue (computer conferencing and voice
mail); and responses and feedback from inanimate objects and devices, such as “interactive
computer programs” and “interactive television.”

Wagner (1994) addressed the problem of definition and defined interaction (in a distance
education context) as “reciprocal events that require at least two objects and two actions. Inter-
actions occur when these objects and events mutually influence one another”(p. 8). This defini-
tion seems satisfactory in its simplicity, having captured the major components of reciprocity
and multiple actors and avoiding further restrictions on meaning or application. Simpson and
Galbo (1986), however, argued that the essential characteristic of interaction “is reciprocity
in actions and responses in an infinite variety of relationships” (p. 38). This definition, while
attempting to be widely inclusive, seems to exclude many important educational interactions.
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No teacher or student is capable of an “infinite variety” of relationships, and certainly we
do not see the full gamut of human relationships in formal educational courses. I argue later
that the range of interactions with so-called intelligent machines is also large (but not infinite)
and that relationships between humans and machines can and do evolve through adaptation,
although the possible set of interactions is currently more restrictive when nonhuman actors
are involved.

The exclusion of nonhumans from the definition of interaction was also adopted by Daniel
and Marquis (1988), who use the term inferaction “in a restrictive manner to cover only those
activities where the student is in two-way contact with another person (or persons)” (p. 339).
Although I sympathize with the theological rationale for placing human communication in a
distinct context from that inhabited by machines, the discussion that follows illustrates that
there are many types of learning and teaching. Formal education is usually accomplished both
with and without exclusively human interaction, and it is becoming increasingly difficult to
qualitatively differentiate between the two. Further, I believe that it is impossible to determine
with certainty which exact combination of human and nonhuman interaction is necessary for
effective instruction with any group of learners or for the teaching of any subject domain, and
thus forcing the term interaction to refer to only activity between certain types of actors seems
counterproductive in an educational setting.

Wagner (1994) attempted to resolve the issue of whether interaction encompasses com-
munication with nonhumans by drawing a sharp and qualitative distinction between the term
interaction, which she retains for communicative relationships between human beings, and
interactivity, which she uses to refer to the currently more limited communication between
humans and machines. This distinction is not apparent in the writings of many distance ed-
ucation authors, nor among computer and cognitive scientists who have developed whole
subdisciplines, including cybernetics and a field named human computer interaction (HCI)
(see http://www.hcibib.org/). Thus, it seems futile to try to propagate the use of different words
for communication involving the two major types of actors (human and nonhuman) in modern
distance education.

Wagner also takes a narrow view of interaction by focusing exclusively on “instructional
interaction”—those events that are designed to change the behavior of students. I take a wider
view of interaction and consider it to occur throughout the whole education system. Instruc-
tion, teaching, learning, and administration each have a place within education systems, and
interactions between them affect every other component in mutually dependent relationships.
Thus, this chapter deals with interactions between, for example, teachers and teachers that,
although not strictly instructional, are integral to the distance education context.

In summary, despite concerns about the application of Wagner’s simple and broad definition
of interaction, her definition does seem to include the essential components and nature of
interaction without compromising or restricting the wide range of possible types of interaction. I
next turn to a discussion of the value of interaction in education settings and then to a description
of the different types of interaction encountered in a distance education context.

THE VALUE OF INTERACTION IN DISTANCE EDUCATION

John Dewey’s (1938) “transactional” conception of activity-based education views an educa-
tional experience as a “transaction taking place between an individual and what, at the time,
constitutes his environment” (p. 43). Dewey’s description not only fits neatly with the complex
shifting of time and place that defines distance education but also emphasizes the importance of
interaction with the various human and nonhuman actors that constitute the environment. For
Dewey (1916), interaction is the defining component of the educational process that occurs
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when the student transforms the inert information passed to him or her from another and
constructs it into knowledge with personal application and value.

Dewey’s stress on interaction is reinforced by Laurillard (2000), who argued that a university
education must go far beyond access to information or content and include “engagement with
others in the gradual development of their personal understanding” (p. 137). This engagement is
developed through interaction between teachers and students and forms the basis of Laurillard’s
conversational approach to teaching and learning. However, interaction with teachers or student
peers, without access to content, is likely to result in interaction more typical of a pub chat
than a high-quality educational experience. Garrison and Shale (1990) defined all forms of
education (including that at a distance) as interactions among teachers, students, and content.
Thus, both human and nonhuman interactions are integral and reciprocal components of a
quality educational experience, whether delivered at a distance or on campus.

Most classroom teachers and researchers have stressed the value of interaction within the
educational process. Chickering and Gamson (1987) found that interaction between students,
among students, and between teachers and students (in a campus context) are three of the seven
indictors of quality that have emerged in the research on university-level education. Distance
education theorists (Garrison, 1991, 2000; Holmberg, 1991; Moore & Kearsley, 1996) and
researchers (Anderson & Garrison, 1995; Harasim, 1990; Henri & Rigault, 1996; Katz, 2000;
Saba & Shearer, 1994; Soo & Bonk, 1998; Winn, 1999) have each focused on the pedagogical,
motivational, and economic costs and benefits of interaction and generally ascribe critical
importance to it.

Michael Hannifin (1989) itemized the functions that interaction purports to support in an
educational context:

® Pacing. Interactive pacing of the educational experience operates in a distance context
from both a social perspective, as in keeping an educational group together, and an individ-
ual perspective, as in prescribing the speed with which content is presented and acted on.

® Elaboration. Interaction serves to develop links between new content and existing schema,
allowing learners to build more complex, memorable, and retrievable connections between
existing and new information and skills.

® Confirmation. This most behavioral function of interaction serves to reinforce and shape
the acquisition of new skills. Confirmational interaction traditionally takes place between
student and teacher but is also provided by feedback from the environment through ex-
perience and interaction with content in laboratories and while working through content
formatted in computer-assisted tutorials and from peers in collaborative and problem-
based learning

® Navigation. This function prescribes and guides the way in which learners interact with
each other and with content.

® [nquiry. Hannafin’s conception of inquiry focused on inquiry related to a computer sys-
tem that was displaying content and monitoring student response. The interconnected and
more widely accessible context for inquiry now provided by the Internet opens the door
to a much greater quantity and quality of inquiry.

To these I would add the “study pleasure and motivation” that Holmberg (1989, p. 43) describes
as developing from interaction and the relationship between the teaching and learning parties.

It can be seen that interaction fulfills many critical functions in the educational process.
However, it is also becoming more apparent that there are many types of interaction and indeed
many actors (both human and inanimate) involved. As a result of this complexity, a number
of distance education theorists have broken the concept of interaction down into component
types based largely on the roles of the human and inanimate actors involved.
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Moore (1989) described three forms of interaction in distance education: interaction between
students and teachers, interaction between students, and the interaction of students with content.
I discuss each of these in turn and provide three additional forms later in this chapter. However,
first I discuss and set aside two additional forms of interaction described by distance education
theorists.

Hillman, Willis, and Gunawardena (1994) described a type of interaction that they called
“learner/interface interaction,” which they defined as the “process of manipulating tools to
accomplish a task” (p. 34). Learner/interface interaction focuses on the access, skills, and
attitudes necessary for successful mediated interaction. All forms of interaction in a distance
education context are, by definition, mediated forms of interaction. Thus, learner/interface
interaction is not a unique form of interaction but rather a component of each of the other
forms of interaction whenever they occur in a distance education context. I choose not to
discuss learner/interface interaction as a separate form of interaction but do not deny that
acquisition of communication and technical skills is an integral component of the hidden
curriculum of distance education (Anderson, 2002).

Sutton (2000), building on insights from Fulford and Zhang (1993) and Kruh and Murphy
(1990), postulated yet another form of interaction known as “vicarious interaction.” In distance
education, as in classroom-based interaction, not all students interact during individual classes
or even during the course of a complete course. However, they may “interact” vicariously.
Sutton defined vicarious interaction as what “takes place when a student actively processes
both sides of a direct interaction between two other students or between another student and
the instructor” (p. 4). Sutton found that those who interacted vicariously had read, appreciated,
and learned from the interactions of others, but they felt no desire to interact themselves and
perceived that such interaction would have added little to the course of study. Thus, one cannot
discount vicarious interaction as a useful learning modality. However, vicarious interaction is
a variation on all forms of interaction and is not really a distinct form in that it necessarily
occurs in combination with other forms and requires the active interaction of other players to
be realized.

Anderson and Garrison (1998) have expanded the discussion on interaction to include three
other forms of interaction: teacher-teacher, teacher-content, and content-content (see Fig. 9.1).
Harkening back to Dewey’s reminder that education takes place within an existing social
and environmental context, it should be noted that Fig. 9.1 simplifies real life by omitting
the larger sphere of interaction that exists outside of formal education. Interactions between
students and teachers on the one hand and their families, workplaces, and communities on the
other dramatically influence the context in which formal education takes place. Burnham and
Walden (1997) refer to interactions of this kind as “learner-environment interactions.” These
interactions are conditioned by broader societal norms and expectations related to gender, race,
and a variety of other sources of social status. They are very complex, often idiosyncratic, and
generally lie beyond the scope of this chapter. However, they cannot be ignored when situating
this interaction model in any real situation.

Student-Teacher Interaction

Beginning with Plato and continuing with later educators, notably John Dewey, much has
been written about the importance of interaction between students and instructors. Many
of the pedagogical benefits of teacher-student interaction, especially those related to mo-
tivation (Wlodkowski, 1985) and feedback (Laurillard, 1997, 2000), are equally relevant in
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FIG. 9.1. Modes of interaction in distance education. From “Learning in a Networked World: New
Rules and Responsibilities, T. Anderson and D. R. Garrison, 1998, in C. Gibson (Ed.), Distance
Learners in Higher Education Madison, WI: Atwood Publishing, 1998. Reprinted with permission.

classroom-based and distance education. Studies of audiocon