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Background

The countries of the Caribbean share many of the challenges faced by small states around the

world.  At the UNESCO/CARICOM consultation on higher education in the Caribbean, held

June 29 to July 1, 1998, the Governor General of St. Lucia, Dr. Pearlette Louisy, highlighted the

issues of scale, isolation and dependence as being associated with the many challenges that

face educational development in small states (Louisy, 1998, 170). She went on to identify one

of the five main strategies that the Caribbean has devised in response to these challenges as

they relate to higher education: the use of multiple delivery modes, encompassing the use of

distance education in particular.

As a strategy for cooperation and collaboration,

distance education in the region is assisting in the

development of a new concept of mobility,

perceived in terms of programme and credit flows,

rather than in terms of student flows, thereby

contributing to the internationalization of higher

education (Louisy, 1998, 171).

The consultation concluded that the region should

seek “to increase tertiary involvement from its

1997 level of 7.5% to 15% by the year 2005”

(IESALC/UNESCO, 1998, 179) and that access

should be improved through inter-institutional

collaboration and through the use of multiple

modalities and pathways, and through the

establishment of various articulation agreements

(IESALC/UNESCO, 1998, 179).

However, even as a strategic response to some of

the challenges that face education in small states,

the development of distance education within the

region itself encounters problems. Some of these

include unequal infrastructure development

among the countries of the region, as well as

within any one country, and limited human

resources, especially in remote areas. Cost

efficiency of distance education has traditionally

been predicated on large audiences, while in the

Caribbean the numbers are relatively small.

Following on a conference organized by the

Institute of Continuing and Distance Education,

University of Guyana, held in September 1999

on Pragmatism, Quality, Collaboration and

Partnerships, it was proposed that a second

conference be organized to specifically examine

issues relating to distance education in small states.

It was also proposed at the Guyana conference

that a Caribbean distance education association

be established and a working group was formed.

In developing the plans for the conference on

distance education in small states, it was decided

that the conference should not be limited to the

Caribbean experience but should seek to include

all countries that can be described as small states.

The Conference

The University of the West Indies (UWI) Distance

Education Centre (UWIDEC) began in mid

December 1999 to organize for the conference

on Distance Education in Small States. Its

implementation in July 2000 was made possible

through the tremendous organizational and

financial support given to UWIDEC by

international, regional, and local organizations and

the interest of individuals who responded to the

Overview
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call for papers and workshop proposals. In all, over

the two days there were two keynote speeches,

thirty-eight papers covering ten topics relating to

the theme of distance education in small states:

case studies, online distance education, pedagogy

issues, health, teacher education, heterogeneity in

distance education, librarianship/information,

quality issues, collaboration, videoconferencing

and VSAT technology.  There were four workshops

on developing self-learning courseware in print,

incorporating technology – a systems approach,

development and production of low cost videos,

and information resources for learning and

teaching in primary care: a prototype for distance

education. There were also six exhibitions

mounted. Some 164 registered participants (not

including specially invited guests to the opening

ceremony) registered for the conference.

Summary of the Opening Ceremony

The opening ceremony, which was chaired by

outgoing Pro Vice Chancellor for Non-Campus

Countries and Distance Education (NCCs & DE),

Professor Woodvil le Marshall , featured

addresses from government ministers and

representatives of local, regional and

international organizations.

In his opening remarks, Professor Marshall

highlighted the importance of the conference in

bringing together distance education professionals

in the region. He noted the potential of distance

education to increase the reach of the university

and emphasized the increased educational

opportunities for persons in the non-campus

countries in particular.

Building on the themes highlighted by Professor

Marshall, UWI Vice Chancellor Professor Rex

Nettleford placed the conference deliberations in

the context of widening access to education. He

made a call for increased education in information

technology in particular and pointed out that the

UWI intended to establish a training centre in

information technology. This, he said, was part of

a regional strategy to raise information technology

skills of the wider region to “acceptable standards”.

Placing the issues of the conference in a global

context, UNESCO regional representative Dr.

Claudia Harvey described the conference as

central to the mission of “education for all”. She

pointed out that the conference could contribute

to this international mission by exploring the use

of distance technologies for gender equality in

education and greater reach across various

education levels and age ranges. Reiterating the

Vice Chancellor’s call for information technology

education, Dr. Harvey stated that UNESCO had

established a task force to look at “ways of

intensifying its collaboration with member states

in the use of information technology in

education”.

Speaking on behalf of the president of the

Commonwealth of Learning (COL), Dr. Dennis

Irvine, regional adviser to the president, described

distance educators and supporters of distance

education in the region as “important assets and

of great value to the Commonwealth and to COL”.

Supporting the potential of distance education in

the pursuit of education for all, Dr. Irvine pointed

out the possibilities for the use of distance

education in assisting the “marginalized, isolated

and underprivileged”.

Representatives of regional organizations who

spoke at the opening ceremony also pointed out

the potential of distance education to increase

access to education in the region. Dr. Carole

Maison-Bishop, programme manager, CARICOM,

highlighted some of the advantages of distance

education. Emphasizing the flexibility afforded the

distance student in particular, Dr. Maison-Bishop

described the prospect of studying at home “in

pyjamas and bunny slippers”, as exciting.
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Speaking on the role of distance education in the

region, Dr. Audley Espeut, chief, Post

Implementation and Evaluation Unit, Caribbean

Development Bank (CDB) heralded distance

education for making “significant contributions to

national goals by increasing access to education.

Thus helping bring about greater equality of

educational opportunities.” Dr. Espeut described

distance education as one of the most practical

modes of teaching today.

In addition to the representatives of regional and

international organizations, also addressing the

opening session of the conference were

government ministers Dr. Rupert Griffith

of Trinidad and Tobago, and the Honourable

Burchell Whiteman of Jamaica.

Dr. Rupert Griffith, Minister of Training and

Distance Learning, outlined his government’s

work in promoting distance education at the

community, school and tertiary levels. Minister

Griffith spoke of Trinidad and Tobago’s

establishment of a Distance Learning Secretariat

to coordinate and manage the delivery of

programmes and highlighted the initiatives taken

by the Secretariat so far.

Guest speaker at the opening ceremony was

Jamaica’s Minister of Education and Culture, the

Honourable Burchell Whiteman. Minister

Whiteman identified a number of challenges

facing distance educators and highlighted the

need to find innovative strategies to address these

challenges. Minister Whiteman also officially

launched the Jamaican Association for Open and

Distance Learning (JADOL), which was one of the

highlights of the opening ceremony.

In providing a background to JADOL, Wesley

Barrett, chief education officer, Jamaica said the

launch marked the culmination of hard work by

representatives of the Ministry of Education of

Jamaica and a multidisciplinary group which

included representatives of the UWIDEC.

Summary of Discussions*

From the discussions that followed the paper

presentations and in plenary sessions, the

following issues in distance education in small

states emerged.

Contextual Issues

Distance education was considered in the context

of globalization of knowledge and of educational

products and services. In that context, it was seen

that small states could be both providers and

consumers. However, given the history of

colonization, economic openness, high unit costs

and the greater production and marketing capacity

of bigger countries, the risk was that small states

would be consumers more often than they would

be producers of distance education products and

services. Consequently, the risk of distance

education not being culturally relevant was a

threat. It was postulated therefore that small states

had to be aware of these threats and organize

themselves to make best use of the opportunities

available, without succumbing to the threats.

The other issue of context that was seen as

critically important was that of the institutional

contexts. In many institutions in small states, the

face to face approach was seen as the superior

mode of offering education. Moreover, educational

transactions tended to be closed ones and distance

education threatened to make them far more open.

This could lead to educators feeling threatened

and, consequently, lead to their resisting distance

education.

A third cultural/contextual issue that surfaced

frequently in the conference was the comfort

*  This section was prepared by Claudia Harvey
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target groups experienced with known ways of

educational delivery which had led to a certain

dependence on teacher/lecturer-led delivery. This

would need to be overcome, if full benefits were

to be derived from distance education, which

required more independent student action.

The need to keep up with the most recent modes;

pressure from governments to get more value for

money and to provide education at all levels to

make small states more economically competitive

were seen as critical contextual issues driving

distance education initiatives.

Policy Issues

In the contexts outlined above, the conference

felt that several issues had to be tackled at the

level of national and institutional policy. For

example, issues related to the high costs of

telecommunications in small Caribbean states

related directly to providers’ negotiated contracts

with governments. Moreover, issues related to

licenses hampered the interconnectivity among

states. To facilitate the exchange necessary for

distance education, there would need to be

changes of policy at a governmental level.

Examples of facilitating policy in some states was

the reduction or removal of taxes on computers

and soft loans on the same items to encourage

greater use of electronic technology.

The critical nature of political will in the distance

education initiative was illustrated in the case

study on Trinidad and Tobago. The minister, in his

address at the opening ceremony, indicated that a

Ministry of Training and Distance Learning was

established to push forward the distance

education initiative at the community, school and

tertiary levels of that country.

The need for policy on the use of distance

modalities at the secondary level and in national

educational policies for children and youth

was discussed. This was seen as particularly

important in some states where youth were often

turned off the “old fashioned” methods in

classrooms and more attuned to the new

technologies.

At the institutional level, the conference pointed

on several occasions to a “policy lag”. There were

cases where the worth of distance approaches was

articulated, programmes may actually have been

put in place, but policies with reference to staff

rewards, student enrolments, requirements for

practical course components, etc. had not been

revised. This militated against the effective

implementation of distance education

programmes. In these cases, it was felt that

distance education was intellectually accepted, but

not emotionally embraced.

Support, even in the form of accelerated rewards,

for distance education innovators, champions and

early adopters was advocated as one possible

policy initiative that would push the cause of

distance education. Greater management

responsiveness in the early stages of

implementation was also advocated.

Target Groups

The target groups discussed at the conference

varied widely. Groups included teacher trainees,

physicians doing professional upgrading, masters

students, distance educators in training, learners

at the community level receiving various

programmes from primary health care to second

language training.

The attitudes of learners and the “culture of

learning” were raised as important factors here.

These include negative attitudes of older learners

to technology and the dependence on teachers

raised earlier. The possibilities of using the

technology to reach the unreached or at risk, for

example out-of-school male youth in the
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Caribbean or rural populations in mainland small

states, was explored. A CARICOM/UWI/UNDP

initiative to establish a technology centre for the

training of university staff was indicated as one

direction in the upgrading of staff to work with

distance education.

Curriculum

Much of the discussion in this area focused on

the suitability of distance delivery for different

kinds of contents. By and large, the conference

indicated that any subject matter could be

presented using distance modes if there was

thoughtful design and a careful matching of

content, target group and appropriate technology.

Perhaps the most ticklish issues resided in the

delivery of the practical components of courses.

Generally, the mix of media and the occasional

use of on-site tutors were seen as a way of

overcoming these difficulties.

Technology

As can be expected in a conference on distance

education, several sessions and much discussion

focused on technology usage. Issues of the digital

divide as it affected small countries; access to the

poor and remote; the need to be purpose- rather

than technology-driven in order to use the right

mix of appropriate, cost effective technologies;

and the technical quality of materials in any media,

occupied the attention of the conference.

As an indication of the growing maturity of the

field, far less time seemed to be spent in arguments

over the strengths and weaknesses of high- and

low-tech approaches as happened in previous

similar conferences, and more attention was paid

to appropriateness of technology to purpose and

context.

Resources, Including Finance

Perhaps the greatest problem seen for distance

education in small states was the higher unit costs,

because there could not be, within each state, the

advantages of economies of scale. The resulting

high costs could reduce access to the educational

offerings to those most in need.

For example, the importance of remote access

to libraries was stressed. However, the fact that

small states with small population bases would

tend to have higher per capita costs and therefore

small collections militated against the effective use

of such libraries, even though the academic needs

would be the same. This would potentially put

distance education students in small states at a

disadvantage.

The financial constraints on acquiring, maintaining

and updating relevant technologies were

underscored. The difficulties of accepting “gifts”

in such situations were also outlined, since these

gifts frequently could be of the outdated,

unwanted technologies that would prove to be

more costly in the long term.

The need to maximize the use of resources by

way of removing inefficiencies to release capacity

was noted. Staff development in teaching and

research on distance education to reveal best

practice were all seen as ways to maximize the

use of existing capacity.

The use of the available technologies, team

teaching, the sharing of different kinds of expertise

and student exchanges were all seen as

collaborative measures that would enhance

capacity.

Collaboration

It is in the context of costs and the striving for

excellence that the value of collaboration across

small states and between small and larger states
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was stressed. Collaboration could be among

different stakeholders within the same institution;

across institutions, clusters of institutions, or

systems.

It was felt that collaboration would make it

possible to share expertise across jurisdictions and

enhance the product to be delivered to students.

It could result in the sharing of information,

materials, and facilities. For example, in the case

of libraries, online access to different libraries can

help overcome the problems of potentially small

holdings in small states.

One major risk of collaboration, that of different

agendas of different parties being inimical to

partnership, was identified. The importance of

treating with such issues early in negotiations was

highlighted.

Quality

The importance of monitoring quality in all

aspects of the distance education enterprise was

underscored. The role of proactive strong

leadership, external monitoring, including

compulsory reviews, and the usual need to be

always vigilant were underscored.

Some Possible Dilemmas

Some possible dilemmas were raised:

• How to have the required speed and

adroitness to overcome the digital divide,

while at the same time taking the time to do

distance education right?

• How to stay in the mainstream of international

educational services, but at the same time

maintain the cultural relevance of these

services to small states and avoid being

culturally swamped?

• How to collaborate widely to expand one’s

resource base, but maintain the integrity of

one’s institutional mission?

• How to reconcile the virtues of one to one

human contact with the virtues of the virtual?

In conclusion, it was felt that the greatest gains

would be had if the focus was not on distance

education as a mode in and of itself, but as a

mechanism for improving teaching and learning

and transforming educational systems.

The Way Forward

Likely follow up arising from the conference

include the following:

The formation of a Caribbean association for

distance education and the establishment and

maintenance of linkages with similar

associations in other small states. This

association would be charged with lobbying

governments for policies supportive of

distance education, e.g. lower tele-

communication rates. The Commonwealth

of Learning had committed to assist in the

formation of the association.

A follow-up conference to take place in

Trinidad and Tobago at which time the

Caribbean association could be launched.

The use of distance means to prepare literacy

facilitators with the objective of achieving 100

percent functional literacy in all Caribbean

states.

Facilitation/promotion of the production of

materials other than print. The

Commonwealth of Learning and UNESCO’s

International Institute for Higher Education

in Latin America and the Caribbean were

identified as two organizations that could

assist in this area.

Promotion of parent education courses by

distance.

Exploration of the use of distance to expand
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the reach of education at levels below tertiary

and for out-of-school youth, especially males.

Extension of collaboration in distance

education between the University of the

South Pacific and the University of the West

Indies, the world’s only two regional

universities serving states widely separated

by water.

Intensification of collaboration in distance

education with UNESCO’s International

Institute for Higher Education in Latin

America and the Caribbean.

In addition to the action proposed, the papers

contained in the proceedings will undoubtedly

add to the body of knowledge on distance

education in general and the specific

circumstances of small states in particular.

Evaluation

Evaluation forms for each of the keynote

speakers, paper and workshop presenters as

well as for the overall conference were

distributed to all the participants in their

conference packages.  (See Appendix B.)  A total

of 575 completed evaluation forms were

received, providing valuable feedback on

various aspects of the conference. The keynote

speeches, workshop and paper presentations

were well received, and indicators clearly

showed that respondents were engaged in the

sessions that they evaluated. Overall, responses

offered an extremely positive evaluation of the

conference.

Post Conference

Subsequent to the conference, the Common-

wealth Secretariat held an expert group meeting

to focus on education and human development

in small states. A draft of this conference

overview was circulated to delegates at that

meeting and the issues highlighted were

discussed and will  form part of a draft

declaration to be presented at the

Commonwealth Ministers of Education

Conference, scheduled for Halifax, Canada in

November 2000.
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Keynote Speakers

Rajesh Chandra was born in rural Fiji and educated

at the University of the South Pacific (USP) and

the University of British Columbia, Canada. A

geographer by training, Professor Chandra has

been involved in senior management and

leadership positions at the USP since 1987. He is

currently deputy vice chancellor and chairman of

the Distance Education Committee of USP, and

is closely involved in the strategic planning

policies and processes at USP.  Professor Chandra

has held visiting appointments at the University

of Canterbury, New Zealand; Australian National

University, Australia; and the East-West Centre,

Hawaii.

Anna Stahmer joined the World Bank two and one

half years ago as lead specialist for distance

learning and manager of the Distance Learning

Unit in the World Bank Institute. Over the last year

she has concentrated on the development of the

Global Distance Learning Network. Ms. Stahmer

has many years of experience related to

technology and learning – as manager and

implementer and as evaluator, and has helped to

create new initiatives and businesses, including

the Training Technology Monitor, of which she

was co-owner and copublisher, and the US

Telecommunications Training Institute.

Paper Authors

Marshall Allen is the director of the Institute for

Telecommunications at Oklahoma State University

where he has also served as the director of

Educational Television Services for 30 years.

During that time he has been responsible for a

wide range of educational telecommunications

services, from providing Advanced Placement

Science, Math, and Foreign Languages to small

secondary schools in rural areas nationwide to

designing and implementing a satellite-based, two-

way video and audio network for the U.S.

Department of Defense. He is the president-elect

of the U.S. Distance Learning Association.

Lynette Anderson works at the Institute of Distance

and Continuing Education at the University of

Guyana, and has eleven years of experience in

distance education. She holds a BA (UG), DipEd

(UG), MEd (Wales) and an MA (London).

Derrick Armstrong is a senior lecturer in the

Department of Educational Studies, University of

Sheffield, UK and the programme director for the

university’s programmes in the Caribbean. He is

also the director for Research Strategy and Support

and the chair of the Overseas Distance Education

Committee.

Ian Austin is head of the University Centre of the

University of the West Indies in the British Virgin

Islands.

Mark Austin is managing director of Chandler Reed

LLC, based in New York, where he maintains close

ties with “Silicon Alley” and the Internet

development activities there. Previously, he was

the manager of the Global Technology Group at

the United Nations Development Programme

(UNDP). He also works with UNESCO.

Mik Bancroft is presently education officer

(Distance Education) in the Ministry of Education

and Youth, Bahamas, where he has worked for 28

years. He is a member of the Bahamas National

Commission for UNESCO.

Bios
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Felicity Binns is the deputy director of the

International Extension College (IEC), where she

has worked for the last 12 years, specializing in

project management, finance and administration,

and project development. Her current projects

include those in Guyana, Sudan and Namibia. Her

doctorate is in biochemistry, but qualifications in

accountancy and experience in finance and

administration led to part time work in IEC. Part

time work led to a full time commitment to open

and distance learning and its application to

improving access to education.

Aggrey Brown is professor and director of the

Caribbean Institute of Media and Communication

at the UWI Mona campus. He has worked  in all

media on and off for over 30 years and is interested

in creating learning societies throughout the

Caricom region.

Silvia Carvalho has taught English for Special

Purposes at the Environmental Campus of the Trier

University of Applied Sciences, Germany, since

1996. Her main research interests focus on the

employment of new technologies for language

teaching, and she has been involved in designing

and implementing language laboratories at the

newly founded Environment Campus. Since 1999

she has also been testing the possibilities of using

video-conferencing for distance learning, as part

of a project for the World Exhibition EXPO2000.

Ms. Carvalho completed a PhD programme at the

University of Saarbrücken in 1999 with a

publication on the relationship between

contemporary American poetry and the visual arts.

Claire Craig is presently employed by the

University of the West Indies as user support

manager in the Campus Information Technology

Services Department. She holds a BBM, Ryerson

Polytechnical Institute, Toronto, and a Post

Graduate Diploma in Information Engineering,

NIHERST, Port of Spain. Ms. Craig has extensive

experience in developing technology support

policies, and has been introduced to the support

issues associated with asynchronous learning

during the last year.

Avrill Crawford has been the executive director

of the Jamaica Computer Society Education

Foundation (JCSEF) since April 1996. Mrs.

Crawford has amassed considerable

understanding of the use of the technology to

facilitate distance education and, in particular, the

infrastructure and support systems that are

necessary to ensure efficient and effective delivery.

She is a graduate of the University of the West

Indies, with a BSc in Physics and Mathematics, and

also has a postgraduate diploma in Computing

Science from the University of Glasgow. Her career

spans over 20 years in the information technology

sector.

Florine Dalgety has over 24 years of experience

in distance education, and is currently affiliated

with the Guyana In-Service Distance Education

Project. She holds a BSc (UWI), DipEd (UG) and

an MSc (UEA).

Patrick Dallas is the coordinator for research in

the Faculty of Engineering and Computing at the

University of Technology, Jamaica. He is also

chairman of the Jamaica Software Developers

Association and managing director of InfoTech &

Controls Ltd., as well as chairman of its training

subsidiary, Training & Evaluation Solutions (TES).

He has an active interest in the application of

technology in education and training, and has been

responsible for the development of a number of

products in this arena. He regularly makes

presentations to educators and education

administrators, sensitizing them to the new

developments and their applicability to education

and training.

Gail Delicio is an associate professor in the School

of Education at Clemson University. She earned
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her PhD in Educational Psychology at Florida State

University, and prior to joining the Clemson faculty,

served on the graduate  faculty at Temple

University and in the Florida public schools as a

teacher of  K-1 and 2 Art and Middle School

Science. She presently teaches Internet-supported

courses in Educational Research, Educational Tests

and Measurement, and Educational Psychology in

the master’s and doctoral programmes in

Curriculum and Instruction. Her research interests

include learning in the Internet environment and

cognition in the visual arts.

Kala Dowlath is employed by the Commonwealth

Secretariat as a senior programme officer. She is

attached to the Commonwealth Youth Programme

(CYP) Caribbean Centre and has responsibility for

implementing the Secretariat’s youth-focused

Human Resource Development strategy in the

Caribbean.

Celia Graebner first became interested in the

potential of computer-mediated communications

for bringing together tutors and students in adult

and community education in the late 1980s.  After

taking a master’s in information and

communication technologies (ICTs) and learning,

she has worked as an advisor on the development

of ICT-based teaching and learning in universities

in the UK and Australia and, more recently, as a

distance education tutor in the graduate

professional development programmes of the

University of Sheffield and a freelance educational

researcher.

Sharida Hosein is a librarian in the University

Libraries, the University of the West Indies St.

Augustine campus. She holds a BSc Agriculture,

MSc Plant Sciences, MSc Information Sciences, and

is a member of the committee at the University

Libraries, St. Augustine charged with developing

the policy for library services to distant students.

Her main interests are user education and

developing information literacy among the user

population.

Badri N. Koul is the director of the University of

the West Indies Distance Education Centre and

holds a UNESCO Chair in Educational Technology.

Earlier he was a pro vice chancellor at the Indira

Gandhi National Open University (IGNOU), India,

and the founder executive director of STRIDE

(IGNOU). His over 35 years of work in tertiary

education include 25 years of experience with

various aspects of tertiary level distance education.

He has three MA degrees (English, Hindi and

Applied Linguistics), a postgraduate Diploma in

the Teaching of English and a PhD in Curriculum

Development. He is the author of five books and

over 100 articles of various types.

Eva Kupidura, MA (Poznan), MLS (Toronto), is the

information and communications coordinator

with the International Council for Adult Education

(ICAE) in Toronto. She is also the DECADE project

coordinator. Her international experience includes

library and information work, project planning,

development and management, research,

consultancy, and teaching. She writes on, and her

areas of expertise include, information and

documentation in adult learning, new

communications technology for development, and

international NGO cooperation and movement.

She has been actively involved in the development

of the Adult Learning Documentation and

Information Network, the global network

coordinated by the UNESCO Institute for

Education in Hamburg, and is a member of its

Steering Committee.

Karen Lequay is presently employed by the

University of the West Indies as systems manager

in the University Libraries. She holds a BSc (Hons.),

the University of the West Indies, St.  Augustine, an

MSc in Oceanography, University of Southampton

and an MSc in Information Studies, Loughborough
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University of Technology. Ms. Lequay also has a

wealth of experience in teaching/training and is

currently a local tutor for the University of

Sheffield Master’s in Educational Studies (by

distance learning), where she facilitates tutorial

sessions and locally supervises student

dissertations for the IT in Education module.

Marilyn Lewis works in the Medical Sciences

Library of the University of the West Indies St.

Augustine campus. She holds a BA degree, a

Diploma in Library Studies, a Diploma in Public

Administration and an MLS degree. She has

collaborated in the design of a local web page to

be used for a postgraduate course offered by

distance.

Bob Lippert works with the Department of Crop

and Soil Environmental Science, Clemson

University, Clemson, South Carolina, USA. His

previous experiences include his participation in

a distance taught graduate course and his initiative

in developing four Web-based agricultural modules

for training extension agents in six southeastern

states. His future projects include developing a

basic soils module for use by Master Gardeners,

seventh graders and university education majors.

He is also leading a regional project to create

interactive Web-based self-instruction modules

covering topics such as farm safety, pesticide use

safety, emergency preparedness, and soil fertility

issues.

Kim Mallalieu is leader of the Communications

Systems Group in the Department of Electrical

and Computer Engineering at the University of

the West Indies St. Augustine campus. She holds a

BSc in Electrical Engineering, an MS in Optics and

a PhD in Electrical Engineering. She has been

involved in the development of electronic

courseware material for Web support of campus

taught courses and for distance mode teaching.

Stewart Marshall is a professor and foundation

dean of the Faculty of Informatics and

Communication at Central Queensland University

in Australia. Previously he was the foundation

professor of Communication Studies in the Faculty

of Arts at Monash University. He has worked in

the higher education sector for 26 years in

England, Papua New Guinea, Australia and

Southern Africa. His experience in distance

education goes back to 1974 when he tutored for

the Open University in the UK. More recently,

during 1996 to 1998, he was seconded from

Monash to the newly formed Institute of Distance

Education in Swaziland, Southern Africa where he

was the foundation coordinator of Academic

Studies. His research interests are in the roles of

communication and distance education in

developing countries.

Evadne McLean is a librarian at the Mona campus

of the University of the West Indies. Since 1997

she has been developing and coordinating library

services for distance learners attached to that

campus. In 1999, as a Cable and Wireless Fellow,

she visited university libraries in the UK where

she observed library support for distance learners.

Errol Miller is director of the Institute of

Education, Mona and professor of Teacher

Education and former principal of Mico Teachers

College. He is past president of the Jamaica

Teachers Association, a former permanent

secretary of the Ministry of Education and former

independent senator in the Jamaican Parliament.

He is a newspaper columnist and the author of

ten books and a number of chapters of books and

papers in academic journals. Professor Miller is

the recipient of a number of awards and honours

for public service and contribution to education

in the Caribbean. He is Caribbean representative

and Alternate Chairman of the Steering Committee

of the Education for All Forum.
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Carlton Mills is deputy principal, TCI Community

College and resident tutor, the University of the

West Indies Centre, Turks and Caicos Islands. He

holds a Teachers Certificate, Certificate in Social

Work (UWI), Certificate in Public Administration

(UWI), BA (UWI), Diploma in Education (London),

MEd (Bristol) and is currently pursuing a doctorate

in Education at the University of Sheffield, UK.

Paula Morgan has been involved in distance

education writing, curriculum design, programme

design and mounting of distance courses. She has

worked as curriculum development consultant on

the Caribbean University Level (CULP) Programme

and is currently deputy dean, Distance and

Outreach, in the Faculty of Humanities and

Education, the University of the West Indies St.

Augustine campus. Dr. Morgan developed and

wrote material for the course Language

Proficiency for Tertiary Level that is being used

throughout the region and she is in the process

of producing two self-instructional courses:

Introduction to Prose Fiction and Writing about

Literature.

Halden A. Morris is lecturer in technical and

vocational education in the Institute of Education,

the University of the West Indies Mona campus.

He is currently a member of the National Council

on Technical and Vocational Education and

Training in Jamaica, with special responsibility for

certification. He is a senior member of the Institute

of Electrical and Electronics Engineers (IEEE) and

is the current chair of the Jamaica Section of IEEE.

His research includes technology education at the

primary and secondary levels in the Caribbean.

Ann Cheryl Namsoo was, until 1998, the local

director of the University of Sheffield’s MEd course

in Trinidad and Tobago. She is currently a full-time

doctoral student at the University of Sheffield,

where she is researching distance education and

teacher education programmes in the Caribbean.

Ermina Osoba is the resident tutor of the University

of the West Indies School of Continuing Studies

in Antigua and Barbuda. She holds a BSc (Honours)

degree in Economics (with a major in Sociology)

from the University of the West Indies and a PhD

in Anthropology from Brandeis University in the

USA. She has co-authored with Beverley Steele

(fellow sociologist and resident tutor in Grenada)

the Study Guide for the Sociology of the Caribbean

Course for distance learners. She has also done

instructional design work for a core course in the

Commonwealth Youth Programme Diploma in

Youth and Development Work, offered at UWI

through the distance education mode.

Tomlin Paul is lecturer in the Department of

Community Health and Psychiatry at the

University of the West Indies, Mona campus. He is

a physician (MB BS – UWI) with specialty training

in Public Health (MPH – UWI), and has a strong

interest in medical education. He is currently

pursuing a PhD in Epidemiology at the Johns

Hopkins University, Baltimore, Maryland (USA),

where he recently taught on the MPH distance

education course.

Jason Pennells has worked in distance education

since 1987 and for International Extension College

(IEC) since 1991. His current work involves

training and consultancy in distance education,

with the focus on assisting institutions and

projects to develop appropriate and effective

materials and systems. He has worked in various

countries, including Uganda, Sudan, Kenya,

Namibia, Nigeria, Belize, Guyana, Barbados,

Jamaica, Maldives, the Solomon Islands and

Vietnam. He tutors (and formerly studied) at a

distance on a Master’s in Distance Education, and

also runs training courses in the UK, both with

students from around the world.

Glade Presnal is the senior projects manager of

the Institute for Telecommunications at Oklahoma
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State University. During the seven years he has

held that position he has prepared several

proposals that funded a wide variety of distance

learning projects. He has conducted survey

research ranging from a telecommunications

survey of a small Oklahoma community to a

national survey of higher education institutions.

He was also responsible for coordinating an effort

to fund and develop electronic community centres

for small, isolated Oklahoma towns.

Ruth Reviere has been directly involved, since

1997, in developing distance education materials

at the Distance Education Centre of the University

of the West Indies (UWIDEC). Before joining the

UWIDEC, Dr. Reviere was the senior Physics

teacher at a leading secondary school in St. Vincent

and the Grenadines. Dr. Reviere has also filled

various consulting roles (and continues to do so)

with regional institutions, including the Caribbean

Examinations Council. Her career in education

spans some 20 years and includes both secondary

and tertiary education in the Caribbean, and

tertiary education in Canada.

Lystra Sampson-Ovid is the director of the Distance

Learning Secretariat, Ministry of Training and

Distance Learning, Trinidad and Tobago. Prior to

her appointment at the Secretariat, she served as

assistant director at the Agriculture Teacher

Education Centre in Trinidad. She holds a Teacher’s

Certificate, Diploma in Agriculture, BSc and MEd

degrees from the University of California, Davis

and is currently enrolled as a postgraduate student

at the University of the West Indies, St. Augustine.

Her research area is distance education for

sustainable rural development. Ms. Sampson-Ovid

has been an educator, teaching at all levels in the

education system. She has designed and taught

programmes aimed at integrating educational

media in instructional delivery. As the former

chairperson of the Distance Education Sub-

Committee of the College of Science Technology

and Applied Arts of Trinidad and Tobago, she was

instrumental in conducting needs assessments and

developing implementation plans for distance

education in the emerging community college

system of her country.

Barbara J. Speziale is the water quality coordinator

for Clemson University Cooperative Extension and

an extension associate professor in the

Department of Biological Sciences. She has a PhD

in Zoology from Clemson University, a Master's

in Botany from the University of Minnesota,

and a B A in Biology from SUNY Binghamton. She

is an aquatic ecology researcher and is involved

in the development of science education

programmes and curricula.

Deborah Thomas works with the Guyana In-Service

Distance Education Project. She holds a BSc degree

from the University of Guyana.

Dianne Thurab-Nkhosi is an editor at the University

of the West Indies Distance Education Centre, St

Augustine. She has over ten years experience in

information, education and communication,

having worked in various health related

organisations in the public and private sectors.

She is currently pursuing an MPhil in education.

The area of her research is the design of suitable

training programmes for health educators in

Trinidad and Tobago.

Edna Walters is a consultant in Health and

Community Development, with special emphasis

on strategy design and working with youth. She

holds an MPH, BScN and Diploma in Community

Health/Health Education (UWI). She has designed

programmes in family planning, substance abuse,

environment education and health education in

general. She was health education and community

development consultant project manager for the

UNDP/PAHO/CARICOM/UWI Training in Health

and Environment Health Project, delivered by
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distance. She is a member of the Caribbean Public

Health Association.

Elizabeth F. Watson, librarian of the Learning

Resource Centre at the Cave Hill campus of the

University of the West Indies, has been writing

extensively on distance librarianship since 1992.

She is the author of Library Services to Distance

Learners: A Report and the lead editor of Library

Services in the Commonwealth: A Reader, both

published by the Commonwealth of Learning. She

is currently president of the Commonwealth

Library Association and vice president of the

Association of Caribbean University, Research and

Institutional Libraries, and chair of the Memory

of the World Sub-Committee of Barbados’ National

Commission for UNESCO. She is presently writing

a series of books on Barbadian calypsonians.

Shelly Weinstein is president and chief executive

officer of the National Education Tele’s

Organization and EDSAT Institute, a non-profit

non-governmental organization. Previously, Ms.

Weinstein served in the Carter White House, as

director of the Kettering Foundation’s Washington

Office, vice president of the College Satellite

network and other private sector efforts. Ms.

Weinstein has dedicated her 30 year career to the

public’s role in democratic institutions, focusing

on equal educational opportunity for all, energy

and environmental policies. She has spent the last

15 years in the field of distance education,

representing the “education users”, i.e. higher

education, schools and other distance education

centre and public services.

Peter Whiteley taught Physics in high schools in

Jamaica and Grand Cayman before taking a post

as lecturer in Science Education on the Mona

campus of the University of the West Indies. In

1996 he joined the newly formed Office of the

Board for Undergraduate Studies. In this office his

main responsibility is the development and

implementation of a full system of Quality

Assurance and Quality Audit throughout the

university.

Pauline Williams-Green,  MD, DM (Family

Medicine) works in the Department of

Community Health and Psychiatry, the University

of the West Indies, Mona campus. She is campus

programme coordinator for the new Family

Medicine programme by distance and a practising

family physician.

Wilma N. Wright is head of the Extramural

Department of Belize Teachers’ College. She holds

a BSc in Psychology and Women’s Studies and an

MEd with a concentration in planning and

evaluation.

Summary Presenter

Claudia Harvey is the UNESCO representative

(Northern Caribbean) and education advisor for

the Caribbean. A citizen of Trinidad and Tobago,

she has over 20 years experience functioning

effectively at middle and senior executive

management levels, including being a former

director of the University of the West Indies

Distance Education Centre, and a former

permanent secretary in her native country. She

has conducted social and educational policy

research and provided consultancy support in

management and change in the social sectors

(education, health, community development and

gender and development). She has 30 years

involvement in teaching and curriculum

development and evaluation in primary, secondary,

tertiary and non-formal education. Her doctorate

in Higher Education is from OISE, University of

Toronto.
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Workshop Presenters

Ernesta Greenidge is head of the Medical Sciences

Library at the University of the West Indies St.

Augustine campus. She holds a Master’s degree in

Library Science and is a senior member of the

Academy of Health Information Professionals

(AHIP). She has been interested in distance

education since 1992.

Krishnapillai Murugan, curriculum development

specialist at the University of the West Indies

Distance Education Centre, brings to the

workshop 15 years of experience in open/

distance education. He has conducted more than

100 orientation programmes in India, Mauritius

and the Caribbean. He has to his credit about 50

articles published and presented in conferences.

His doctorate is on the evaluation of distance

education training. He has a postgraduate Diploma

and MLitt in TSL (Teaching English as a Second

Language), and a Master’s degree in English

Literature.

Bruce Paddington is lecturer in Educational

Technology at the School of Education, University

of the West Indies, St. Augustine, Trinidad and

Tobago. He also teaches Film and Communications

at the Creative Arts Centre. Prior to joining the

staff of the UWI, he was an assistant professor at

York University, Toronto and a visiting professor

at Bowling Green State University, Ohio. He is a

founder of Banyan Productions and has produced

a number of award winning programmes,

including the “Caribbean Eye” series and the

documentary “And The Dish Ran Away With The

Spoon”.

Martha Preddie is cataloguing librarian at the

Medical Sciences Library, the University of the West

Indies St. Augustine campus. She holds a

postgraduate Diploma in Library Studies and a

Master’s degree in Business Administration. Her

interest in distance education is in the context of

improving the information literacy skills of distant

students.

Carmeta Tate-Blake is curriculum development

specialist at the University of the West Indies

Distance Education Centre at Mona. She has

sought to introduce new course writers to the

concept of using the Internet as a viable support

element of distance teaching, by demonstrating

some of the advantages of online facilitation/

support. She has been an avid supporter of

distance education for the last ten years and her

PhD dissertation is on instructional delivery

methods in distance education.

Conference Documentation

Joanne Blake is an editor with over ten years of

experience in editing academic books and

journals. She was the first editor to be appointed

at the University of the West Indies Distance

Education Centre in 1996 and was instrumental

in creating style guidelines for the production of

UWIDEC course guides and manuals.

Christine Marrett has been involved with the

evolution of distance education at the University

of the West Indies (UWI) since 1982, when she

managed the experimental project (UWIDITE)

utilising interactive audio teleconferencing for the

delivery of distance education programmes in the

three campus, multi-country setting of the UWI.

She is now campus coordinator and senior

projects officer of the UWI Distance Education

Centre (UWIDEC) on the Mona campus, Jamaica.

Her qualifications include a Masters in Public

Sector Management from the UWI and a Diploma

in the Practice of Higher Education, which she

completed as a distance education student of the

University of Surrey.



19

Michael Thomas is the research and evaluation

officer at the University of the West Indies Distance

Education Centre, Cave Hill campus, Barbados. A

former teacher for 26 years, he was appointed by

the cabinet of  Trinidad & Tobago as the research

and development officer in the Ministry of

Information Communication Training and

Distance Learning before moving on to UWI.
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Conference Images

Professor Badri N. Koul
UWIDEC Director

Dr Dennis Irvine
Commonwealth of Learning

Dr Audley Espeut
Caribbean Development Bank

Dr Carole Maison-Bishop
CARICOM

Dr Claudia Harvey
UNESCO

Keynote speakers: Professor Rajesh Chandra (front/left)
and Ms Anna Stahmer (front/second left)
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Dr Rupert Griffith, Minister of Training and Distance
Education, Trinidad and Tobago (left) and Senator

Burchell Whiteman, Minister of Education and Culture,
Jamaica

(Left to right) Minister Whiteman; Professor Rex Nettleford,
UWI Vice Chancellor; Mr Radcliffe Walters, Custos of St Ann;

Minister Griffith and Dr Irvine

(Left to right) Minister Whiteman; Christine Marrett,
Conference Manager and Mr Wesley Barrett, Chief Education

Officer, Ministry of Education and Culture, Jamaica

Minister Whiteman and students of the
Ocho Rios Primary School

The Ocho Rios Primary School Choir A section of the audience at the opening ceremony
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Overview

In March 2000 a Joint Task Force on Small States

of the Commonwealth Secretariat and the World

Bank addressed the challenges, opportunities,

policies and external assistance that show a way

ahead for small states. There is urgency to put in

place the work programme recommended in that

report, in four key areas:

• Tackling volatility, vulnerability and natural

disasters;

Open and Distance Learning:
Tools for Small States to Meet the Challenges of the Global Economy1

Anna Stahmer

Special Advisor to the Director, Distance Learning and Outreach,

the World Bank Institute,Washington, D.C.

Abstract

In order to meet the challenges in the global economy, small states need to

invest in capacity building, training, knowledge creation and decision-support.

Information and communication technology can be essential tools to deliver

on these investments in ways that are timely and of high quality. The broad

economic benefits can be expected to outweigh the investment costs. To

achieve this, knowledge creation and sharing needs to be organized, planned

and facilitated, as it resides in various national governments, local and global

think tanks, regional organizations, as well as multinational organizations – the

World Bank, IMF, the Commonwealth, regional banks, the UN system, or EU

bodies. This role of connecting development stakeholders with the needed

knowledge and experience could be taken on by existing knowledge

institutions. In the Caribbean and the South Pacific at least two regional

institutions exist with the University of the West Indies (UWI) and the University

of the South Pacific (USP) that may be able to take on such a role. There are

likely to be others as well.

• Transiting to the changing global trade

regime;

• Strengthening capacity; and

• Seizing opportunities and challenges arising

from globalization.

The small states themselves have most at stake in

putting the work programme into action with

minimum delay and the international community

appears to be poised to help. Many of the actions

identified in the report will require that the key

1 This address was delivered as a slide presentation and has been reproduced here as a summary of that presentation.

Keynote Addresses
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stakeholders have access to knowledge and

experience to make informed decisions. The

capacity-building organizations in these states

must rise to the challenge. One of the first joint

steps of states and capacity building organizations

could be to flesh out a capacity-strengthening

component of the work programme, which can

be activated quickly. The nature of small states,

with their small numbers of stakeholders and

limited institutional capacity, is likely to lead to

the recommendation for a comprehensive open

and distance learning approach, using information

and communication technology (ICT) to bring

together communities of learners across distances.

To access these ICT-based opportunities, learning

centres are the best practical solution at this time.

Participants will not only have reliable

communication services, but also benefit from

learning with peers and tutorial support.

Regional universities that serve many of the small

states, like UWI and USP, already have some of the

technical and pedagogical support infrastructure

in place and can build on these. With their country

partners and the international community, they

could build up the capacity of small states to

address the challenges of the global economy. In

doing so, a strong partnership with the Global

Development Learning Network (GDLN) will be

a useful asset. Led presently by the World Bank,

GDLN is a partnership among an increasing

number of distance learning centres and networks

around the world. The objective of GDLN is to

provide continuing professional education to

development stakeholders from government,

academia, civil society, NGOs, journalists, etc.

In his global analysis of virtual education, Farrell

(1998) includes three key organizational models

for ODL bodies: they provide facilities, they broker

knowledge services and they offer a niche service.

GDLN and its members are implementing these

models, showing that broad international,

interinstitutional cooperation can work in open

and distance learning (ODL).  The Joint Task Force

report gives ample evidence of common capacity

building needs among the 44 small states that are

developing countries. The operational models

outlined by Farrell can help ODL practitioners

address these needs.

Summary of Slide Presentation

What Makes Small States Different?

• Indicators include population, size, gross

domestic product

• Commonwealth yardstick is 1.5 million

people (also includes some larger member

countries as they share other characteristics

of smallness)

Economic Implications of Small Size

• Remoteness and insularity (33 are islands): a

number are far from major markets,

accounting  for difficult market access

• Limited diversification – narrow resource

base, small domestic market, with limited

private sector capacity

• Limited institutional capacity (small states face

higher costs per person unless costs are

pooled)

• Indivisibilities in provision of public service

resulted in relatively large proportion of

economic activity in the public sector

• Reliance on income from primary commodities,

which in some countries has been replaced

by income from the service sector (tourism

and/or finance)

• Openness: reliance on external trade and

foreign investment, which makes them

vulnerable to external shocks; great stake in

stable, rule-based world trade economy

• Higher income volatility: (a) large share of

economic activity from exports-imports; (b)
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relatively undiversified production and

exports; (c) particularly prone to natural

disasters (13 small island states are among the

25 most disaster-prone countries)

• Historically benefited from relatively high

inflow of official development assistance

• Experienced decline in assistance of 24

percent between 1994 and 1998 (US$ 1.6

billion in 1998)

• US$ 2.1 billion FDI annually – 80 percent went

to seven countries (for rest, limited

commercial borrowing or FDI)

Telephone, Internet and PC Indicators

• Main telephone lines per 100 inhabitants in

small states in:

v AFR   3 (excluding

     Mauritius, Seychelles)

v EAP   6

v LAC 29

and

v USA 66

v UK 56

• Internet users per 10,000 inhabitants in small

states in

v AFR  38 (excluding Mauritius,

Seychelles)

v EAP 103

v LAC 303

and

v USA 3,982

v UK 2,127

• Estimated PC users per 100 inhabitants in

small states in

v AFR 1 (excluding Mauritius,

Seychelles)

v EAP 3

v LAC 9

and

v USA 52

v UK 31

Continuing Work Programme

The report of the Joint Task Force on Small States

is a stepping stone to a new partnership between

small states and the international development

community. It leads to four key areas for action:

(a) facilitating the transition to a new trade regime;

(b) capacity building; (c) responding to

globalization opportunities; and (d) the

development framework.

a. Key actions to facilitate transition to new trade

regime

– Implement sound transition processes

toward global trade liberalization

– Implement comprehensive tax

administration to prepare for fiscal

consequences of trade liberalization

b. Key actions for capacity building

– Accumulate knowledge about policies

and approaches that do/not work

– Share this knowledge and experience

among states within/across regions

– Develop regional approaches and assist

regional organizations to carry out their

work effectively

– Develop private sector capacity with

information, training, networking and the

establishment of regulation and

competition policies

– Make existing market information

available to potential investors to reduce

perceived risks

– Make long-term commitment to

strengthen generally weak human

resources and institutional capacity

– Work in country-led partnerships to
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reduce administrative burden to deal with

multiple donors

c. Key actions to respond to globalization

opportunities

– Create enabling and regulatory frame-

works to encourage new activities, many

in the service sector

– Improve financial operational practices

and regulatory standards in the provision

of on/off-shore financial services

– Establish public policy and regulatory

frameworks to create information

technology (IT) businesses and

e-commerce

d. Key actions in the area of the development

framework

– Development frameworks for small states

are in place at: the World Bank, Common-

wealth Secretariat, the International

Monetary Fund (IMF), the European Union

(EU), World Trade Organization (WTO),

UN, UNDP, UNCTAD,  AfDB,  ADB, IDB

– Knowledge institutions need to make

themselves part of the development

frameworks

The Role of Knowledge Institutions

• Achieving key actions requires capacity

building, knowledge sharing

• Key contributors to capacity building are

found in the small states, in the regions and

around the globe

• Someone needs to broker capacity needs and

knowledge sources

The Value of Connectivity is High

• Costs of NOT implementing the key actions

are high for small states

• Informed decision making is the cornerstone

to the successful implementation of the

frameworks

• The right combination of information and

communication technology (ICT) and

knowledge will help countries and the

development community to achieve the key

actions above

• The small numbers of stakeholders in each

country will prevent the dynamics of peer

learning and shared problem solving to take

place

Example One

Stakeholders across the Caribbean are meeting

every two weeks to discuss issues on commodity

risk management mechanisms – by video

conference

Participants also work through assignments at

home or at the learning centre, and use e-mail for

exchanges with peers and resource people

Example Two

National teams of stakeholders in banana-

dependent economies hold weekly video

conferences over a period of two months with

specialists from the EU and elsewhere to work

out strategies of (1) improving their

competitiveness in this sector, or of (2) creating

new activities to diversify

Some of the training and consultations are

carried out by local colleges, some by the

regional university, some by specialized bodies,

like the GEF,  WWF

Where Does the Open/Distance Learning
Community Fit?

Farrell (1998) identifies three organizational

models for virtual education:

1. Information and facility provider
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2. Broker

3. Niche service provider

Information/Facility Provider Type

• In many small states infrastructure is limited,

costly and not robust

• Facility providers overcome these limitations

with study centres that also provide learner

support

Broker Type

• The knowledge required to carry out the

recommendations of the task force is found

around the world – in the small states

themselves, think tanks or organizations, e.g.,

Commonwealth

• The broker identifies needs, connects them

with knowledge sources and helps these to

adjust to local needs

Niche Type

• Undergraduate/graduate, professional subjects

increasingly are offered in the competitive

market (Farrell 1998)

• The capacity-building tasks in the Task Force

Report on Small States are examples of niche

services that are not “taken”

• They can represent a market for ODL services

Where to Go With This?

Beyond traditional education in small states . . .

how and why become

• A facility provider?

• A broker?

• A niche provider and support the key actions

of the economic development agenda?

Global Distance Learning Network (GDLN)

Satellite network used for interactive

• video

• data

• voice

to provide programming from

• World Bank Institute

• Other content providers

to distance learning centres located in

• Africa

• Asia

• the Pacific

• Latin America/Caribbean

• Europe

Facilities

• Reliable telecommunication

• Multimedia room

• Library, study room

• Interaction with peers, local and global

• Self-study, tutored

• From learning     ACTION

Broker Content

Content can be provided to DL sites by

organizations such as:

• World Trade Organization (WTO)

• World Health Organization (WHO)

• UNAIDS

• University of the South Pacific

• University of the West Indies
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GDLN Niche Service

GDLN provides a two-track service:

1. Courses (typically self-study and live sessions

delivered over several weeks)

2. Seminars (typically two hours in duration)

Stakeholders from:

• Government

• Paragovernment agencies

• NGOs

• Academia

• Civil society

• Staff

Niche services:

• 130 courses and seminars per annum,

including

– Governance and the Media

– Curbing Corruption

– African Majors Roundtables

– Corporate Governance

– Capital Flows

• over 9000 participant days

• Participants in 50 countries

Investment partners

Countries

• Denmark

• Australia

• Japan

• Germany

• France

• Switzerland

Donors:

• UNDP

• The World Bank

Network partners

In addition to the Bank’s communications

network, GDLN seeks partnerships with network/

distribution partners:

• Monterey Institute of Technology, Mexico

• University of the West Indies

• Indira Ghandi Open University, India

Reference

Farrel, Glen (1999). The Development of Virtual

Education: A Global Perspective. Vancouver:

Commonwealth of Learning.
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Introduction

The world economy is already dominated by

knowledge-based activities, and all future forecasts

speak of the world becoming more knowledge-

intensive even more rapidly than in the past. The

World Bank has been actively promoting the shift

in the development paradigm towards recognizing

that the creation, storage, analysis, dissemination,

and effective utilization of knowledge provide the

new foundation for development. In the World

Development Report for 1988/99, for instance, the

World Bank proposes that “we look at the

problems of development in a new way – from

the perspective of knowledge” (World Bank, 1999,

1).

This new world order is placing a premium on

education, especially on higher education, as we

can see from the following quotation from the

Report of the UNESCO International Commission

on Education for the 21st Century:

Higher education is at one and the same time

one of the driving forces of economic

development and the focal point of learning in a

society . . . In a world where resources of

knowledge will increasingly predominate over

material resources as factors in production, the

importance of higher education and of higher

education institutions can only grow (Delors et

al., 1996, 130).

Distance education has a vital role to play in

meeting the growing demand for higher

education. The most recent authoritative

document on higher education in developing

countries produced by the World Bank and

UNESCO Task Force on Higher Education and

Society (2000) maintains, for instance, that

Distance learning is an increasingly important

part of the higher education system, with its

ability to reach students in remote areas and

address the higher education needs of adults . . .

The Task Force believes that distance education

offers many exciting possibilities (p. 49).

The dramatic improvements in information and

communications technologies, the inability of

traditional universities and modes of delivery to

meet growing demand, the urgency of increased

access to higher education, especially in

developing countries, economies of scale offered

by distance education, and the flexibility offered

by distance education for learners needing lifelong

learning have given distance education a special,

and sometimes a preferred, place in meeting the

higher education needs of developing societies.

The University of the South Pacific (USP), a

regional university founded in 1968 to provide

education to eleven countries, colonies and

territories (now twelve countries), started distance

education in 19711 (Renwick, King and Shale,

1991, 7) with a minor role in its total operations.

Given its geographical isolation and dispersal in

about 33 million km2 of the Pacific Ocean, distance

education was very appropriate and urgently

needed. However, distance education continued

to receive inadequate attention until recently.

From Dual-Mode to Multimodal, Flexible Teaching and Learning:
Distance Education at the University of the South Pacific

Rajesh Chandra

Deputy Vice-Chancellor and Chairman, Distance Education Committee,
University of the South Pacific, Suva, Fiji Islands
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Technological developments, proactive leadership

from the management of the university, external

reviews of distance learning, and pressure and

friendly advice from the University Grants

Committee (UGC) have led to a major re-

prioritization of distance education. Indeed, the

whole university is now being transformed into a

flexible multimodal institution, assisted greatly by

the recently launched telecommunications

umbrella of the university, called USPNet 2000.

This paper is a case study of the development of

distance education at USP, one of the world’s only

two regional universities, and the process of

transforming the university from its dual mode

operation with inadequate attention to distance

learning to a multimodal flexible teaching and

learning institution.

This paper:

Outlines briefly the context of these changes

by referring to the operating environment of

the USP;

Traces the development of distance

education from its beginning in 1971 – only

three years after the inception of the

university itself;

Describes the lack of integration of distance

education with the rest of the USP’s

operations;

Identifies and discusses the demands put on

the USP for the improvement of distance

education from various sources;

Discusses USPNet 2000, the state-of-the-art

telecommunications system that is now at the

heart of the process of transformation of

learning and teaching at the USP;

Alludes to the recent, as yet unpublished,

report on the review of distance and flexible

learning at USP;

Describes how the recent political crisis in

Fiji has speeded up the previously planned

evolution into multimodal, flexible learning

and teaching;

Identifies possible lessons from the USP

experience for wider applicability.

This case study should be of interest to the

Caribbean as there are many similarities between

the University of the West Indies (UWI) and USP,

both in their regional contexts and their

operations.

The University of the South Pacific: The
Context

Like the UWI, the USP is a regional university

serving twelve small island countries in the

Pacific,2 spread over an ocean area of 33 million

km2. Established in 1968, it now comprises three

campuses – the main campus in Suva, Fiji and

specialized campuses in Vanuatu (for law) and

Samoa (for agriculture). In addition, it has

University Centres3 in all twelve member

countries, with sub-Centres in Fiji, Solomon

Islands, Tonga and Vanuatu.

Ana Stahmer dealt at length with the

characteristics of small island countries in her

keynote presentation. The USP region contains

some of the world’s smallest and most isolated

countries. The university contributes to human

resource development in the broad areas of social

sciences, business, humanities, sciences and

technology, agriculture, and law. Its programmes

range from pre-degree studies to PhD.

The USP is now a medium sized university, with

about 11500 students in 2000,4 of whom about

5,200 are distance students. In recent years, the

university has been trying to become more

effective and efficient, more focused in its
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operations, to promote quality, and to increase

access for in-country studies.

Unfortunately, the political crisis in Fiji, starting

with an armed takeover of the government by a

small band of rebels on 19 May 2000, is having a

major impact on the country and the USP. The

crisis will arrest the progress that was being made

in the implementation of the Strategic Plan. It

could also set the university back a number of

years and seriously threaten the very foundations

of the regional university.5

Establishment of Distance Education and
Structure

The founders of the USP had projected a very

applied role for it – they wanted the university to

be an agent of development; to meet the

manpower needs of the newly emerging

countries; to provide assistance to governments

in their planning and implementation of

development programmes; and to research and

publish. Its programmes were to cover both

degree and pre-degree studies, given that many

countries did not have the capacity to provide



34

grade 11 and 12 education (referred to as form

six and seven studies, or foundation studies for

grade 12).

Its founders wanted the university to provide

distance education to improve opportunities for

many students who would not be able to come to

the campuses. The Morris Report, which

investigated the need for higher education in the

South Pacific and recommended the establishment

of the University of the South Pacific in 1966, paid

early attention to extra-mural studies, arguing that

the university “should have an Extra-mural

Department to enable it to carry university studies

to towns and villages through the Region, and to

promote understanding of and affection for the

University in the people of distant areas.”

The Morris Report went on to say:

It will not be forgotten that university extension

work of this kind can play, and should play, an

extremely important part in the political and

social education of the people at large, and

especially of those thoughtful and active

members of the public, all over the countries of

the Region, who do so much to form opinion. It

is hardly possible to think of any possible

beneficial inf luence which could be more

important in assisting the healthy development

of democratic and responsible government, both

national and local (Morris et al., 1966, 48).

This quotation takes on extra significance in the

light of the recent political crisis in Fiji and

Solomon Islands – and of significant and persistent

problems of governance in most Pacific island

countries.

Mr. John Collins took up his position as the first

Reader in Extra-mural Studies in the School of

Education in January 1970, and the first courses

were offered to 154 off-campus students in 1971

(Renwick, King and Shale, 1991, 7). Extension

services became an autonomous component of

the university in 1973.

The beginning of distance education was based

on the idea of distance courses being developed

at the main campus and serviced through the

Centres – which had begun to be established from

1971 onwards as resources permitted (Table 1).

The functions of the Centres had been defined at

this early stage in the following terms:

Centres were to be established in each country

to organise extension and in-service courses in

association with the community and local

government departments . . . They would identify

and meet educational and training needs in the

community not provided for by other

organisations . . . They would be administrative

centres for national and regional projects

mounted by the University (Renwick, King and

Shale, 1991, 8).

The approach chosen was for a separate unit to

operate distance and continuing education, but

Table 1 • The establishment of Extension Centres
at the University of the South Pacific, 1971–1999

Country Date of
establishment

Solomon Islands 1971
Kiribati 1971
Tonga 1971
Cook Islands 1975
Samoa 1976
Fiji 1976
Niue 1977
Vanuatu 1980
Tuvalu 1980
Nauru 1986
Republic of the Marshall Islands 1993
Tokelau 1999

Source: Internal documents, University of the South
Pacific.
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with academic functions that would be controlled

by the teaching schools/departments. This has

remained the arrangement to this day.  The direc-

tor of Extension Studies then (now director of

University Extension) was to direct the

organization of distance education and the

running of the Extension Centres. Centres were

led by directors of varying academic seniority.

The pro vice-chancellor (Academic) was in over-

all charge of distance education in the Vice-

Chancellor’s Office – now entrusted to the deputy

vice-chancellor.

Limited Capacity, Lack of Integration and
Ad Hoc Growth

Distance education grew rapidly, as can be seen

in Table 2. Starting with only 154 students in 1971,

in the second year of operation, despite

rudimentary infrastructure, extension enrolment

grew by 47 percent, making up about 19 percent

of the total enrolment. It grew extremely rapidly

until 1981, reaching 1443 and becoming 42

percent of the total enrolment. It grew at a much

more manageable rate of growth to the end of

the decade. Growth slowed in the 1990s after

another significant increase of 51 percent in 1981

as a result of the university’s efforts to manage

enrolment to safeguard quality.  This year, distance

education has recorded a growth of almost 13

percent in comparison with on-campus

enrolment, which declined marginally (Table 2)

as a result of a new enrolment management system

introduced to comply with the guidelines on total

enrolments laid down by the UGC – and

comprises 46 percent of total enrolment.

The early rapid growth of distance education was

based on the fact that distance education was

being delivered within the member countries,

making it more accessible and cheaper; it was

more flexible in that it met the needs of people

in the workforce who did not want to leave their

jobs or their countries; and it was cheap in that

the “fees” paid by distance students were only a

fraction of the fees paid by on-campus students –

which themselves were a fraction of the total cost

of their education.6

Growth also occurred because distance education

followed an open learning philosophy, although

entry was still tight. However, mature age students

could try distance courses that they might not

have had the opportunity to do in face-to-face

courses, and if they succeeded, they were able to

transfer to the campuses.

In terms of resources, distance education could

not compete with the campus-based schools until

the recent strong focus on distance education. It

would be fair to say that distance education found

it difficult to secure the degree of funding that

would have allowed it to expand as well as to

improve its quality. The Commonwealth of

Learning Report (COL Report), for instance,

argued that

During the last twenty years, the University has

developed its own internal procedures for the

allocation of resources and the management of

its various functions. But we have concluded that

these are no longer equal to the claims that

distance education students can properly make

on the University’s total quantum of resources

(Renwick, King and Shale, 1991, 96).

During the early period, right until the early 1990s,

distance education was seen as an adjunct to face-

to-face teaching, and was seen by staff members

as a lower priority activity. It was common, for

instance, for heads of department to defend delays

in the turnaround of assignments by indicating

that staff had onerous on-campus commitments,

clearly implying that they did extension work over

and above their “normal workload”, and face-to-

face students received priority attention.
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Table 2 • The Growth and Share of Distance Education
at the University of the South Pacific, 1968–2000

Year External Rate of Internal Rate of Total Rate of Percent
change change change external

2000 4204 12.7 4914 -2.6 9118 3.9 46.1
1999 3729 -27.1 5044 14.7 8773 -7.8 42.5
1998 5117 -1.5 4398 9.6 9515 3.3 53.8
1997 5194 -4.4 4014 1.7 9208 -1.8 56.4
1996 5434 0.3 3947 17.6 9381 6.9 57.9
1995 5419 14.1 3357 14.8 8776 14.4 61.7
1994 4748 3.4 2925 19.4 7673 9.0 61.9
1993 4590 12.1 2449 6.0 7039 9.9 65.2
1992 4094 -8.1 2310 -13.9 6404 -10.3 63.9
1991 4455 -3.2 2684 -0.2 7139 -2.1 62.4
1990 4603 -1.5 2689 12.7 7292 3.3 63.1
1989 4673 51.0 2386 11.9 7059 35.0 66.2
1988 3095 1.0 2133 -9.0 5228 -3.3 59.2
1987 3064 15.9 2344 6.5 5408 11.6 56.7
1986 2643 8.1 2201 17.6 4844 12.2 54.6
1985 2444 11.2 1872 -6.5 4316 2.8 56.6
1984 2197 21.4 2002 -9.8 4199 4.2 52.3
1983 1809 6.1 2219 -3.5 4028 0.6 44.9
1982 1705 18.2 2299 14.8 4004 16.2 42.6
1981 1443 60.9 2003 10.4 3446 27.1 41.9
1980 897 49.3 1814 2.8 2711 14.6 33.1
1979 601 23.7 1765 9.2 2366 12.5 25.4
1978 486 28.6 1617 2.7 2103 7.7 23.1
1977 378 30.3 1574 10.9 1952 14.2 19.4
1976 290 0.3 1419 15.5 1709 12.6 17.0
1975 289 7.0 1229 8.3 1518 8.0 19.0
1974 270 -12.9 1135 9.3 1405 4.2 19.2
1973 310 36.6 1038 24.3 1348 26.9 23.0
1972 227 47.4 835 24.4 1062 28.7 21.4
1971 154 671 55.0 825 90.5 18.7
1970 - 433 68.5 433 68.5
1969 - 257 66.9 257 66.9
1968 - 154 154

Source: Planning and Development Office, unpublished table. Rates of change calculated by the author.

Note: Students from self-funding programmes like the MBA and the Professional Diploma in Legal Practice have been excluded

from 1998, while predegree students have been excluded from 1999, as they are also self-funding.
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Demands for Greater Priority for
Distance Education

Given a combination of factors, such as the COL

Report, growing interest in distance education by

the University Grants Committee (UGC), stronger

leadership of the Distance Education Committee,

and stronger advocacy of distance education by

the management, there has been a renewed

emphasis on flexible, multimodal teaching and

learning at the USP. The next section elaborates

on these issues. It must also be noted that the

interaction of these factors was complemented

by harnessing the power of modern

communications and information technologies in

order to maximize the delivery of distance

education to the USP member countries. As one

who was intimately involved in the revamping and

revitalization of distance education at the USP, I

wish to share some of my experiences.

The Commonwealth of Learning Review
(COL Report; Renwick et al., 1991)

In 1990, one of the former vice-chancellors of the

USP, Dr. James Maraj, who was the president of

the Commonwealth of Learning (COL), and the

then vice-chancellor, Mr. Geoffrey Caston, arranged

for a comprehensive review of distance learning.

The report was published in 1991 (Renwick, King

and Shale, 1991). Led by Mr. William Renwick,

former director-general of Education in New

Zealand, and including Dr. St. Claire from the UWI,

the review team made a comprehensive analysis

of the distance education programme and offered

a number of far-reaching recommendations. The

university adopted most of the recommendations,

although it is not easy to say that it succeeded in

successfully implementing all them.

Two important changes took place as a result of

the Renwick Report. First, the review pointed to

the very unsatisfactory telecommunications

system. While praising the system for what it had

managed to achieve, the Report pointed out how

inadequate it was, and explained why it was

important for the university to invest in a more

modern and sustainable telecommunications

system. This was considered a prerequisite to

taking full advantage of advances in

communications and information technologies.

Only recently, the leaders of the G8 countries that

met in Tokyo reiterated the need for greater

exploitation of information technology to solve

the problem of the widening knowledge gap faced

by developing countries.

The COL Report recommended that the University

of the South Pacific urgently look at different

options for its telecommunications system that

would meet four requirements:

link its teaching campuses and all centres in an

integrated system for the management of

distance education operations;

provide teleconferencing facilities that can be

used by tutors and students in all countries of

the University region;

provide, in cooperation with island governments

and national carriers, phone-in facilities for

students living at a distance from university

centres; and

be capable of networking with the

communications systems that are being

developed by the Commonwealth of Learning

to facilitate cooperation among distance

education institutions of the Commonwealth

(Renwick, King and Shale, 1991, 94).

Immediately after this Report, the university

established the Telecommunications Policy Group

that I had the privilege of chairing in its formative

years. It is this group that made the decision as

early as 1992 to pursue an independently owned

and operated system to replace the then

inadequate system. The second major change that

occurred was the reorganization of the

administrative and management structure for



38

distance learning, with the establishment of the

apex Distance Education Committee, and the

rationalization of the different components of

distance teaching and learning.

At the same time, the senior management also

began to signal a greater determination to improve

distance learning – and to ensure that staff

members gave greater attention to distance

students. One example of this change is that when

I took over the chairmanship of the Academic

Committee in 1990 only about half of the

extension courses had their results ready in time

for approval by the Committee; when I left it three

years later, almost 100 percent of the courses had

their results ready – mostly the result of a clear

statement of the importance of preparing results

on time, and a willingness on my part to write to

staff that if they did not perform, it would be taken

into account during the review of staff for contract

renewals and promotions.

The UGC’s Emphasis on Distance Learning

Pressure also came from the UGC, which was not

satisfied that the USP was giving fair attention to

distance students. The practice of the UGC to meet

every year, rather than every three years, and their

decision to visit all Extension Centres, has meant

additional pressure to improve distance education.

In the UGC report for the previous triennium

(1997–1999), there was a clear indication of the

wish of the UGC for the university to make a bold

attempt to transform itself into a f lexible,

multimodal learning institution. The UGC Report

for 1997–1999 had a chapter entitled “Re-inventing

the University”, in which it argued that:

The USP now needs to evolve into a multi-modal,

multi-point access university, served by the most

modern and f lexible arrangements for

administration and decision-making. It should

actively pursue changes which will help it realise

its distinctive brief to ensure the availability and

quality of university level educational services

within its region . . . A greater range of services

should be delivered through the USP Centre in

each country. The Centres should be re-

conceptualised and operated as University

Centres, not simply Extension Centres (UGC,

1996, 24).

This emphasis on distance and flexible learning

by the UGC has continued in its most recent

report covering 2000–2002. The theme of “Re-

inventing the University” was taken up in the USP’s

Strategic Plan. The challenge is to give it practical

effect. The roles of the USP Centres are central.

They will need to be equipped to operate face-to-

face teaching; computer and science laboratories;

access through USPNet to teaching and resource

materials, including video and live lectures; and

improved data and communications through

USPNet to make them truly an integral part of the

university. Students will be taught through blends

of traditional and new methods, “multimode” in

the current terminology (UGC, 1999, 27).

This very clear call, and the determination of the

UGC in recent years to closely monitor the

university’s performance in relation to its

recommendations, has meant that there is a

determined effort to advance the goals of the

Strategic Plan in relation to distance education.

The Strategic Plan and the Support Plan
for Distance and Flexible Learning

The preparation of the Strategic Plan also provided

an occasion to indicate firmly our intentions

regarding distance education. Furthermore, having

indicated our intentions, and being under pressure

to translate the Strategic Plan into detailed

activities at the departmental and school levels

has also led the university to further develop

distance teaching.
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The general directions of the Strategic Plan were

expected to be translated into an action plan, and

this was attempted in the Support Plan for

Distance and Flexible Learning approved by the

University Council in October 1999. It attempted

to identify specific strategies and activities, with

measurable outcomes, that would advance the

objectives of the Strategic Plan in relation to

distance and flexible learning.

In specific terms, the Support Plan aimed to ensure

that:

All future course development for distance

delivery would be more focused, giving first

priority to courses that would enable the

completion of entire programmes of study by

distance;

All first year courses would be offered by

distance delivery within the next three years;

A comprehensive quality management system

would be developed for distance education;

A Development Plan for Centres would be

readied by the end of 2000.

USPNet 2000 Preparing Distance
Education for Major Expansion and
Improvement

Effective distance education in the South Pacific

presupposes the existence of effective

telecommunications systems. When distance

education began at the USP, it started to make

pioneering use of satellite communications. A

rudimentary satellite-based network was started

in 1972 with assistance from the Carnegie

Corporation and staff from the University of

Hawaii. Later, USAID made a substantial grant of

US$700,000 to finance the establishment of

terminals at ten Centres (Renwick, King and Shale,

1991, 12). This was an impressive vote of

confidence in the university’s distance education

programme. Enthused, the COL Report

commented:

Few university extension departments then or

since will have succeeded in negotiating a

project that was so expensive and so complex

technically and logistically. When it was finally

completed, expenditure was closer to US$2

million (Renwick, King and Shale, 1991, 12).

The new network was based on the Applications

Technology Satellite-1 (ATS-1) supplied as part of

the Pan-Pacific Educational and Communication

Experiments by Satellite (PEACESAT) project using

a redundant satellite donated by NASA. The

network was crude and partial as it provided only

half-duplex voice communications and only half

of the Centres were covered. Centres that did not

have satellite communications were linked with

the HF radio service. Furthermore, a PEACESAT

system was serving a large number of uses, giving

the university limited access and little planning

flexibility. Furthermore, ATS-1 had uncertain life.

After the initial experiment in telecom-

munications under the PEACESAT system from

1971–1973, the university operated its own

network within PEACESAT from 1974–1982. In

1982, NASA withdrew its support for ATS-1,

making it very unreliable. The system continued

until the ATS-1 drifted off-course in 1985

(University Extension, 1986, 1).

There was no telecommunications support for

distance education from then to October 1986. A

request had been made to the Forum (the annual

meeting of the Pacific island leaders) to help the

university set up a viable telecommunications

system for distance education. The South Pacific

Bureau for Economic Co-operation (SPEC), the

Secretariat to the Forum, was asked to assist. With

its assistance, the university negotiated with the

regional telecommunications providers, and
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through a consortium headed by Fiji International

Telecommunications Limited (a partnership of the

Fiji government and Cable and Wireless) a service

was put in place in which INTELSAT provided

space segment free of charge for two years and

the local telecommunications agencies provided

landlines from the national grid into the

university’s headquarters and Centres. In

subsequent years, Cable and Wireless (Hong Kong)

provided this space segment free of charge. This

service covered six countries – Cook Islands, Fiji,

Kiribati, Solomon Islands, Tonga and Vanuatu.

Kiribati was disconnected after some time

because of its demands for unsustainable tariff.

Kiribati,7 Nauru, Niue, Tuvalu and Samoa were

covered by high frequency (HF) radio services.

Tokelau, Kiribati, and Marshall Islands were not

connected to the USPNET at all.

This system was a huge improvement on the

PEACESAT system in that it was available 24 hours

a day and was under the direct control of the

university. However, the system suffered because

it covered only half of the countries, and

experienced frequent downtime resulting from

landline difficulties. The half-duplex system

restricted its use and the lack of integrated voice

and data service made the system inadequate in

an environment where demands were growing

rapidly.

The university therefore began to seek funding

for an upgraded system that would provide a

better technological basis for distance education

and for supporting administrative and research

needs. The outlines of such a system were agreed

to in the early 1990s by the Communications

Policy Group, and articulated in Chandra (1992).8

The requirements were seen as:

• Independently owned and operated

• Available 24 hours a day

• Integration of voice and data

• Cost effective and reliable

• Capability to expand and link with other

systems (see Chandra, 1992).

The initial proposal was made in 1992 to the

Sasakawa Peace Foundation, and it took over three

years to finally decide that it could not fund it.

Fortunately, however, in 1996, the then chancellor

of the University of the South Pacific, President

Amata Kabua, raised the issue of USPNet with the

Government of Japan. The Government of Japan

expressed a desire to fund the project and the

first mission was dispatched in 1997. After three

missions and the report of the design study team,

a contract was signed in Tokyo in December 1999

for the supply and installation of USPNet.9

While the initial proposal for USPNet was made

to Japan, the prime minister of Japan approached

both Australia and New Zealand to join it in the

project. Ultimately, USPNet became a four-way

partnership with Japan as the lead donor and New

Zealand and Australia, and the university itself

providing additional funding. The donor

contributions are shown in Table 3.

The USPNet 2000, as the system is now called,

was launched on 30 March 2000, and is now

operational. Its total capital cost was just over US$7

million, with an annual operating cost of about

US$450,000.

USPNet 2000 breaks new ground in tele-

communications and learning technologies at the

USP.  The new system has extensive features. It:

• Covers all twelve member countries whereas

previously less than half were fully covered
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• Provides integrated full-duplex voice, data and

video capabilities

• Video capabilities include the ability to beam

live compressed video on three channels

simultaneously, or alternatively to combine

video broadcasts with videoconferencing all

on 128 kbps channels

• Integration of telephony and fax services –

although these are still being developed

• Full internet services to all Centres and

campuses, although the gateway from the

USPNet 2000 is from Fiji at commercial rates.

• Full technological capability, because of the

use of global beam INTELSAT satellite, to use

direct internet if license is granted in the

future for this.

• Associated learning technologies and

infrastructure at the campuses and the

Centres. For instance

– The campus-wide backbone has

connected all the main buildings of the

university with fiber optics, giving full

ability to carry data, voice, and video.

Similarly, the other two campuses have

been upgraded to fiber optic

backbones.

– Three sites are now operational for live

lecture transmission; the main lecture

theatres are now being equipped for

video transmission; a number of

videoconference facilities now exist, and

a state of the art communications room

is being developed to support

administrative functions.

Table 3 • The Contributions of the Project Partners

Development Partner Site assisted Station type

Japan Fiji Hub
Samoa Mini-hub
Marshall Islands Remote
Solomon Islands Remote
Tonga Remote
Tuvalu Remote

New Zealand Cook Islands Remote
Nauru Remote
Niue Remote
Tokelau Remote

Australia Kiribati Remote
Vanuatu Mini-hub

University of Site preparation at most sites;
the South Pacific meeting shortfall in Japanese

Grassroots Projects in Marshall
Islands, Solomon Islands, Tonga
and Tuvalu; meeting video costs
for Japanese-funded sites

Source: Unpublished files, University of the South Pacific.
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The new system is operated by the university itself,

which is a major achievement, and is being further

developed as we quickly discover the need to

expand and overcome constraints.

Review of Distance and Flexible Learning
at the USP

Given that the last review of distance education

was undertaken in 1991, given that the university’s

programmes for distance education are at a cross-

road, and given the launch of the USPNet 2000,

the university commissioned a comprehensive

review of distance and flexible learning in May

2000. A team of three experts from the United

Kingdom and Australia have now nearly finished

the review and produced a draft report.

The team was asked to undertake a

comprehensive review of the whole operation of

distance and flexible learning, and to comment in

particular on the plans already approved by the

University Council.

The review team has made a number of

recommendations that should lead to more

focused work in distance and flexible learning,

greater authority in the Vice-Chancellor’s Office

for distance education, greater integration of

different modes of delivery – in particular moving

from the dual track system to a more integrated

system, enabling greater quality management, and

providing for experimentation with different

methods of teaching and learning. The team is also

encouraging greater institutional research and its

use in decisions about teaching and learning.

The Political Crisis and the Speeded-Up
Integration of Different Modes

The taking of the elected government by armed

civilians on 19 May 2000 and the ongoing political

crisis in Fiji has created significant problems for

the USP, especially in relation to the organization

of its academic programme, staffing and finances.

For the purposes of this paper, I will deal only

with the problems of teaching and learning.

It became impossible to continue teaching after

the elected government was taken hostage. The

university then brought forward the semester

break of students and hoped that after the break

of three weeks, students would be able to return,

complete their studies and sit their examinations.

Students from the other eleven  member countries

all went back to their respective home countries.

It became apparent that the crisis would not be

resolved quickly, and it became clear that students

could not come back – or were not being allowed

to come back by their governments.

In this situation, the university decided to hold

examinations in the member countries – and in

centres throughout Fiji, utilizing the network

normally used by distance education. This was the

first time for the two systems to be truly integrated,

and the experience is proving useful for the future

plan of greater integration.

Furthermore, as the university plans what it might

do for second semester, the options presented by

distance learning are being used. A decision has

been taken, for the first time, that courses that are

available by distance will not be taught in face-to-

face mode. This will mean that about 44 courses

will not be taught face-to-face – this will reduce

duplication, ensure better support for distance

learning, reduce staff workload and allow the

development of other courses for flexible delivery.

On the recommendation of the management, the

University Council approved an approach for the

second semester whereby the university would

offer face-to-face teaching (except for the 44

courses mentioned above) for students able to

return. For students not able to return, the Council

has asked that the university provide alternative
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delivery arrangements. As a result, about 40

courses will be delivered by a combination of live

and recorded video. A similar number of courses

will be offered in Science, Technology, Computing

Science, and Performing Arts in a summer school

mode, for students who would come to the

Laucala campus in December to February. Some

summer schools will also be offered at the various

Centres, and some courses will also be available

by Internet. The university is also considering the

possibility of making a limited number of online

courses available to students from other

universities.

The stage is set now for an energetic programme

to integrate the different modes of delivery of

courses, and to make a larger number of courses

and complete programmes available in member

countries. In other words, the transformation of

the USP into a flexible, multimodal institution is

expected to be pursued with renewed energy and

commitment.

Possible Lessons from the USP Experience

There may be some useful lessons from the USP

experience and I highlight some of these below:

The importance of close monitoring of the

work of the universities. In the case of the

USP, the guidance and the monitoring of

performance by the UGC has been an

important factor in the speed and nature of

the change in distance learning. There is little

doubt that without this oversight and

guidance from the UGC, we would not have

reached the stage we are at.

The importance of periodic external reviews

of sections. The internal system is able to make

some changes, but independent external

reviews are useful in presenting different

perspectives, and in ensuring that distance

and flexible learning practices keep pace with

rapidly changing international practice. The

COL Report of 1991 played an important role

in the development of distance education at

the USP and the forthcoming report on the

review of distance and flexible learning will

no doubt play an equally important role.

The importance of proactive leadership. The

leadership of the Distance Education

Committee, of the Academic Committee, and

of the Senate have all been important in

ensuring that distance education does expand

and improve. The commitment of the senior

management has been important in providing

guidance to the director of University

Extension in terms of strategic direction and

the need for good performance; in terms of

resourcing, particularly in a competitive

funding model; and in giving clear signals that

the management is prepared to take

appropriate action where there is

nonperformance. It is vital, in this respect, to

build a strong constituency within the

organization for distance and flexible learning.

The importance of a strong vision in relation

to telecommunications and learning

technologies. In the case of the University of

the South Pacific, the strong push for USPNet

came from the management, going back to

the early 1990s through the

Telecommunications Policy Group, and more

recently from the vice-chancellor and the

deputy vice-chancellor.

The key role of staff development. The USP

has always had a strong programme of staff

development through which it provides a

range of opportunities for staff – formal

training leave for Master’s and PhD studies;

short-term attachments; conference leave;

sabbaticals and leave without pay. More

recently, the programme has become more

focused and strategic. There is continuous

emphasis on staff development, and staff
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development targeting USPNet and associated

course development requirements are being

given special priority. Within staff

development, one of the important initiatives

at the USP has been leadership development

covering all levels within the university.  At

the upper levels, leadership development has

been an important instrument for

disseminating the mission of the university,

and to seek commitment from senior

managers for the initiatives in the Strategic

Plan.

Devolved management of the Centres – and

the importance of allowing the Centre

Directors to be the university’s “ears and eyes”,

giving the central management an honest

appraisal of what is being required in the

region, and how distance education and the

university as a whole are being perceived.

Future Plans and Aspirations

The Strategic Plan had already projected

significant expansion and improvement of

distance and flexible learning. Since then, this

momentum has been increased, especially with

the completion of USPNet 2000. Moreover, the

process of seeking additional funds from the

University Council has meant a continuing

articulation of the importance of distance and

flexible learning, and our plans for the future – to

the University Council, to the main donors, and

to the university community. This constant

reference to our vision, and a campaign to win

the support of the staff members has significantly

improved the support for the new initiatives.

In the meanwhile, the donors themselves have

been giving support to distance learning, and

urging the university to prioritize distance

learning. The UGC, in its turn, has been monitoring

what we are doing to advance distance and

flexible learning.

Finally, the political crisis since May 19 2000 has

also forced the university to draw more on the

network for distance learning than it has done in

the past – and to explore options for a true

integration of different modes of delivery. The

management is certainly committed to the

transformation of the university from a dual-mode

university with step-sisterly treatment of distance

learning to a multimodal, f lexible learning

institution, utilizing the latest information and

learning technologies to provide relevant, cost

effective and internationally recognized

educational programmes.

Notes

1. This date is taken as the first courses were

offered to off-campus students in 1971.  A

Reader in Extramural Studies had actually

been appointed in January 1970.

2. The member countries are Cook Islands, Fiji,

Kiribati, Marshall Islands, Nauru, Niue, Samoa,

Solomon Islands, Tokelau, Tonga, Tuvalu, and

Vanuatu.

3. A University Centre typically comprises a

director, two lecturers, and some

administrative support staff. It normally has

some classrooms, a science laboratory and a

computer laboratory. Not all centres are fully

equipped yet.  A Development Plan for Centres

is expected to be prepared by the end of

2000 for the consideration of the USP Regional

Ministers of Finance in early 2001.

4. This total includes students from self-funding

programmes excluded in Table 1.

5. The gross domestic product of Fiji, by far the

largest financial contributor to the university,

is expected to contract by 15 percent this

year. Furthermore, the fact that this is the

second time in a decade and a half that there

has been a major political crisis in Fiji has

already made many member countries very
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anxious about the long-term future of the

university as a regional institution.

6. Even with the current increases of fees, on-

campus students pay about 32 percent of their

total cost, and distance students pay about 16

percent. The governments cover the

remaining cost under a complex funding

formula.

7. The HF radio services to Kiribati had been

cancelled from 1989 due to licensing

restrictions (Maitava, 1992:4).

8. The meeting of the Communications Policy

Group chaired by myself held on 13 May 1992

had decided on the basic requirements of the

new system.

9. The complex contract was signed by

representatives of the governments of Fiji,

Samoa and by Professor Rajesh Chandra on

behalf of the University of the South Pacific,

as well as the governments of Australia and

New Zealand with the main supplier,

Mitsubishi Corporation.
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Introduction

One of the earliest examples of distance education
in Antigua took the form of correspondence

courses offered through academic agencies such

as Wolsey Hall, Oxford. It was not unusual for

students preparing for the Cambridge Higher

School Certificate in the 1940s, ’50s and even the

early ’60s, to supplement their formal instruction

Distance Education in Antigua – Past and Present Challenges

Ermina Osoba

Resident Tutor, the University of the West Indies
School of Continuing Studies, Antigua and Barbuda

Abstract

This paper begins by tracing, very briefly, the early beginnings of distance

education in Antigua, concentrating mainly on the period from the 1977/78

academic year, when the University of the West Indies’ “Challenge Scheme”

was first introduced in Antigua, to the current year, 1999/2000. The challenges

of delivering and administrating distance education during this twenty-two

year period are examined in three phases. The first describes and analyses the

so-called “Challenge Scheme”, whereby students in noncampus countries could

“challenge” the university’s examinations system by preparing for and sitting

its examinations without the benefit of face-to-face lectures and tutorials. The

second phase addresses the positive outcomes as well as the problems of the

delivery of distance education via the teleconferencing mode of UWIDITE

(now UWIDEC). The third and final phase is the current one where

teleconferencing to distance learners has been greatly reduced and students

are being encouraged to take a greater responsibility for their own learning,

using instructional materials and packages that allow them to study and learn

more on their own.

Throughout, an attempt is made to discuss, albeit briefly, a number of pertinent

issues, such as the gender imbalance in the distribution of distance learners in

UWI programmes sourced in Antigua. In discussing current problems faced by

distance learners, the author introduces the concept of  “the culture of learning”

in the Caribbean – a culture that makes it difficult for most of our students to

become independent learners. In closing, the author concludes that UWI has

to be innovative and proactive in meeting the needs of its constituents for

more and varied distance education programmes.

Papers – Day 1
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in school by taking one or two correspondence

courses in particular subjects. The most common

format of such courses was to supply the students

with packages containing reading material, notes

and questions on various topics. The students

would be expected to study the material provided

and answer the questions. The latter would then

be sent for marking and the marked scripts

subsequently returned to the student with grades

and comments. Through such means as well,

students in the former British territories in the

Caribbean and elsewhere prepared and sat for

University of London examinations as external

candidates. These early excursions into distance

learning, though significant, were nothing to

compare to the tremendous possibilities for

academic advancement opened up by the

inauguration of the University of the West Indies

Challenge Examinations Scheme in the 1977/78

academic year. It is to this liberating, distance

education experiment – one that truly marks the

beginning of serious distance education

scholarship in Antigua – that this paper now turns.

Phase 1 – The “Challenge” Years,
1977–1984

The Extra Mural Department (now the School of

Continuing Studies) of the University of the West

Indies (UWI) started at the same time as the

university, in 1948. The founders of the UWI were

visionaries who understood clearly that all the

territories that were members of the then

University College of the West Indies (UCWI)

constituted its pool of potential students and thus

were vital to its very existence. They had to have

unimpeded access to its resources and, though

physically removed from the campus in Jamaica,

they still needed to bask in its intellectual climate.

In a 1963 conference on Extra Mural work, it was

recognized that the UWI needed a physical symbol

of its presence in each territory. Thus was born

the University Centres, each one headed by a

resident tutor.  The one in Antigua was the first to

be established in 1967.1

In the early years of the existence of the Antigua

University Centre, its academic focus was mainly

on preparing adult candidates for the Cambridge

and London Ordinary and Advanced Level

Certificates Examinations. This it did most

successfully, as it proudly recorded in a magazine

published in celebration of its tenth anniversary.

Some forty-two participants in its programmes,

who had gone on to earn degrees or were enrolled

in degree programmes at various universities, were

duly acknowledged in its pages.2

Such successes did not go unnoticed. In the 1977/

78 academic year, the Faculty of Social Sciences

at the Mona campus instituted the Challenge

Examination Scheme whereby students could

“challenge” the system by preparing and sitting

for UWI examinations without the benefit of face-

to-face teaching from lecturers on the campus.

Much of the credit for this must go to the dynamic

Dr Fred Nunes of that faculty, “who travelled from

island to island cajoling and urging Resident Tutors

and prospective students to take up the

challenge.”3 The faculty made it abundantly clear,

however, that they could not offer any financial

assistance, neither could they be held responsible

for the success or failure of the students.  This was,

in essence, the Challenge Examination Scheme or

simply, “Challenge,” as its participants soon dubbed

it. The response in Antigua to the possibility of

starting a degree programme at a distance was

tremendous. In a minimum of two years, studying

part-time, students could complete the first part

(the first year) of the degree programme in the

Social Sciences. (Later on,  Arts and General Studies

programmes were added, but the Antigua

University Centre was never able to take advantage

of these). Requiring only five credits (including

English) at the GCE “O” Level or the Senior

Cambridge Certificate Level, twenty-seven “mature
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students” registered to pursue the first year of the

BSc Social Sciences degree.4 Enrolment was fairly

evenly distributed by gender.  There were 14 males

and 13 females, 52 percent and 48 percent,

respectively. However, as is demonstrated in

Table 1, gender parity in enrolment in university

level courses at the University Centre in Antigua

(and elsewhere it may be added) did not last long.

Three years later, in the 1980/81 session, the

percentage enrolment by gender began to show

a marked disparity in favour of females, 55 percent

to 45 percent – a disparity that has increased greatly

over the years. (Refer to Table 1.)

The majority of those first students taking

advantage of the Challenge Scheme were teachers

– nine or 33 percent of the twenty-seven. There

were also six civil servants, three accountants, two

bank clerks, one airline pilot, one manager of a

private business and two unemployed persons.

The occupations of the other three were not

recorded. One of those very first students – a

teacher, Cynthia Joseph – made history by

becoming the first “Challenge” student to

complete the first year of the BSc Social Sciences

degree.5

From the records, it appears that attrition rates in

the early years of Challenge were quite high, with

those for males consistently higher than those for

females. For the earliest year for which complete

statistics are available, that is, the 1981/82 session

(four years after Challenge had started), of the

twenty-two persons who registered for the course

Introduction to Economics in September/October

1981, only twelve persons actually sat for the

examination in the following year.  This means that

almost half of the economics class – 45 percent –

dropped out of the course. (Statistics in Table 1

indicate that those registered for the course in

Economics constituted the entire enrolment for

that year.) Significantly, most of those who

dropped out were male. Of the twenty-two

persons registered at the beginning of the year,

eight or 36 percent were male and fourteen or 64

percent were female. But of the twelve persons

taking the final examination, only two were male,

indicating an attrition rate for males of 75 percent,

whereas the attrition rate for females was only 14

percent. Similarly, in the same year, for the course

Introduction to Accounting, ten males and twelve

females (twenty-two persons in all) were

registered at the beginning of the course in

September 1981, but only four males and eight

females (54 percent) were still attending classes

in January of 1982.  Thus, some four months before

the examination, the attrition rate for the

Accounting class was 46 percent, a figure very

close to the 45 percent for the Economics class.

When the attrition rates for the Accounting class

are examined by gender, they also show a higher

attrition rate for males than females – 60 percent

to 33 percent.

To attempt to account for the disparity that soon

emerged in enrolment by gender in distance

education programmes at the University Centre

in Antigua and the corresponding trend of higher

attrition rates for males than females, is not an easy

task. One plausible explanation is that, after the

first introductory year or two, women began to

see the liberating possibilities of being able to stay

in their home country and start to study towards

a degree. By completing at least Part 1 of the

degree programme at home, they could reduce,

by at least one year, the amount of time they would

have to spend away from their families. Why, then,

did more men drop out than women? Perhaps,

having tasted higher education, the men dropped

out of the distance education mode to pursue

studies abroad in face-to-face programmes. It may

be possible, in a future study, to trace some of the

males who dropped out of the Challenge

programme and have them explain just why they

abandoned the programme. But then again, it is

possible that they did not need the degree as much
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as women to advance their careers. In a 1996 study

of women in management in Antigua and Barbuda,

Osoba discovered that in the civil service, women

took significantly longer to rise to the rank of

permanent secretary than their male counterparts.

It could be, though, that males started out with

higher qualifications than women, for the study

showed that there were proportionally more male

than female permanent secretaries with degrees.6

The year 1983/84 saw the introduction of two

additional distance education programmes under

the Challenge Examination Scheme – the

Certificate in Public Administration (CPA) and Part

1 of the LLB degree. The CPA programme was

undertaken as a joint venture with the Training

Division of the Government of Antigua and

Barbuda and this arrangement continues to the

present. The Training Division selects those public

servants it sees fit to train, subject to their gaining

admission to the programme. The Government of

Antigua then pays the fees of those candidates

who are admitted to the programme.

The success of the Challenge programme over the

years is hard to measure. Mere numbers of

graduates do not tell the story of lives significantly

changed for the better because of the

opportunities for academic advancement that it

offered large segments of the local community.

But many of the students would not have survived

were it not for the system of local tutoring that

was put in place from the outset. Resident tutors

throughout the noncampus countries very quickly

realized at the inception of Challenge that their

students needed help to “challenge” the

examinations system. In Antigua, the response to

their call for lecturers and tutors was most

heartening. Many public servants and those in

private businesses gave of their time, energy and

knowledge for very little remuneration. Local

tutors were, and still are, notoriously underpaid

for the sterling contribution they make to the

academic life of University Centres. As was stated

in the Antigua University Centre’s magazine

celebrating the 40th anniversary of UWI, “the

success of the Challenge Programme owes a great

deal to the dedication of the early tutors, many of

whom are still with us.”7 The article goes on to

give credit also to the early students, “who

developed ways of sharing resources and the

personal skills which each of them had.”8  This is

a coping and learning strategy that all of us would

like to see developed more fully among distance

education learners.

Phase 2 – The UWIDITE Years, 1984–
1996

The University Centre in Antigua joined the

University of the West Indies Distance Teaching

Experiment (UWIDITE) in the academic year

1984/85.  This teleconferencing system began as

a mode of delivery of some courses in university

level programmes.  Just how the UWIDITE system

works from a technical point of view has been

described elsewhere by those competent to do

so.9 However, from the standpoint of the

participants in the system, the general practice in

the early years was that faculty who lectured in

the various courses offered via the system, went

on line to deliver their lectures to students. The

students from the noncampus territories and

those inter-mural sites that were linked into the

UWIDITE teleconferencing system gathered in

specially equipped rooms at a site in each location.

Lecturers could deliver their lectures from one of

the campuses located in Jamaica, Trinidad or

Barbados or even from one of the local sites where

the system was in place.10 The teleconferencing

was (and still is, where it is used) interactive.

Students were encouraged to come prepared to

ask questions of the lecturers. Over time, course

outlines, lecture notes, various reading materials,

course manuals and study guides became part of

the print packages given to the distance education

students.
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those already in existence. Enrolment figures were

thereby boosted as this programme attracted a

new cadre of participants from the business

community though not exclusively so. Of a total

registration of sixty persons in UWI programmes,

eighteen or 30 percent were registered to do the

new CBA programme.

It is useful to mention briefly here, that some

courses designed to meet local needs, such as the

Administrative Professional Secretaries Certificate

Programme which started in 1986, act as feeder

programmes for university level ones.11 Many of

our students have used their success in the

Administrative Professional Secretaries Certificate

Programme (recognized by the Faculty of Social

Sciences), to meet matriculation requirements for

other certificate programmes such as the CPA and

the CBA.

Other categories of distance learners also used

the UWIDITE system. Short refresher courses for

medical doctors, nurses, trade unionists and others

were organized from time to time by various

faculties on the campuses.12 A series of lectures

for sixth formers throughout the region has been

going on for many years. Thus, UWIDITE has

played a very vital role in the continuing education

of our people, some of whom, by making use of

its technology, have managed to access intellectual

resources at a distance.

But as useful and successful a tool in the delivery

of distance education as it has been, the UWIDITE

system of delivery has had more than its fair share

of problems. Sometimes, because of technical

faults or power outages, the system has failed to

work. But the major problem that plagued the

system from the outset (and still does in those

instances where it is still used for teaching), is the

poor performance of some faculty in delivering

lectures promptly and efficiently. Lecturers have

been known to cancel at short notice or to give

The introduction of UWIDITE greatly enhanced

the delivery of distance education in the region.

Students in the Challenge system gained in

confidence as they interacted verbally with

lecturers via the system. In some, but not all,

instances the “UWIDITE lecturers” were also the

lecturers who taught the on-campus students in

the face-to-face mode. Thus, even though contact

was limited, Challenge students no longer felt that

they were absolutely at a disadvantage by not

knowing their lecturers personally. Again, over

time, the practice arose whereby for some courses,

the lecturers made periodic visits to noncampus

countries, especially around the time of

preparation for the examinations. Students

appreciated this very much as they felt they were

getting clues and hints “from the horses’ mouths”

so to speak.

As well as UWIDITE lectures, local tutoring

continued to be of crucial importance to the

success of the Challenge system. Indeed, some

noncampus countries chose not to take advantage

of the UWIDITE lectures in some courses as

students were required to pay additional fees for

lectures coming to them via the teleconferencing

network. The practice of having the right to

choose whether or not to participate in the

UWIDITE mode of delivery (with some students

electing not to do so), gave rise to some confusion

in naming distance education students as

“UWIDITE students” and “Challenge students”

interchangeably or in some cases, severally.

Correctly speaking, all distance education students

– up to the time of the formal recognition of UWI

as a dual mode university in 1996 with the setting

up of a Board for Non-Campus Countries and

Distance Education – were “Challenge” students.

UWIDITE simply refers to a specific mode of

delivery.

In the 1987/88 session, the Certificate in Business

Administration Programme (CBA) was added to
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none at all. This type of behaviour is very

inconsiderate of students’ time and energy as they

waste both by turning up for lectures that do not

happen. Perhaps there is no greater cause of

damage to the university’s image in the

noncampus countries than this insensitive

disregard of the welfare of an important

constituent part of the university.

The distance education mode, in general, as it

operated in the period being considered, also

suffered from the logistical problem of moving

large and varied quantities of materials from the

campus in Jamaica to the noncampus and

intramural sites at a distance over water and land.

On many occasions, it has failed to do so in an

orderly and timely fashion. Some of these

problems have been tackled aggressively but

much remains to be done to ensure that distance

learning is a pleasurable not a painful experience.

Table 1 gives the enrolment by gender in UWI

programmes undertaken in the period 1977 to the

present. In the specific period under review, 1984–

1996, it is patently obvious that women far

outnumber men as distance education students

at the University Centre in Antigua. (Even before

the watershed year, 1984/85, when UWIDITE was

started, the percentage enrolment of females had

been steadily increasing over that of males.) In

1984/85, only 35 percent of the enrolment in all

programmes were male, compared to a figure of

65 percent for females. Gender disparity in

enrolment continued to escalate during the period

under review, with as high a figure of 89 percent

for female enrolment, compared to just 11 percent

for males, in the 1995/96 session.

Table 1 • Percentage Enrolment by Gender in all
UWI Distance Education Programmes Available at

the University Centre, Antigua for the years
1977/78–1999/2000

Year Male Female Total % Male % Female

1977/78a 14 13 27 52 48
1978/79 N/A N/A N/A N/A N/A
1979/80 N/A N/A 22 N/A N/A
1980/81 17 21 38 45 55
1981/82 10 12 22 45 55
1982/83 N/A N/A N/A N/A N/A
1983/84b 11 17 28 39 61
1984/85c 14 26 40 35 65
1985/86 N/A N/A 36 N/A N/A
1986/87 13 35 48 27 73
1987/88d 21 39 60 35 65
1988/89 6 39 45 27 73
1989/90 14 39 53 26 74
1990/91 20 35 55 34 66
1991/92 14 40 54 26 74
1992/93 19 39 58 33 67
1993/94 12 32 44 28 72
1994/95 8 44 52 15 85
1995/96 7 59 66 11 89
1996/97e 4 56 60 7 93
1997/98f 9 73 82 11 89
1998/99 5 82 87 6 94
1999/2000 11 88 99 11 89

N/A Not available.

a The year that the “Challenge Examination” started.

b The year that the Certificate in Public Administration

(CPA) and LLB (Part I) Programmes started.

c UWIDITE teleconferencing began in this year.

d The year that the Certificate in Business Administration

(CBA) Programme started.

e The year that  UWI  formally became a dual mode

institution.

f The year that the BSc Degree Programme in Management

Studies started to be fully operational at a distance.

Source: Registration Records, Class Records and Annual
Reports of the University Centre, Antigua, 1977 to present.
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Phase 3 – The Formal Recognition of
Distance Education, 1996 to the Present

The University of the West Indies has been

fulfilling its mission to meet “critical regional

needs” by “high quality teaching and research”13

through two modes of delivery of its programmes.

First, the traditional, face-to-face mode that it used

from its inception in 1948, and later, the distance

education mode of the Challenge system started

in 1977. However, formal recognition of its status

as a dual mode university did not come about until

1996 when the Board for Non-Campus Countries

and Distance Education was instituted through

Statute 21C. At about the same time, Distance

Education Centres were established on all three

campuses with technical and administrative staff

on hand to deliver distance education throughout

the member states of the UWI. The inauguration

of the Board and the setting up of Distance

Education Centres sent a strong message to all the

players involved in the distance education mode

of delivery that the university was fully committed

to distance education. This comment had to be

made because it has been the experience of the

resident tutors, who constitute the first line of

attack by distance students when anything goes

wrong, that the faculty on the campuses have

generally not been as supportive of distance

education as they ought to be. The model of

distance education in UWI is a faculty-driven one:

members of faculty have full responsibility for the

content and examination of the courses that are

offered through the distance mode. However, for

various reasons, too complex to be dealt with here,

some members of faculty have been tardy in

preparing suitable material for the print packages.

As distance education becomes increasingly

recognized as being critical to the actualization

of the university’s commitment to the region

as a whole, more programmes and course offerings

are being steadily introduced.  In the 1997/98

session, students were allowed to register for BSc

degrees in Management Studies, Agri-Business

Management and Construction Management, all

courses to be done part-time through the distance

mode. Although it will take a minimum of five years

(six years if there are no exemptions) to complete

each of the programmes, once again, a significant

number of students seized the opportunity to stay

at home and study.

In Antigua, the increase in programme offerings

was clearly reflected in a corresponding increase

in enrolment statistics. Going back to Table 1, it

can be observed that from an overall enrolment

of sixty persons in 1996/97, there was a dramatic

upswing in the next year to eighty-two persons, a

percentage increase of approximately 37 percent.

Sixteen persons applied to do Management

Studies; fourteen of them were admitted, all female

but one. Similarly, the next year, twenty-six

applications were received, eleven were admitted,

ten of them female. Only one person, a female,

applied and was admitted in 1998/89 to do Agri-

Business Management. This current year, 1999/00,

the same trend continues: the Management Studies

class is overwhelmingly female. Of the thirty-two

new students in the programme, twenty-eight are

female. With these statistics in mind, it is not

surprising, therefore, that the typical distance

education student at the University Centre in

Antigua is female, a working mother and aged 35

or so.

Today, a student, on average, takes three to three

and one half years to complete the CPA, the CBA

and Part 1 (the first year) of the BSc degree

programmes. Attrition rates have been greatly

reduced over the years, with the majority of

students completing the programmes they

registered for. Now when students leave, the

reasons for doing so are seldom academic. Very

few students are asked by the faculty to withdraw,

or leave because they think that they cannot cope

with the coursework. When they do leave, it is

usually because of health problems or sudden
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changes in their circumstances such as the death

of a close relative, the loss of a job or some other

personal reason. In instances of this nature, they

most often take an official leave of absence for a

year or two and then return to their studies.

This paper cannot be concluded without some

discussion, albeit a cursory one, of some of the

problems with learning at a distance that plague

Caribbean students. First, at all levels of the

educational system, Caribbean students are being

nurtured in a “culture of learning” that is still, to a

large extent, very traditional.14 By this is meant

that students tend to be passive recipients of

knowledge and skills imparted to them by

someone considered more expert than they.

Thus, there is generally an overwhelming need for

a teacher; there is little emphasis on self-learning.15

It has been the experience of resident tutors

throughout the noncampus territories that their

distance education students are very dependent

emotionally on the use of a tutor. Even in instances

where the course is designed to be self-

instructional, as much of the distance education

material now is, students still “crave” and plead

for tutorial support. Similarly, they are generally

dissatisfied with the new trend in

teleconferencing adopted by the University of the

West Indies Distance Education Centre (UWIDEC,

no longer UWIDITE). The system is now used, not

so much to teach or instruct, but to monitor the

students’ progress in following the material in the

print packages they are given for each course and

to iron out any administrative difficulties they may

be experiencing with the delivery of the course.

(There are exceptions to this: some courses, for

example those in the new Bachelor in Education

degree programme started in this current

academic year, 1999/00, are still heavily dependent

on lectures delivered by faculty on the Mona

campus.) It should be noted that for all

programmes, local tutorials are still offered by

university-approved local tutors, but the number

of tutorials per course has been reduced in

proportion to the amount of self-instructional

materials made available to students.

A second critical problem for distance learners in

Antigua and other noncampus territories is the

lack of adequate library facilities. The point has

been made very cogently – and with great urgency

for a solution to be found – by the resident tutor

of the University Centre in Grenada in at least two

published articles.16  The libraries at the University

Centres are stocked only with the required

textbooks and some limited reference books.

Students complain often of the lack of relevant

material to do additional research. Their

complaints are indeed justified, but in many

instances, local tutors find that their students do

not do even the required reading. They come to

tutorials expecting to be lectured to or told exactly

how to answer a particular question. Again this

problem stems from they way our students have

been socialized to learn.

For distance education to truly become a process

in which students take responsibility for their

learning, our culture of learning has to change.

Happily there are signs of change. Even at the

lower levels of the educational system, in primary

and secondary schools, students are being

encouraged to do independent individual research

and group projects.  At the university level, our

distance education students are being told time

and time again that they must take more and

more responsibility for their own learning. The

message is getting through, if for no other reason

than that the tutorial support system has been

severely curtailed. A positive outcome of this is

that we are seeing more study groups springing

up. It is certainly a most healthy trend to observe

adults cooperating with each other in the learning

process.
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Finally, it is necessary to note very briefly that UWI

now has serious competitors in the field of

distance education.  Apart from those persons, still

relatively few, who are enrolled in university level

programmes offered by some academic agencies

via the Internet, several universities, both in the

United Kingdom and the USA, are canvassing

heavily to recruit Antiguan and other Caribbean

students into their distance education

programmes.  This author did not have the time

to research the numbers involved in such

programmes because such statistics are not

routinely collected, but has been reliably informed

by a participant that there are ten or eleven

teachers currently enrolled in a distance education

“bridging course”of Nottingham University.  They

contract to engage in preliminary coursework –

“the bridge” – for one year to bring them up to

the desired academic level. If successful, they will

then be able to enter Nottingham University to

read for a Bachelor’s degree in Education. UWI

must make similar programmes available as well

as those at the Master’s degree level, as it is at this

level that we receive most of our queries about

the possibility of studying in particular fields at a

distance. UWI must also design more innovative

and attractive ones at lower levels if it is to retain,

at least, its regional pre-eminence in distance

education.
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Introduction

This paper presents a case study of the evaluation

process at the University of the West Indies (UWI),

as it pertains to distance education (DE). It begins

with brief definitions of DE and evaluation and

goes on to identify some of the impediments to

the evaluation process and includes illustrations

from an attempt at evaluating some DE courses.1

This paper also discusses the importance and

purpose of evaluation in distance education and

presents recommendations on an effective and

useful evaluation process.

One remnant of our colonial past is that the

Caribbean is still fragmented into a set of small

island nations, with limited material and economic

resources. This has meant that we have been

forced to cooperate in the form of UWI (a single

multi-campus university), in order to allow our

peoples access to tertiary level education.

Considering the limited physical capacity of the

three campuses, including our outreach

programmes like Challenge and our work with

the regional tertiary level institutions (TLIs), DE

provides this region with an opportunity for

increased access to tertiary education, in keeping

with UNESCO’s Education For All by 2015, to

which all Caribbean governments are signatories.

To fulfil these governmental mandates, and UWI’s

own mission, its Distance Education Centre

(UWIDEC) should be spearheading research in

identifying strategies to develop and ensure access

to new programmes and credentials deemed

important on a regional level. It should also be

ensuring the availability of a suite of support

services, including the provision of programme

advice, assessment of learners’ current skills and

knowledge, and assistance in the development of

A Case Study: Evaluating Distance Education at the University of the West Indies

Ruth Reviere

The University of the West Indies Distance Education Centre,
Cave Hill campus, Barbados

Abstract

The University of the West Indies (UWI) is in the process of becoming a dual

mode institution. Its Distance Education Centre (UWIDEC) was established to

effect the university’s distance education mandate. The model of DE envisaged

is a faculty-driven one. There still remains, within some sectors of the UWI, a

reluctance to embrace DE, and this has implications for its successful

implementation and, also, for its acceptance by the various stakeholders. These

stakeholders include the broad university community – its students (both face-

to-face and distance), regional governments (an important source of funding

for the university), and the broader Caribbean community. All of these factors

have implications for the way evaluations are envisioned and implemented

and for their results. The paper is a case study of the evaluation of one DE

course offered by the UWI. It describes the facilitators and barriers to the

evaluation exercise, in addition to the evaluation results themselves.
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programme learning plans. The first step in

meeting these glaring needs is for UWIDEC to put

an evaluation programme in place to assess its

own efforts and those of other DE programmes

put in place by regional governments. It would

appear that the institution concurs with this view,

since the long-awaited research officer has

recently taken up residence at Cave Hill.

The UWI, begun during the throes of British

colonialism, has an academic history embedded

with British traditions. It is still in the process of

becoming a dual mode institution and, since 1997,

has begun to offer some of its programmes (mainly

by print) to both face-to-face and distance students

via its Distance Education Centre (UWIDEC).

Previous to this, beginning in 1982, UWI offered a

more limited DE service through its Distance

Teaching Enterprise (UWIDITE). UWIDEC was

established to effect the distance education

mandate of the university. For a university that

began life with a clearly defined identity as a

traditional institution to which students come for

face-to-face instruction, UWI has moved a

significant way towards a dual, flexible-learning

instructional mode, but still has a long way to go

to reach the student-directed modes commonly

found in open learning institutions. Profiles of

UWI’s distance students indicate that most possess

professional skills and substantial work

experience. Distance courses offered by the

university are intended to enable these students

to work at their own pace, in their own location

and relate course content directly to their daily

occupations. The UWIDEC courses are normally

highly structured. Most are fairly interactive and

provide students with many opportunities to

practise and clarify the course content presented.

Research done here (see Table 1) and elsewhere

confirms that there is a positive correlation

between age and success, i.e., older students do

better than younger ones (Rekkedal, 1998). In

general, and according to our own experiences,

adult students, well established in a working

situation with family and children, succeed better

than younger students with fewer vocational,

family, social and economic responsibilities.

There is also a positive correlation between the

level of previous education and all measures of

success in distance study,2 and a negative

relationship between time since last school

experience and success (Rekkedal, 1998). The

data provided later in this paper show that

UWI students do possess all of these

characteristics.

Defining Distance Education

Distance education is often defined as flexible and

open. Flexible here means that learning options

can be adjusted for both current and future

learning needs and provides for the learner at a

time and place suitable to his or her needs. On

Table 1: Age Range of Students in DE Sample

< 20 21- 31- 41- >51 NR
30 40 50

2 25 40 10 1 2

      Table 2: Previous Academic Qualification
   Male

1 2 3 4 5 6 7 NR

27 22 28 4 2 2 0 3

Table 2: Key
1 CSEC /O-Level
2 A-Level
3 Certificate
4 Diploma
5 Associate  Degree
6 Degree
7 Other
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the other hand, open education constitutes the

removal of academic restrictions and privileges –

that is, the elimination or reduction of the barriers

between areas of knowledge, careers, institutions,

the increasing and enriching of useful activities

and experiences to complement the academic

educational purposes. Above all, open education

proposes substantial changes in the traditional

relationship between the students and educators.

As defined above, DE affords the region a welcome

opportunity to look beyond the conventional

model of education to provide increased

opportunities tailored specifically to Caribbean

students. This provides us with an ideal

opportunity to capitalize on new information and

communication technologies. New technologies

can be used to produce, modify, duplicate, and

transmit teaching materials of all sorts. These can

extend access to education, especially for isolated

rural and island communities – which are major

locales of disadvantage in this region.

Distance education, therefore, delivers education

directly to the learner, in a convenient mode and

at a time and place convenient to the student. It

makes the education available to meet the

particular needs of the student. Consequently, it

overcomes many of the obstacles faced by

students when confronting the inflexibility of

traditional systems. Indeed, given that business and

other working people (who make up the majority

of UWIDEC students) often have inflexible

schedules, distance education, which allows

learners to study at the time and place of their

choice, is probably the most effective vehicle to

reach them. Distance education implies the

utilization of media systems, either individual or

collective, in order to offer effective instruction,

especially where the direct contact between

students and educators does not exist.

The model of DE envisaged and attempted at UWI

is a faculty-driven one. Despite this, there still

remains within some sectors of the UWI a

reluctance to embrace DE, and this has

implications for its successful implementation and

for its acceptance by the various stakeholders.

The instructional modes employed include

printed material and two-way communications

with a face-to-face tutor. The tutors represent the

students’ main contacts during their studies. Thus,

high qualities for both the printed material and

the tutor’s work are sine qua non for the total

system to function satisfactorily. In order to ensure

this high quality, evaluation and assessment should

be built in as integral parts of the course

development and instructional processes.

Defining Evaluation

There is no single definition of evaluation used in

DE or in education generally (Rathore and

Schuemer, 1998). Evaluation is most generally

defined as part of most human activities involving

decisions and simply means assessing the

quality3 of something. It has also been defined as

“the collection, analysis and interpretation of

information about any aspect of a programme of

education and training, as part of a recognised

process of judging its effectiveness, its efficiency

and any other outcomes it may have”. There is

another definition – this is the act or result of

examining and judging the value, quality,

significance, amount, degree or condition of

something. Evaluation is also considered as a

process that implies a comparison of the object

under evaluation to another similar object used

as a standard of comparison whose qualities are

well known to evaluators. Its operational aspects

present difficulties, because the evaluation of a

distance education system, being dynamic,

requires permanent monitoring and restructuring.

There are many reasons why evaluation and other

measures to control quality have been so

important and have been taken seriously by DE

institutions. Some of these include the fact that

there is less immediate contact between
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programme planners, teachers and students in DE,

so there is a need for formalizing evaluation of

what is going on. This also makes formal evaluation

more necessary. In addition, political purposes,

such as the need to reach particular target groups,

are often more explicitly stated in distance

education. Evaluation of results is therefore

desirable and can be quite innovative as regards

pedagogical elements, media and technology, and

organization. Finally, DE is often influenced by the

need to demonstrate quality in order to overcome

the usual perception of being second rate.

Evaluation is of two main types – formative and

summative. Formative evaluation takes place

during all stages of instruction and is designed to

promote revision of procedures and/or materials.

Summative evaluation takes place at the end of

instruction and is designed to assess the overall

effectiveness of the instruction. Both types of

evaluation can include quantitative and

qualitative elements. A quantitative evaluation

yields a breadth of information, and asks questions

that can be statistically tabulated and analysed.

A qualitative evaluation gathers a wider range

and depth of information using open-ended

questions and interviews in addition to

observations. For UWIDEC’s purposes, the most

useful evaluation programme would be one that

is essentially formative in nature with elements

of qualitative and quantitative evaluation included.

Evaluation is crucial to assist in meeting the needs

and requirements of the instructors, students and

curriculum development in distance education.

Evaluation of both courses and programmes will

provide course developers with information that

can help make instruction more effective. A

successful evaluation gathers a wider range and

depth of information, choosing the information

to be gathered, collecting and analysing data, and

incorporating the evaluation findings in the

revision.

DE Evaluation at UWI

Concerns about evaluation have changed and

grown as UWI has become more committed to

distance education. The concerns about design

and technology remain strong. In this paper, I am

concerned mainly with course evaluation where

the focus is on how well a particular course,

curriculum or instructional design works, how it

might be improved and how it compares with

alternatives.  Although, at UWI course designs and

development are not now evaluated from their

first beginnings, with the installation of the new

research officer it is hopeful that they will soon

become integral parts of these processes. A fairly

useful method of doing this can be through an

initial piloting of the course materials with a

limited number of students. This can usually

identify about 80 percent of potential problems

(Potter, 1998) and is a simple but effective method

that originated with traditional classroom

teaching. A second pilot with a larger group of

students can then be conducted from which the

proposed course can be fine-tuned.

So far, there is little in the way of DE course

evaluation at UWI. What has obtained so far is a

rather sporadic assessment of some course

materials with a student questionnaire given to

students at the various sites. This questionnaire

contains sections that assess the elements of the

DE courses: the course materials, course guides,

teleconferencing and face-to-face tutorials. The

ostensible purpose is to gather information in

order to improve the quality of the materials

offered. However, because there is no ongoing

programme in place, the previous attempts have

resulted in poor response rates, and failure to use

the evaluation results effectively. The face-to-face

form of course evaluation at UWI is somewhat

more effective since there is a structure in place

and the process is therefore more systematic.

Regarding the evaluation of distance education, it

may be observed, therefore, that at UWI, the

traditional concerns about the learning
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experience of the individual student have been

carried into the distance education process and

this individual remains today the primary focus

of distance instruction and evaluation.

For UWI, any effective evaluation should include

content and pedagogy. Evaluation should provide

information to improve, or at least maintain, the

quality of the course materials. For effective and

useful evaluations, we need to consider the

different approach/approaches employed in the

course development, the concepts used; the tasks

included; the methods of evaluation; the

assessment and delivery of materials and student

support options; in addition to economic, political

and social issues. Evaluations should also collect

information on reasons for enrolling or

withdrawing from courses; perceptions of course

experiences; tutor/student interactions;

effectiveness of learning processes used.

Evaluation should provide the means to estimate

quality, relevance, performance, etc., with a view

to correct, improve or change as well as to keep

track of the academic evolution of the university,

to build a reliable database and devise a set of

criteria and adequate mechanism for institutional

support. The set of data systematically gathered

through evaluation should provide a basis for a

range of activities carried out by the different

administrative and academic units of the

university.

Design of the Evaluation Process

If our aim really is to strive for higher quality, we

must take internal formative evaluation seriously.

The evaluators should be given free hands in

deciding evaluation design, procedures and

instruments.  A useful evaluation design can consist

of six stages as follows: (i) planning evaluation

strategy, (ii) reviewing course goals and objectives,

(iii) knowing students and their needs, (iv)

deciding what information should be gathered, (v)

collecting and analysing data and (vi) using the

evaluation results to improve instruction.

In contrast to the evaluation design, the

curriculum design determines the content,

profiles, pedagogical objectives, and tasks included

in the instructional materials. These curricular

specifications are transformed by the instructional

design into programmes sited for learning and

“instructional sets” for the student such as printed

materials, audio-visuals, etc. These sets should be

validated on a representative sample of the

population before being applied to the courses.

Evaluation of distance education programmes

should be based primarily on a formative process

that focuses on the individual student. This

process could begin with informal discussions

within the course development team (comprising

instructional designers, curriculum development

specialists, editors and course writers), to ascertain

if there is a collective understanding of the overall

goals and purpose of the course; a specific

understanding of the instructor’s view of the

course; and a recognition of evaluation as the basis

for continuous revision of the course design.

These discussions should proceed until a rough

draft of the course is ready to be presented. The

course can then be pilot-tested initially with a

small group of students. The instructional design

teamcan then obtain information from the

students – a general reflection on the course so

far.  At a second pilot-test, the team can conduct a

more focused discussion on the students’ views

of the specific design of the course; this second

pilot-test can include a questionnaire concerning

the effectiveness of the mode of interaction

between the instructor and the student.

Any system evaluation must begin with certain

basic measures. How many courses have been

produced? How many students are there? How

many applicants had to be turned away? This data

can be drawn from administrative records and be

presented regularly, in the form of an annual report

or, in some cases, a statistical digest.
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DE Evaluation and Gender

While the main purpose of this paper is to

describe what obtains at UWI in terms of

evaluation and the impediments to the process,

we need to discuss the issue of gender briefly. It

was suggested earlier that any effective and useful

evaluation of DE at UWI should consider social

and political issues and these issues, of course,

include gender. Gender sensitivity and other

concerns are critical for the effective carrying out

of the mandates of the UWIDEC and we must

therefore pay special attention to them.

Generally, the literature on gender imbalances,

especially in the lesser developed economies like

those in the Caribbean, shows that access tends

to be greater for men than for women. However,

UWI statistics and the general view in the region

suggest something different – that women

outnumber men in higher education here, except

for the Engineering Sciences. The argument from

both academics and male activists suggest that

male access is somewhat restricted and this is

borne out by a sample of enrolment figures for

some DE courses in 1997, as shown below:

Total Male Female No gender supplied

87 24 62 1

The figures show that women outnumber men in

this sample by two and a half to one, which in

itself is a disturbing finding. While I am not

convinced this imbalance can be simply explained

by real societal constraints impeding male access

to educational opportunities in the Caribbean, we

must nevertheless recognize that for fairness and

societal stability, these issues must be addressed

seriously in any evaluation programme.

Impediments to DE Evaluation at UWI

As I have argued above, DE evaluation at UWI is

sporadic at best (where it occurs) and nonexistent

in some cases. In this section, I will identify some

of the impediments to DE evaluation as obtained

at UWI. All of these factors have implications both

for the way evaluations are envisioned and

implemented and for their results.

• Distance education, as manifested at UWI,

encompasses a wide diversity of students,

many nationalities, multi site classrooms, little

opportunity for interaction among students,

and unfamiliar technology.  The very newness

of the process is intimidating, and this

intimidation is compounded by the many

factors that must be taken into account when

evaluation is to be attempted.

• The level of discomfort with DE among some

elements of the traditional academics at

UWI poses a problem for the conduct of

evaluation of DE. The course evaluation

currently being done by the UWI admin-

istration is limited to face-to-face students.

These evaluation questionnaires are

administered to the students on the campuses

with the cooperation of the lecturers, and

hence there is easy access to the students.

The situation is a bit more complicated for

DE evaluation, since the students are

dispersed mainly among the noncampus

and off-campus sites and the evaluation

questionnaires have to be shipped to those

sites – a time-consuming and expensive

exercise.

• Many of UWI’s academics have yet to be

convinced that the delivery of information to

isolated students is a worthwhile experience

(since they believe that these students cannot

fully have the “university experience”). Since

the cooperation of the academic course

writers is needed for an inbuilt, continuous

formative evaluation, any lack of commitment

poses a problem.
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Conclusions and Recommendations

This paper argued the premise that effective DE

at UWI must be accompanied by an in-built and

continuous evaluation system. Modern, innovative

organizations, such as UWI, should be aiming to

become, and should reserve for themselves the

key roles of, strategist and designer of their own

evaluation processes. This institution must be

willing and eager to exploit the productive

capacities within itself, the wider region and

externally, in order to  achieve the goals set, in the

most effective efficient and economical manner.

The literature contains some remarkable

examples of transformation that can take place

when a vision for an education system is

developed and its implementation championed

by decision makers. In order for UWI to become

such an example, I include below some

recommendations.

• Currently, DE course development tends to

be rushed, albeit unavoidedly, with little

opportunity for any kind of review or piloting.

This state of affairs is rife with problems, and

steps must be put in place to correct this. For

example, UWIDEC courses can be printed

initially in a preliminary version which can

be piloted and evaluated and the evaluation

findings fed back into the revision process.

With the help of questionnaires, student

attitudes and experiences can be collected

before final production and the local tutors

can be asked to inform the administration

about students’ difficulties, printing mistakes,

etc., as a matter of routine.

• The application of information and

communication technologies to the provision

of education is impacting on the marketing

of education by institutions such as ours. There

is an unprecedented degree of competition

nationally and internationally, with

technologies crossing political and

geographical boundaries. Being small, less

developed economies no longer poses the

same constraints as before the new

technological developments. We are in a better

position to compete internationally today,

than at any other time in the past.

• UWI must put itself in a position for the

facilitation of the development and use of

virtual education delivery and organization

models by collecting data on such issues as

costs and benefits for the use, appropriateness

and sustainability of information and

communications technologies, and on the

quality of the learning experience provided

by these.

• UWI must set about identifying strategies to

develop and ensure access to new

programmes and credentials deemed

important on a pan-Commonwealth basis, and

ensuring the availability of a suite of support

services which would include the provision

of programme advice, assessment of learners’

current skills and knowledge, assistance in the

development of programme learning plans,

maintenance of records of learning and

participation in the issuance of programme

awards.

• DE institutions like NKI have shown that

formative evaluation of courses gives the best

results when conducted by an internal

specialist unit, not directly involved in the

operation of the programme, but working in

close cooperation with the programme staff.

These evaluations should preferably be

supplemented by those done as a natural

routine by the staff responsible for the

programme, because everyone engaged in

education (or any other activity) should see

evaluation as an integral part of his or her

work (Rekkedal, 1998).
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• UWI must also assess completion and drop-

out rates in DE programmes as important

criteria for deciding the quality of study

material and student services. It has been

suggested that drop-out from distance study

is larger in the initial phases of study than later.

Thus, in preventing drop-out and helping

students at risk, it is important to give specific

attention to the first phase of studies

(Rekkedal, 1998). Systematic collection of data

and reporting is the absolute fundamental

basis for lasting changes and quality practice.

However, if one does not take the time and

resources to really examine and report the

effect of specific changes and developments

by methods which people trust, changes seem

to have a tendency to be only short-lived.

When people in the systemare actively

involved in the developments, and the

developments are proven to be effective

by accepted methods of research and

evaluation, the developments tend to be

followed up and to persist.

• All new course development or instructional

personnel should have to go through a

DE course (either by correspondence or

via Internet and the World Wide Web) covering

important aspects of DE course development,

distance learning and tutoring.

• The evaluation of quality in DE ought to have

a broad basis. It should be concerned with

the total educational programme (learning

material, teaching, guidance and follow-up

activities), and not with just the printed part

of the course material, as is often the case. A

course or educational programme should be

implemented according to a curriculum that

is determined and described beforehand.

Marketing requirements should also to be

taken into account. Since the institution’s own

advertisements and course descriptions are

often the only information that the

prospective students have when they register

for a course, it is important that these

advertisements are realistic and truthful.

Notes

1. Details can be obtained from author.

2. See Table 2. In addition, an informal

comparison of DE and face to-face students

writing the Introduction to Macroeconomics

course from the Cave Hill campus shows that

the DE students outperformed the face-to-face

ones.

3.   Quality is most often defined as “fitness for

purpose” and is related to the needs of the

user/customer. Quality depends upon a

subject’s view of what the purpose of the

phenomenon is. It is, thus, a value judgement

interpreted differently by different

stakeholders.
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protectorate when colonial rule was established

in 1903.

Sobhuza II led Swaziland to independence in 1968.

In 1973, proclaiming the rejection of colonial

inf luences and the re-affirmation of Swazi

tradition, Sobhuza II repealed the independence

constitution, banned political parties and assumed

supreme power in the kingdom (Matsebula, 1988,

Critical Reflections on the Introduction of
Distance Education in a Small Country in Africa

Stewart Marshall

Professor, Faculty of Informatics and Communication,
Central Queensland University, Australia

Abstract

With the enormous capital and infrastructure costs associated with on-campus

higher education, it is little wonder that developing countries wishing to create

greater access are increasingly looking at distance education to provide the

solution. But does this mean that such countries will adopt a Fordist/industrial

model of distance education, or is it possible to develop a post-industrial, post-

colonial system more suited to local knowledge, learning, and culture? In this

paper, I reflect on the introduction of distance education in a small country in

Southern Africa. I describe the first two years of operation of the Institute of

Distance Education at the University of Swaziland, and critically reflect on the

issues that emerged: (1) using distance education with students straight from

school rather than mature-aged students emphasizes the need for on-campus

sessions; (2) there are major challenges to face when changing from an on-

campus academic culture to a dual mode (on-campus and distance education)

one; (3) there are significant staff development issues relating to (2); (4) staff

morale issues are extremely important for the success of this type of innovation,

especially in the context of ever increasing workloads.

It is impossible to fully understand the experiences and the difficulties involved

in the introduction of distance education in Swaziland without considering

the broader social, cultural and political contexts. Other small countries that

have introduced (or wish to introduce) distance education may well identify

with aspects of the account given of the interaction of these elements.

The Context for the Introduction of
Distance Education in Swaziland

Swaziland is a landlocked country that shares

borders with Mozambique and South Africa. It

covers an area of 17,364 square kilometres and is

the second smallest country in Africa. It was

founded by Bantu peoples from Mozambique in

the eighteenth century and became a British
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260). The country continues to be ruled under

this 1973 decree as a dual monarchy with a king

(currently King Mswati III) and queen mother.

The present system of governance is the

“Tinkhundla System” whereby members of a

parliament are “democratically” elected from some

fifty-five constituencies. The king has executive

powers, and through an advisory council, appoints

a prime minister and cabinet ministers

(Government of Swaziland, 1998). The system is

described by the ruling aristocracy as “Swaziland’s

unique form of democracy”.

The population of Swaziland is approximately

913,000, and the population growth rate is about

2.8 percent per year (Carmichael, 1999, section

2.3.8), which places Swaziland among the fastest

growing populations in the world. Subsistence

agriculture, which occupies more than 60 percent

of the population, contributes nearly 25 percent

to gross domestic product. English (in which

government business is conducted) and siSwati

are the official languages. Sixty-seven percent of

the population aged fifteen and over can read and

write.

There is one university, the University of Swaziland

(UNISWA), with an enrolment of approximately

3000 students. It was to this university that I was

appointed in October 1996 as Coordinator of

Academic Studies to assist in the establishment

of distance education at the newly formed

Institute of Distance Education (IDE).

The Institute of Distance Education

The mission of the Institute of Distance Education

(located at the Kwaluseni campus of UNISWA) is

to create educational and training opportunities

for qualified individuals who have been unable,

for one reason or another, to undertake

conventional university education programmes.

The programmes offered by IDE are the same as

those offered on campus.

IDE programmes use two modes of teaching:

printed materials and face-to-face tutorials. The

printed material is written specially by IDE course

writers, who are usually the UNISWA lecturers

teaching the on-campus version of the

programme. Students must also attend

approximately twenty-five hours per subject

of face-to-face tutorials. Ten to fifteen of these

hours occur when the students attend the

university for three one-week intensive study

sessions with the IDE course lecturers (who are

usually the UNISWA lecturers teaching the on-

campus version of the programme). The remaining

tutorial hours are conducted in the Regional

Learning Centres (RLCs) in Manzini and Mbabane

by part-time course tutors, recruited from people

employed as college lecturers, secondary teachers,

and lawyers.

IDE enrolled its first intake of students in August

1996. A total of 150 students registered for the

three programmes offered by IDE: BA Humanities

(Languages), Diploma in Law, and Diploma in

Commerce. Nearly all the students enrolled in the

BA were students straight from school, whereas

all the students enrolled in the other two

programmes were mature-aged and employed.

None of these students was given government

scholarships (loans). Twenty-five UNISWA course

lecturers and thirty external course tutors taught

this first intake.

Events, Issues and my Reflections

The secondary and tertiary teaching methods in

Swaziland have tended to create dependent

learners skilled in surface rather than deep

learning (Marton and Saljo, 1976). The members

of staff at IDE wanted to change this. We saw the

role of academic and other staff employed by IDE

as facilitators of learning, not deliverers of

education. So, in our early staff development

workshops for course tutors and course lecturers,
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we endeavoured to engage the participants by

using the student-centred methods we favoured.

We stressed to the participants that we wished

them to be “dialogically involved” (Freire, 1982)

as partners and action-researchers in the distance

education project in Swaziland. We wanted them

to reflect on their ways of thinking and acting,

because “through this process of investigation, the

level of critical thinking is raised among all those

involved” (Freire, 1982, 30). We tried to establish

our roles as “critical friends” (Kember, 1998, 57).

Unfortunately, although most of the course tutors

attended, it was difficult to get the UNISWA course

lecturers to attend these workshops.

Attendance by staff at their teaching sessions was

also a problem on many occasions. For one of the

Saturday study days at the university campus I was

dismayed to find that for the Law Year 1

programme only four of the seven course lecturers

turned up, and in each of these four classes the

students were given a test rather than a lecture or

tutorial.

The creation of effective information and

communication systems proved to be a major

problem for me. I decided that I would use written

communication (newsletters and mail-merge

letters) both for information purposes and also to

try to create a sense of “community” amongst all

those staff and students involved with IDE. Since

I had no computer in my office, all this had to be

done on our home computer and printer. Three

weeks after the first mailout to all students, I was

surprised to find how few of them had actually

received my mail. Subsequent mailouts confirmed

that mail was taking at least two weeks to get to

those outside the university, and that in far too

many cases it never arrived at all.

Communication with the world outside Swaziland

was even harder. E-mail and telephone calls from

my office were not possible, since I had neither a

computer nor an outside telephone line. We had

a computer at home, but we had no telephone

line (nor any chance of getting one because of

the shortage of lines where we lived).

In August 1997, IDE added a Bachelor of Adult

Education to its list of programmes, and registered

a second intake of students into the other

programmes. As in the previous year, registration

was conducted at the beginning of the first study

week. But this particular registration exercise was

a disaster.

Because a few students in the 1996/7 cohort had

not paid all their tuition fees, the University Senate

decided that for 1997/8 the full fee of E2500

(instead of the half-fee, as before) should be

payable up-front at registration. Unfortunately, this

decision was only communicated to the new and

continuing students a couple of weeks before

registration by means of a notice in the Observer

newspaper. Since most students did not read this

paper, they arrived to register with only half their

fee. They were told by the registrar that they would

be allowed to register late, but that they would

have to pay a late registration fee of E50 per day

(one week’s pay for a Swazi housekeeper, half a

week’s pay for a gardener) and they would not be

allowed to sit in classes or receive teaching

material until they had registered. This meant that

the majority of the IDE students missed the first

study week entirely and did not receive their DE

materials for several weeks.

Communication remained a problem. Although I

now had an outside line in my office, this was no

help for maintaining contact with most of our

students. An effective way to communicate with

our DE students was to place notices in the

independent newspaper, the Times of Swaziland.

Unfortunately, in 1997 the government decided

to forbid parastatal agencies using the Times for
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advertising. The government maintained that this

was a cost cutting exercise, but many people saw

it as an attempt to close down the Times because

it was always outspoken and revealed much of

the corruption and abuse in the country. The

Observer was the only other newspaper. This

paper (basically owned by the Royal family) had

a very small circulation and so it was not really

worth putting notices in there. So I now had

difficulty communicating with the students at

short notice.

This problem was highlighted when the university

graduation ceremony was postponed by one week

at short notice because the scheduled date

coincided with a traditional Royal ceremony

(which was arranged at short notice). The new

date for graduation coincided with our IDE study

day. So we announced on the radio that the new

study day date would be one week earlier than

planned. The result was chaos! People turned up

for the graduation on our study day, and students

turned up for the study day on graduation day.

The problem recurred when a teachers’ strike

(which lasted over four weeks) caused the schools

that we used as Regional Learning Centres to be

closed. I found it extremely difficult to inform the

students of a change of venue at short notice.

November 1997 was an exciting time for everyone

in IDE. UNESCO donated the much-needed

educational technology hardware: computers,

printers, scanner, television, videocassette

recorder, and video camera. At last I had a

computer on my desk.

The chaotic nature of things in the last four

months of 1997 had made it difficult to

communicate with the course tutors, let alone

organize staff development workshops. It was as

a result of this that I decided to publish a

newsletter specifically for course tutors and

course lecturers, which would contain their

critical reflections on their practices. I hoped that

this would facilitate their dialogical involvement

with the project and assist in their personal

development. I did not obtain a large number of

responses (those from course lecturers were very

few), but was able to produce and distribute two

issues of the IDEAS Network (Institute of

Distance Education Action-research Support

Network) newsletter before I left Swaziland at the

end of June 1998.

Staff Reflections

One thing I noted during my time in Swaziland

was the reluctance of most course lecturers to

commit themselves in writing. I had to

communicate with about forty-five course

lecturers in the university. I did this by means of

mail-merge memos and letters. During the two

years that I was at the university I sent out

hundreds of written communications, but

received back only a handful of replies. Now, is

this a function of this being an oral culture, or

something more sinister? One course lecturer said

to me “don’t put anything in writing”.

Having said that, I did obtain critical reflections

in the form of verbal feedback from many of the

course lecturers and written feedback from a few.

One course lecturer wrote about the students’

dependent learning style:

The students appear not to understand the

whole concept of IDE. They expect a lot from

the tutors when they should contribute

themselves towards their own professional

development.

And another course lecturer wrote that the

students:

Should take it upon themselves to do the reading

and come for tutorials only to ask questions and

then expand wherever possible. However, most
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but not all of the students seem to look to the

tutors to give them lectures. Yet we come

prepared to assist them to understand better

what they have read on their own, not to give a

lecture.

The course tutors made similar written comments

about the students:

Poor attendance and lack of confidence in

general.

There was a general lack of reading and they

show a degree of laxity, that is, they seem to think

everything is easy.

Students do not do assignments and always do

not have questions to ask. They look forward to

tutor to lecture or explain all concepts.

One course lecturer verbally commented on the

absence of critical thinking in the work of the

first year students, both on and off campus. She

laid the blame for this on the culture of obedience

and respect for authority in which most Swazis

are reared (this lecturer was herself a Swazi).

Many of the course lecturers complained about

the increase in their workloads caused by the IDE

teaching. One lecturer said that she was taking

five courses that year. She felt that she had to fit

dealing with IDE in whenever she could, rather

than seeing it as of equal priority to her on-campus

commitments.

Student Reflections

At the end of 1997, I asked students to comment

on any aspect of their studies with IDE. Sixty-four

students wrote comments for me.

Over 20 percent of the respondents raised

financial concerns. Some students commented on

the cost of bus fares, and one Humanities student

used this as a reason to be transferred to the on-

campus programme, saying “we cannot afford the

bus fare from Mbabane to Kwaluseni.” One Adult

Education student commented on the method of

payment of fees to the university, saying “paying

tuition fees on cash basis is very strenuous.”

Over 40 percent of the respondents were

concerned about course tutors and course

lecturers missing sessions. Some of the

respondents requested compensation for lost

study days. One Adult Education student

commented about “going to RLC for tutorials only

to find that tutors are not there. We would like

compensation for this.” One Humanities student

pointed out that “during the strike, we did not

attend some classes due to the fact that the classes

were locked in the centres. So please compensate

us for this missed days.”

Over 20 percent of the respondents wanted to

transfer to the on-campus programme. All these

students were enrolled in the BA programme and

had originally applied for the on-campus

programme, but owing to a shortage of places had

not been successful. One Humanities student

reported, “we would like to transfer as full time

students since some of us come from distant

places. Secondly, it is tough to make it since we

are far from a library source.”

Sixteen percent of the respondents commented

on the need for more face-to-face study time,

especially as the examinations approached, as this

Law student comments:

As we are new students its better for us to meet

the requirement of our lecturers and enjoy the

course if the university can increase both

number and length of our tutorials.  This because

other lecturers do not want to make an

appointment with.  And it is difficult to solve the

problems we encounter in the course.  As a result

we are behind and exams are near.
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Nearly a third of the respondents expressed their

need to be treated better by the university and

staff. One Humanities student requested that they

“have all the benefits that are given to full time

students”. Other students wrote of their concern

about the lack of consideration and respect from

some staff. One second year Law student asked

us to “employ lecturers who are legally bound to

lecture instead of ones who are doing us a favour

or a sacrifice”.

Ten percent of the respondents commented on

communication problems between IDE and

students. One Adult Education student

commented:

Sometimes we are not informed on time of

changes of RLC dates. This becomes expensive

because we travel for nothing. IDE must use even

the Times of Swaziland since some of us don’t

buy the Observer.

Concluding Remarks

The administrative and academic culture of

UNISWA is like that of so many single mode

universities in that the administrative and teaching

functions presuppose that students with

government scholarships (loans) will attend

university for five days a week between 9.00 a.m.

and 5.00 p.m. for approximately thirty-five weeks

of the year. The staff and students of IDE

challenged all these presuppositions and

experienced considerable difficulties as a result,

for example in relation to the payment of tuition

fees at registration. Guy (1994, 103) notes a similar

situation in Papua New Guinea, where his students

commented “consistently about the process of

distance education and the contradictions and

tensions between their realities and the

bureaucratic demands of the Institute”.

Fung and Carr (2000, 44) found that Hong Kong

distance education students valued highly

“academic support from tutors which enhances

their understanding of the course materials and

provides general guidance on their assignments”

and showed “a desire for a largely directive

approach in tutorials”. This was also true of the

IDE students, but they seemed overly dependent

on a directive approach in face-to-face teaching,

and so showed some reluctance to engage with

the academic culture of IDE.

Throughout my time in Swaziland, communication

with students and staff remained a major problem.

I was unable to find an effective way to transmit

information to the students; I was unable to get

effective feedback from the course lecturers; and

I was unable to create an effective mechanism for

communication between course lecturers and

course tutors. To some extent, these

communication problems resulted from

inadequate communications technology or

infrastructure. But the communication problems

with and between staff were largely due to the

attitudes and levels of motivation of the

participants.

Establishing effective communication among staff

and changing the culture of an institution require

levels of motivation and goodwill that are not

apparent in UNISWA. In order to understand this,

we have to look further afield than the university

administration. The cultures within which students

learn and how to fit these factors with distance

education pedagogy and curriculum are issues

that are particularly important for small countries.

In many countries, education is seen as a way of

gaining significant advantage in a competitive

society that values academic success. In Swaziland,

education is seen as a way to earn a living in a

society that rewards birthright rather than ability.

This situation is detrimental to motivation in

students and staff alike.

In order to understand the changes in so many of

the world’s higher education institutions, we must
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take into account the broader economic, political,

social and technological changes. There is

recognition by many that African institutions of

higher education also need to transform in

response to these broader world changes (Otaala,

1997), but more particularly that they need to

change to be in line with the continent’s new

political and socio-economic environment. In the

case of the University of Swaziland, the necessary

transformation is not helped by the political

situation in Swaziland.
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Introduction

According to Penfield and Larson (1996)

The creation of a strong distance learning

capability requires enormous coordinated

investment in supporting infrastructure, both

physical and intellectual. The physical

infrastructure includes compatible ‘electronic

classrooms’ equipped with video conferencing,

television, computer, and multimedia

technologies suitable for recording and perhaps

transmitting the class off campus.

The faculty, they claim, “must become

enthusiastically committed” if the distance

education intervention is to be successful. When

using information technologies to construct

interactive learning systems, the technical

components and the pedagogical components

cannot be separated.  Both the information

technology engineers and the educators should

work closely in constructing these systems. The

technologist will provide the system framework

and functional blocks upon which the learning

courseware can be developed (Sun and Chou,

1996).

A New Paradigm for Distance Education: Tools for Sustainability in Small States

Halden A. Morris

Faculty of Education, the University of the West Indies,
Mona campus, Kingston, Jamaica

Abstract

Delivery of distance education in an efficient and economical manner has

been on the agenda of many small states and institutions for several decades.

Many have experimented with various modes of delivery and have experienced

various levels of success in various areas. During the last two decades,

technology has improved extensively. Societies have experienced improvement

that has brought about changes in the way we communicate, the way we

transport or ship things, and perform many other tasks. Technology has

improved to the extent where societies across the world are questioning the

validity of traditional modalities and are making rapid changes towards

embracing these new developments.

This paper presents a view on the use of computer technology in delivering

distance education, particularly in small states. An attempt is made to identify

and describe the elements and their ingredients that are considered critical

for such a system to operate in an efficient manner. For distance education to

become sustainable, persons involved must be adequately prepared for their

involvement. The paper introduces the term ‘peopleware’ as critical and

addresses various aspects of human characteristics and involvement in a

sustainable distance education delivery system for small states.
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Shen et al. (1999) suggest that remote distant

interactive learning is an important emerging

educational trend. The Internet, they claim, is an

ideal medium for remote instructional purposes.

Recent developments in computer technology

and software engineering have made it possible

not only for delivering instructions but also for

conducting laboratory experiments via the

Internet.  Adding experimental components on the

Internet can immensely enhance instruction in

distance education, especially in small states such

as countries in the Caribbean, where access to

facilities is limited.

Formerly, instructors/teachers engaged in distance

education were unable to effectively address

various learning styles outside the classroom.

Students were limited to paper-based courseware

in which materials were primarily presented in a

sequential manner according to the instructor’s

perception of the organization of the material.

This may address the needs of some students but

the needs of many others may not be satisfied

because the presentation of the course material

differs significantly from students’ preferred

learning style.

The use of the Internet may provide some

solutions to this problem. A series of hypertext,

multimedia, and hypermedia tools would be

required as the basis for the course delivery.

However, one must incorporate mechanisms to

ensure that students can proceed through the

course materials smoothly. Instructors/ teachers

would therefore need to plan appropriate lesson

presentations for individual students. Students

would learn more efficiently because they would

be able to absorb the materials rapidly, since they

would be more receptive to the method of

presentation.

What is Distance Education?

The term distance education implies education

from a distance. The basic idea is that the teachers

are apart from the learners (Garrison, 1989).

Several generations of distance education are

evident. Garrison (1989) categorized these in

terms of the information technologies and the

media employed, as follows:

a) Printed materials delivered by mail.

b) Analog audio and visual messages delivered

by signal transmission – broadcasting.

c) Digital data delivered by the use of

microcomputers and network systems.

The first two generations of technologies

employed for distance education were basically

one-way communications. Teachers had to make

special arrangements and efforts to receive

feedback from students and no arrangements were

made for students to communicate with each

other during lessons. The microcomputer, in

earlier stages of its development, provided

opportunities for students to work more

interactively with learning materials. Today, the

rapid evolution of the information technology

industry is enabling students to interact

synchronously online and enables real-time

interactions. This development challenges the

academic arena to keep pace in providing students

with education via modern technology.

Interacting in a Distance Education System
This paper will attempt to identify a system based

on certain criteria that would facilitate effective

and efficient distance teaching and learning in

small states. This would constitute the basis upon

which electronic classrooms should be

formulated. With the availability of the necessary

facilities such as computers connected to the

Internet, video on demand, two-way

communication, and other facilities for distance

education, the students should be able to do the

following from any location and at their

convenience:
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a) Attend all classes.

b) Access all information/resources.

c) Access and use all multimedia facilities.

d) Conduct an experiment in a school laboratory.

e) Submit assignments on time, online.

f) Sit an examination.

g) Communicate with all members of the class.

h) Communicate with the teacher.

i) Make a contribution to the class and be

recognized.

j) Receive timely feedback from the teacher.

k) Share ideas and information with others in

the class.

l) Visit selected online libraries.

m) Print documents.

The foregoing suggests that preparing for distance

education will be a challenging task. There are five

major issues that must be addressed if distance

education in small states is to be successfully

implemented:

a) Readiness of both teachers, students and

support staff (people-ware)

b) Availability of suitable equipment and facilities

(hardware)

c) Availability of appropriate instructions and

content (software)

d) An interesting and informative web site

e) Adequacy and reliability of the Internet

Service Provider (ISP)

Peopleware

Irrespective of a technologically sophisticated

system, the absence of people or personnel who

will interact intelligently with that technology will

impact significantly on the usefulness of that

system or technology. The distance education

programme will experience success if the persons

involved are interested in and motivated to learn

from the system. Persons involved in such a

programme will be expected to interact with

computers and peripherals as well as audiovisual

and other devices. In small states it is imperative

that the right personnel be deployed for selected

tasks in order to optimise on the benefits of using

this technology and ensure some level of

sustainability.

A positive attitude towards the use of technology

on the part of persons involved in distance

education is important if this system is to be

successful. Some persons continue to think that

face-to-face/lecture is the most effective mode of

instruction, although this opinion may be based

on what they experienced during their academic

career rather than any valid assessment procedure.

Some teachers who may be willing to change or

experiment with teaching strategies often find

themselves locked into the ‘lecture mode’

(Zielinski and Shibata, 1996).

Highly motivated and competent people are

required for the development and implementation

of a successful distance education programme.

There is need for persons involved to develop

specific skills in order to effectively interact in

the system or with technology. Skills such as basic

keyboarding, manipulating computer software,

and installing input and output peripherals on the

computer are considered critical. In addition, skills

for accessing and using the Internet and other

computer systems in an effective way cannot be

overlooked. Specialized training may be required

to ensure that participants in the distance

education programme are equipped to participate

effectively.

Instructional design skills and creativity on the

part of teachers/instructors would be highly
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desirable, since teachers would have to

understand technology and be able to integrate

technology using interesting methods to motivate

students. Teachers are expected to develop, select

and utilize appropriate software to meet learning

objectives.

Highly motivated and self-directed students are

critical in distance education. It is not only

desirable but also imperative that students are

motivated to the extent that they will access the

system on their own and do whatever is necessary

to move ahead without prompting from teachers.

Sun and Chou (1996) cited one of the major design

issues in distance education as how to motivate

students to learn not only actively, but also

interactively. They incorporated Moore’s (1993)

three types of interaction in distance education –

(1) the interaction between learners and learning

content; (2) the interaction between learners and

teachers; and (3) the interaction between learners

and learners – in their CORAL (COoperative

Remotely Accessible Learning) system by

including the following:

a) A course overview before each course for

students.

b) Self-test questions at the end of each

instructional node.

c) Multimedia presentations of the content.

d) A post window for both students and teachers

to leave messages.

e) An audiovisual window to communicate with

teachers and other students.

f) An electronic whiteboard for students to

exchange information online.

Persons responsible for ensuring that the system

works in an efficient manner are critical. Because

of the diversified nature of the technology

involved it is imperative that technical personnel

are equipped with a diversified background of

skills that will enable them to be efficient at

maintaining the system. In addition to technical

skills and competencies these persons will be

required to equip themselves with interpersonal

and communication skills, since they may be

required to communicate with users using

telephone or other two-way communication

devices to solve technical problems.

Hardware

Distance education cannot be implemented

without inclusion of some basic hardware

elements. In general, for any system, hardware can

be considered to include the following elements

(see Figure 1):

• Input devices (keyboard, mouse, scanner, CD-

ROM, bar code reader, joystick, touch panel,

microphone) which create or input

information. The origin of the information is

not important. The information may be

generated by the device or input from the

external world directly or indirectly by the

user of the system.

• Output devices that receive information then

deliver it to the external world, such as

monitors, printers, speakers, projection panels,

and graphics plotters.

• Storage devices such as hard disk drives,

removable disk drives, floppy disks, and

magneto-optical disk drives that receive

information and then, at a later time provide

the same information upon request.

• Conversion devices such as the central

processing unit (CPU) and the arithmetic logic

unit (ALU) that receive information, convert

it, and then provide the converted information

when requested.

To implement an efficient and effective distance
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education system, all the hardware elements

outlined must be included. It is imperative that

proper hardware be used since these elements

will determine the effectiveness of the

intervention. Both students and teachers will need

to submit and access information from remote

locations, thus state-of-the-art facilities and

equipment will be required.  Access to appropriate

equipment/hardware is a critical factor in the

implementation of this type of education. It would

be desirable for both teachers and students to have

hardware available in their homes. This would

provide greater access and hence more

involvement in the learning process. However,

many persons may not own equipment;

consequently, public facilities would be required

to provide the appropriate level of accessibility.

A major problem faced by educators where

hardware is concerned is cost. High quality

hardware is expensive and in many cases may be

inaccessible by many students. Implementers of

distant education systems, especially in small states

where dollars are scarce, must be cognisant of this

limitation and ensure that implementation is not

plagued by unavailability of funds.  An implication

of high cost is that students may be denied access

to equipment because of a claim that “the

equipment is too expensive to allow students to

destroy them.” Much value and benefits will be

derived from effectively used equipment.

The selection of hardware for use in distance

education in small states is a critical concern. It is

imperative that the right hardware be selected for

the right task. Consideration should be given to

criteria such as cost, obsolescence, age, impact,

size, complexity, technology, materials used to

manufacture, efficiency, function, durability, speed,

power consumption, operational requirements,

and maintenance needs. The most expensive may

not necessarily be the most appropriate. The

device may be too complex for the situation or

the brand name may be influencing the cost. The

equipment may be old but not obsolete;

conversely, it may be brand new yet obsolete.

There may be a mismatch in technology as, for

example, digital versus analog. The hardware may

just not work because of this mismatch in

technology.  The materials used for manufacturing

the hardware may not be appropriate. Some

materials could pose health problems because of

their carcinogenic nature. The operational

requirements and maintenance needs may be

Figure 1 • Elements of Hardware
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outside the scope of the organization. Technical

personnel required to maintain and repair devices

may be unavailable in the state, thus causing

extended delays when there is malfunction of

equipment.

Software

Software is the instruction given to hardware to

carry out functions. Hardware can do nothing

without instructions. Irrespective of the

sophistication of hardware employed, these will

be useless without appropriate software.

Computers require two different types of software,

namely systems software and applications

software. The systems software makes the

computer perform basic operations such as

starting up and reading disks. The applications

software are programmes written to instruct the

computer to perform tasks that humans want to

do, such as word processing, calculations, etc.

The computer will simply not operate without

software; consequently these are considered the

‘fuel’ for hardware. Software may either be

developed and marketed commercially or

developed domestically for specific purposes.

In small states, the selection and use of appropriate

software is of great importance. Invariably, several

software packages are available with various

advantages and disadvantages. In many cases,

software is purchased because of one’s previous

knowledge of it, it is simply the one available, or

the purchaser was influenced by someone who

was exposed to it without critically analysing the

usefulness of it. It is necessary to give careful

consideration to needs before selecting software.

Knowledge of one’s requirements and needs is

the critical basis on which the appropriate

software should be selected.

A critical issue is that of cost. Most software is

extremely expensive, especially special purpose

software such as those needed to make distance

education possible. In many instances, the cost of

a software package may far exceed the hardware

cost. In addition, the cost of maintenance and

training needs of the software may be far in excess

of the initial cost of the software. The question

about maintenance of the software must be

answered before it is purchased, since this may

be unaffordable. Software programmes are

constantly being upgraded and will need

maintenance support. In addition to cost, the issue

of availability should not be underestimated. Some

developers will readily sell the first issue of a

software programme to just about anyone because

in most cases it is already outdated. The problem

in small states is that some developers may not

want to sell their most current software to foreign

users. Others simply develop less adequate

versions for international use and save the best

for themselves.

The issue of pirating is another concern.  Although

many software developers have put measures in

place to make pirating difficult, most software can

still be easily copied and used. In many instances,

persons in small states experience difficulties

purchasing certain software because they are

simply not available for purchase outside of the

United States, Canada or other “first world”

countries. This usually results in pirating, since

this may be the easiest method for accessing

the software.

Internet Service Provider (ISP)

The Internet is a wide area network system that

links computers all over the world. This system

constitutes computers in various types of

organizations, including banks, libraries, museums,

television stations, radio stations, departments in

universities, industries, marketing companies, and

numerous other organizations connected in one
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major network. Persons worldwide, including

those in small states, can access computers from

remote locations to get information, send

messages, conduct meetings and conferences,

purchase goods and perform many other

functions. The Internet has become an integral

part of the daily activities of many persons. In

fact, as Ball (2000) wrote, “These days it seems

like everything you see and hear is E-SOMETHING

this and .COM that. Our nation has fallen in love

with its newest toy . . . The Internet.”

During the past decade, the Internet has placed

students and teachers in a unique teaching/

learning situation. According to Zielinski and

Shibata (1996), the Internet has proven to be an

ideal system for the marriage of technology and

education. They further claimed that the major

impact of the Internet on learning and instruction

would be realized from the rapid growth of course

materials and learning scenarios to supplement

or replace text and/or handouts. Through the

Internet teachers now have the potential to

enhance and revolutionize the education of

students at all levels.

The ISP is critical to the proper functioning of

distance teaching and learning, since it is through

this service that most, if not all, communication

and interaction will take place. A critical issue in

small states is the availability of adequate

bandwidth (the channel through which

information is sent) to facilitate rapid interaction

within the system. It is imperative that the ISP

provides a service with adequate bandwidth, since

the speed of access is proportional to the number

of persons accessing the Internet at any time. As

the number of persons accessing the Internet

increases, the efficiency of the system deteriorates,

thus making access to information a very slow,

tedious and boring task. It is the responsibility of

the ISP to provide an economical and reliable

service with adequate bandwidth to enable

reasonably fast interaction with the network.

Web Site

The location on the Internet at which the distance

education materials will be housed is called a web

site. Web site construction in which pedagogical

principles are to be addressed is a major issue.

According to Zielinski and Shibata (1996), most

persons creating web sites are not conversant with

the literature about learning styles and effective

teaching techniques. Some teachers simply

translate lecture notes to pages, which is not a

good practice.

Zielinski and Shibata (1996) suggest that web site

creators must consider the various learning styles

and the stages of development of students as they

interact with course materials. The web site

creator must also address the challenges presented

by rapidly changing technology. Good web sites,

they claim, must contain more than a set of

graphic, presentation-type images with one or two

lines of text. Distance education will require high

quality, content-rich, self-paced, interactive

materials with clear instructions that are available

on demand from any location.

The material should approach a topic from several

perspectives and answer the needs of students

with different learning styles and at different levels

of mastery. Links should be established to content

areas at appropriate levels. Reading lists and

problem sets should also be provided for the

students to undertake off-line work. The work

should be challenging and allow the students to

navigate and discover for themselves.

Distance Education in the Making

An example of a distance education programme

that utilizes the Internet can be found at web site

http://www.jbte.edu.jm.1105/jbte-vu. The

University of the West Indies Institute of Education

(IOE) has implemented the “virtual university”

concept, which gives students the opportunity to
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participate in classes, access course materials,

submit course assignments, etc. at this location

on the Internet. TeleLearning Network Centres of

Excellence in Canada developed this innovative

teaching tool.

The Joint Board of Teacher Education (JBTE) in

IOE is utilizing this technology to deliver master’s

courses to teachers across Jamaica in particular,

and teachers across the world in general. Having

successfully delivered three courses (Inside

Classrooms, Teaching at the Primary and

Secondary Levels, and Theory and Practice of

Teacher Education), the JBTE is now poised to

expand this delivery system. According to

Professor Linda Harasim, President of  TeleLearning

Network, this type of delivery and training puts

Jamaica at the forefront of using educational

technology and ensures that the skills that are

being developed will make the country not only

a user but a producer of the technology.

Conclusion

Distance education is an emerging paradigm

where learners, teachers and equipment may be

at different locations. To implement successful

distance education programmes in small states

requires careful thought and planning.  According

to Ball (2000), “If you fail to plan, you plan to fail.”

There is need to plan and develop new tools and

strategies in order to interact with and benefit

from development.  The key ingredients for

success include motivated people, adequate

hardware, appropriate software, an informative

web site and an efficient Internet Service Provider

(ISP). Using the Internet in distance education

programmes opens endless possibilities in

teaching-learning situations. Consider a science

class having students distributed all over the world

– how fascinating this would be?
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Introduction

Electronic technologies offer tremendous

opportunities for effective teaching. They also

offer additional advantages, for example

opportunities for automation of assessment

exercises and rapid deployment of course

materials. Whereas the popularity of electronic

technologies in distance education may be based

on the latter, this paper recognizes that their

essential value lies in their ability to enable high

quality, rich learning.  The paper does not promote

electronic course delivery as a means to simplify

the teaching process, reduce interaction with

students or remove the responsibility for grading

student submissions.

The electronic technologies of most concern in

distance education are the means by which

material is delivered to students, that is, “media”.

Classifications of media include audio-vision,

broadcast video, portable video, dedicated video

conferencing, computer-based and Internet-based

technologies.

Empirically, it has been shown that the vast

majority of distance learners fall into the category

of working-age, literate adults employed in non-

manual jobs (Woodley et al., 1987). For these

learners, Internet-based technologies offer

significantly more features than audio-vision,

broadcast video, portable video and dedicated
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Abstract

This paper discusses the development and administration of distance education

courses using current yet affordable data and telecommunications technologies

which do not require dedicated capital expenditure. These technologies are

well suited to small island states already equipped with distance education

centres. Guidelines are offered for the manageable maintenance and updating

of course materials. Proposals are made on methods for implementing strategies

and technologies for the provision of a rich portfolio of student services which

mimic the in-person teaching model yet benefit from the flexibility and

availability of distance education courses.  These methods may be used on

their own for courses delivered entirely through electronic means, or may be

used to supplement traditional distance teaching methodologies. The paper

closes with a checklist of implementation and administrative challenges

associated with the delivery of distance education courses through electronic

means, and makes recommendations on how these may be avoided.
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video conferencing technologies. Off-line

computer-based content delivery offers less

functionality than Internet-based (more

particularly “Web-based”) delivery, lacks the

interactivity of video conferencing, but offers

more features than audio-vision, broadcast video,

portable video and, of course, unsupplemented

printed materials. In addition to offering more

functionality, Internet-based distance education

need not require the purchase of dedicated

hardware. For large-budget organizations a mix of

technologies may be financially justifiable. For

more modest budgets, Internet-based delivery

offers the best balance of accessibility, features

and cost.

This paper, then, presents an overview of what is

required to develop and administer Web-delivered

courseware. It distils this into recommendations

for technologies and strategies that are particularly

well suited for the Caribbean.

Development of Electronic Courseware
for Distance Education

When course material is posted on a web site, it

is important that the purpose of posting is clear.

For example, is the material being posted

• To reduce the printing costs of the teaching

institution?

• To ensure timely dissemination of incidental

or urgent information?

• To enable the submission of student

assignments for electronic grading?

• As an archive of course materials (as distinct

from the delivery of course content)?

• As a means of delivering whole courses

through distance education?

If material is being posted on a web site for the

first four reasons, and this is clear in the minds of

instructors and made clear to students, then it is

acceptable that its form mimic that of its printed

counterpart. For the delivery of distance education

courses, however, it is entirely unacceptable that

reams of textual lecture notes be represented in

electronic form. The Internet (the

communications network on which the Web lies)

has its remarkable strengths which, for effective

delivery, must be well matched to the form in

which content is posted (Mallalieu, 2000).

The Web offers a rich alternative environment to

the physical classroom and, therefore, far more

opportunities than printed material alone. It offers

abundant possibilities for discursive, adaptive,

interactive and ref lective opportunities

(Laurillard, 1993). The electronic community

presented by the Internet enables the instant

establishment and maintenance of learner

communities in a manner not possible with other

media. Opportunities exist for multimedia,

interactivity, asynchronous and synchronous

learning and communications, nonlinear

navigation of resources, and many other forms of

investigation and assessment (Palloff and Pratt,

1999).

Preparation of well-designed course materials for

Web delivery is laborious. It is enormously

rewarding, though, as it forces instructors to plan,

organize, structure, articulate and present their

course content in a manner that is accurate,

efficient and effective. For this reason alone, if

students are never exposed to the materials online,

the exercise is worthwhile.

To administer a Web-based distance education

course requires the functions of systems

administrator and instructor. In some cases these

roles may be accomplished by the same person,

in others they may be separate. In any event, it

requires the creation of course content, posting

course materials on the Web, managing student-
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student discourse, supporting students in their

learning exper ience and learning from

experience.

Current Technologies for Preparation
of Electronic Courseware

Content delivered using real-time video broadcast,

video conferencing, audio conferencing and audio-

vision technologies is prone to instructor error,

tangential excursions and ambiguities. These

modes do not afford the same degree of off-line

materials revision as does the Web.  Though quality

is assured more robustly in prerecorded video

material and printed matter, the former requires

very expensive facilities and technical expertise

and the latter is poorly lacking in features and

opportunities. The use of Web technologies does

not necessarily require access to the Internet. Web

technologies may be used to design course

content for CD distribution. In this case, all features

of Web-based instruction are available except for

communications. Supplementary services may be

offered over the Internet, including e-mail,

asynchronous threaded discussions, audio

and video conferencing. Alternatively, students

may be required to participate in a few online

activities, for example the submission of

assignments or peer group collaboration.

Electronic course materials may be prepared using

a range of popular applications, including Adobe

GoLive, Microsoft FrontPage, Adobe PageMill,

Allaire HomeSite, NetObjects Fusion, Bare Bones

BBEdit, Asymmetrix ToolBook II Instructor,

Asymmetrix IconAuthor, Macromedia

Authorware, Allen Communications Quest,

Microsoft Word and TextPad. These products

range from sophisticated, specialist web design

tools through familiar word processors to the

most generic text editors.

For the advanced user, there are powerful tools

available for the production of course components

involving multimedia, interactivity and animation.

Macromedia carries a comprehensive line of such

tools. For these developers, specialist products

for graphics layout may be used in conjunction

with basic text editors. Products include

QuarkXPress, Adobe Illustrator, Adobe InDesign,

Adobe ImageReady, Adobe PageMaker, Adobe

ImageStyler,  Adobe Photoshop and CorelDRAW.

Instructors or institutions may prefer to produce

and post all of their content from within dedicated

electronic course management applications. These

include Topclass, WebCT, CourseInfo, VirtualU,

Intralearn, Web Course in a Box, Librarian,

Pathware, Learning Space, Learning Server and

Symposium.

Viable Technologies for Electronic
Courseware

Filtering through the plethora of technologies and

applications available for the support of online

course development, delivery and maintenance

need not be a daunting task. For average

instructors who must, or choose to, prepare

content for Web delivery by themselves, the

criteria for viability are essentially:

• Use of a limited set of familiar tools for

multipurposes – the standard word processor

is often sufficient

• Where possible, the use of open technologies

– those that yield and manipulate files of

standard formats, most particularly html

• The ability to edit the details and sequencing

of content quickly

All standard word processors are capable of

generating Web pages, a range of visual objects

and animated effects. As instructors are familiar

with these applications, and have already

developed fluency with them, they are ideal for

the preparation of course content for the Web.
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In particular, course developers will not be

burdened by having to learn how to use specialist

software and correspondingly, attrition rates will

be low. Additionally, these applications should be

licensed by universities for general purpose use

anyway, so no further expenditure is required.

Another advantage is that word processors offer

the What-You-See-Is-What-You-Get (WYSIWYG)

feature, so are highly recommended for first time

and tentative course developers.

Another compelling reason to use familiar word

processors in the development of content for

the Web is that it is in a standard format that

may be reused for printing, archiving and re-

purposing needs. The disadvantage of using word

processors for Web content preparation is that the

code they generate is typically verbose, not

succinct and optimum. In cases in which web

content is prepared by a specialist team then use

of more advanced tools is suggested.

A tool that is viable and useful in the building

of text-based electronic courseware is e-mail.

Though the most obvious application of e-mail is

for communications, it also represents a powerful

channel for generation of frequently asked

questions (FAQs) databases. Questions from

students, sent via e-mail, and corresponding

responses from instructors may be continuously

concatenated to FAQs in online courses. Not only

does this practice guide revisions in the manner

in which course materials are articulated and

presented, but it also provides a tremendous

supplementary service to students.

Once electronic materials are prepared for Web

delivery, they must be posted to a server. Web

technologies will fail for the purpose of course

delivery unless they allow the flexible, immediate

and convenient editing of the minutest of detail

in course content. Instructors must be able to

change a word here, restructure a sentence there,

relocate a huge body of text, at any time from their

desktop. Every revision to the course content must

subsequently be posted. The use of course

management systems which require tedious

operations to effect minor edits may demotivate

content developers and, worse, result in a

compromise of content quality. Effective strategies

include building a support community of course

developers, the use of applications support staff

and simply choosing course management

applications which do not wrap content into

proprietary packages.

The ability to edit details of audio and visual

materials motivates good practice in the

production of high quality courseware. The taping

of long instruction sessions hampers the natural

and beneficial growth and revision of course

materials and presentation. This mode of content

preparation for modest budgets fails in two key

respects:

1  Scheduling of recording is not entirely under

the control of the instructor: a production

team and equipment must be arranged before

recording can begin.

2 Editing is cumbersome, if not impossible, and

certainly out of the hands of the instructor.

Visual and voice information may be prepared and

revised on instructors’ desktops if clips are short.

A viable strategy for associating voice with video

or static visual content is for instructors to prepare

electronic viewgraphs, each with its short voice

clip. In this mode, the voice files are invoked by

students through selection of an appropriate icon

on a Web page. The viewgraphs may be prepared

in html using any standard tool as described

previously. The voice can be recorded using a

standard desktop computer microphone and

generic sound recorder.  The former costs roughly

US$10.00 (in the year 2000) and the latter comes

standard with all sound cards and most operating

systems. Conversion of sound files to MP3 format
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is recommended as it offers industry standard high

quality as well as dense compression formats.

The development strategy of viewgraphs

associated with short sound clips is tremendously

powerful. It affords the opportunity for instructors

to record lectures incrementally as well as edit

microscopically.  The viewgraphs are trivial to

edit using standard tools. The sound clips, say

two to five minutes each, may be edited or

completely overwritten. One sound clip may be

associated with each viewgraph or any number

of sound clips may be associated with a single

viewgraph. Viewgraphs and sound clips may be

re-ordered instantly by copying and pasting.

Checklist for Small Island States

1. Training the Trainers
Are instructors adequately trained to use

electronic technologies? Electronic technologies

for the delivery of courses motivate an entirely

new pedagogy.  As these technologies are relatively

new, instructors and host institutions must

undergo both cultural and technical training to

best take advantage of the opportunities they

afford.

Recommendation: Organize nonthreatening

training opportunities for academic staff in:

• Instructional design for Web-based instruction

• Electronic technologies (desktop tools,

Internet, course management applications, etc.)

• Community building

2. Support in the Early Days
Is there a community of users who can lend

support? Support on the production and

administering of online course materials must

come from people who have themselves

developed course materials for electronic media.

This support cannot come from a network systems

administrator whose portfolio is to maintain

electronic course management applications.

Early adopters represent a key resource in the

migration to online course delivery. They are the

ones who build value for the notion of online

education. They are the ones who do it for the

love of it. They must be encouraged. Their

recommendations from actual hands-on

experience and field trials are vital. When response

to their recommendations is prompt, they are

likely to grow their activities to tremendous

proportions and become the most valuable in-

house resource.

Recommendation: Support early adopters and

explicitly include them in the project community.

Encourage them to mushroom their expertise

using support staff who can in turn offer

consultancy services to the more cautious.

3. Familiarity
Are instructors familiar with the electronic tools?

High rates of attrition will result if the everyday

work of instructors does not involve using the

electronic tools necessary to produce and

administer their online courses. If instructors have

to relearn electronic tools every time they need

to edit, add or administer course materials, they

will dishearten and dilute the efforts of the whole

organization.

Recommendation: Encourage cautious adopters

to use familiar electronic applications that they

use for other purposes, for example word

processing.

4. Confidence
Are instructors confident about the new

technologies and pedagogy? The best way to build

confidence in instructors new to the technologies

and pedagogy of online course delivery is to

encourage them to phase electronic components
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into their course materials gradually. This

incremental move from established materials and

methods to their electronic counterparts

(Mallalieu, 1999) affords instructors the

opportunity to establish a suite of course utilities

and experiences that is consistent with their

teaching style and content.

Recommendation: Plan the phased introduction

of electronic components into distance education

courses. In the first phase the instructor may post

all of the administrative details about the course

and encourage e-mail support for queries. The

second phase may involve the introduction of a

bulletin board to support threaded discussions and

perhaps online-graded self-tests, not for

assessment. The third phase may involve the

posting of core content, appropriately designed

for electronic media. The final phase may be the

introduction of automatically graded exercises for

assessment. Of course these phases are followed

by revision in every subsequent offering.

5. Contingency
Traditional classroom teaching depends on the

airwaves for communication. Traditional distance

teaching depends primarily on the postal service

for communication. Online teaching depends on

more advanced technologies which are not as well

established. Whereas we assume that the lecture

hall will always be illuminated because the well-

established electricity generation and distribution

services are reliable, data communications

infrastructure is not so well established and

therefore not as reliable.

Recommendations: A mix of media should be

used: print, CD and Web-based.

6. Institutional Support
Institutional support is necessary to ensure that

supporting services are robust and reliable.

Recommendations:  Web servers that host course

materials must be available for student access 24

hours per day, seven days per week during

semester. This entails 24/7 maintenance and

administration of

• The web server (the computer)

• The web server application

• The course management application, if used

• The data network

• The Internet access facility

The following are also required:

• Automatic back-up, on a separate storage unit,

of all student data, most particularly

assignment submissions

• Application support for course management

system, if used

• Development support for the creation,

revision and delivery of content on

the Web

Around the clock phone-in and e-mail support

from the administrators of these facilities is also

highly recommended.

7. Student Support
The students themselves need to appreciate the

value that electronic technologies bring to their

learning experience.  They will do this if the course

content is accurate and articulate, materials are

appropriately designed for online delivery and

instructors are responsive to their needs.

Recommendations: Instructors should

• Be thorough about content – eliminate all

mistakes and ambiguities

• Design course to be student-centred
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• Afford opportunities for all learning styles

(Claxton and Murrell, 1987)

• Post student evaluations

• Respond comprehensively to concerns and

recommendations in student evaluations

• Respond to student e-mail promptly (within

24  hours) and graciously, regardless of content

• Advise students in advance if they will be

unavailable for e-mail contact for a few days

or more

• Apologize abundantly if unable to respond

promptly to students’ e-mail

8. Convenience of Access
Is access to course materials convenient? One of

the tremendous strengths of online education is

that it offers guided yet f lexible, self-paced

learning. When access is limited to formal learning

centres, ad hoc scheduling may not be possible

and commuting may not always be possible or

convenient. True flexibility, then, is afforded when

students are able to access course materials

from home.

For those students who already have computers

and Internet access in their homes, Web-based

delivery is very convenient. For those who have

computers but no Internet access (or costly

Internet access subscription), course CDs are very

convenient. When course content on CDs is

implemented using Web technologies, students

benefit from all of the strengths of online

instruction except communications. For

communications purposes and for the submission

of online exercises, these students may travel to

the closest distance education site.

Additionally, if recommendations previously made

in this paper are followed, students may browse

hard copies of lecture transparencies and other

text and visual content in print, to reinforce online

lecture sessions.

Recommendations: Course materials should be

available in a mix of media: print, CD and Web-

based.

Conclusions

Distance education represents an important

means of increasing enrollment in higher

education programmes and also of offering

increased access to higher education for working

adults. However, the flavour of the offering is

intimately tied to the medium through which

course materials are delivered and through which

instructors and students interact. Non-electronic

technologies are disadvantaged by the dissociation

of participants from the instructor and from the

peer community. Distance education courses

taught using non-electronic communications

means also suffer from cumbersome feedback

mechanisms or worse, no feedback at all. Some

electronic technologies, which address these

shortcomings, are inflexible and require enormous

capital expenditure. Additionally, these latter

technologies are forever threatened by extinction.

This paper promotes the use of Web technologies

in the delivery of distance education courses.

These technologies may be powerfully combined

with Internet access to support a rich set of

communications facilities. Without Internet access,

they still offer tremendous f lexibility and

convenience for learning at home.

Recommendations have been made on strategies

to address the key challenges of adopting

electronic technologies in distance education.
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Introduction: Continuing Professional
Development in a Worldwide Knowledge
Economy

In an emerging global knowledge economy,

continuing professional development is widely

acknowledged to have a key role in leading the

development of a learning society.  The analysis

of Gibbons et al. (1994) indicates that continuing

professional development may even be a

determining influence on levels of economic

development when
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Abstract

As mature adult learners, professional development students have much relevant

experience and knowledge to offer each other. A problem for small states, as

also for specialized study programmes, is assembling in one place a student

group of sufficient size to benefit from this exchange. Established forms of

distance learning can overcome the problem of dispersed locations, but make

it more difficult for students to draw on the collective resource their peers

represent, particularly during periods of independent study.  This paper presents

a case that, providing they are carefully integrated, communication technologies

can enhance and deepen the learning experiences of remote students, in

addition to reducing the problem of social isolation. As well as learning from

each other, students can gain better access to scarce subject expertise

and source materials. To make the case, the paper draws on experiences

documented in the research literature, and on one author’s professional practice.

At the same time, it emphasizes the importance of preliminary needs analysis

and a well-constructed learning design for effective use of the new technologies,

and offers some guidance from the practitioner research literature.

lifelong study, as well as training and re-training,

are possible and taken for granted by large

fractions of the population. This readiness to

learn greatly increases the capacity of a labour

force to respond to rapid technological change

and is at least as important as the innovations

that support it, or the competitive markets that

drive it. (Gibbons et al., 1994)

Moreover, since learning in the knowledge society

can no longer be narrowly equated with the

transfer of specific established content, the very

nature of professional education is shifting:
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Modern mass higher education teaches people

not to become too closely devoted to one

occupation or a single set of skills. It prepares

them for the likelihood that both will change

often and that they must travel fast. To travel fast

one must travel light, in skills as well as attitudes.

The only skill that does not become obsolete is

the skill of learning new skills. (Gibbons et al.,

1994)

In this analysis, the learning trajectories of

professionals will become increasingly

contextualized and individual.

At the same time, the challenge of globalization

to the maintenance of local values and identity in

education is increasing. We are regularly reminded

that no country can afford to disregard education

for participation in the knowledge economy:

The knowledge economy offers exponential

returns on investment in education. Investment

in education will now have to be geared towards

the knowledge economy. This concerns all

developing countries, whatever their

performance over the past decade in the field of

basic education.

If we lose the connecting links between basic

education for all and the high-powered knowledge

economy, we risk opening up a vast chasm

separating poor and rich countries (Koichiro

Matsuura, Director General of UNESCO, reported

in the Financial Times, April 27, 2000).

A paradoxical consequence is that, despite the

potential for information and communication

technologies (ICTs) to provide “opportunities to

build local knowledge structures, which can in

turn be shared with a larger audience in the

context of our global society” (Learning Without

Frontiers, 1998), existing educational systems

straining to meet greater demand may be driven

to accepting ready-made technology-based

solutions. And past experience with technology-

based solutions in education has not been

encouraging:

Educators believe that the failures of many past

educational technology applications have been

due to the fact that they were ill-adapted to the

culture of the learners, insufficiently interactive,

too expensive or tried to replace rather than re-

inforce the role of the teacher. (Learning Without

Frontiers, 1998)

How, then, can the new knowledge media

themselves contribute to the sustainable

development of education professionals in a

knowledge society? By way of background to the

issues raised by the development of ICT-mediated

continuing professional development in the

Caribbean regional context, the body of this paper

briefly reviews aspects of education in which ICTs

can have an impact on the availability and design

of distance learning provision. It focuses

principally on andragogical issues in the context

of current practitioner research (including that

of the first author). In conclusion, it brings forward

for discussion the authors’ joint work towards a

professional development environment that could

address some of the concerns raised above.

Our particular concern has been with the

development of appropriate support for both

tutors and students participating in our

professional development courses for teachers in

the Caribbean. The distance learning courses that

we have been running for over ten years have been

based on a combination of text-based distance

learning materials and face-to-face study school

and local tutorial support. However, with the

expansion of our Caribbean programme, the small

island states context has meant that our traditional

styles of working have become increasingly

problematic. Our interest in that respect has

focused not simply on tutor-to-student contact but
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also on the use of ICTs in developing improved

models of tutor support, coordination and staff

development, linking university staff in Sheffield

and the Caribbean.

ICTs in the Organization of Distance
Learning

From the organizational perspective, there are

evident advantages of deploying ICTs in

continuing professional development at a distance.

For provider institutions targeting specialized and

scattered groups, communication technologies

facilitate gathering a critical mass of learners, and

monitoring the progress of distributed learner

populations. For course organizers, information

in digital formats offers just-in-time resources,

rapid transfer and ready accessibility of learning

and research resources. For students and tutors at

any individual location, ICT-based delivery

increases the range of opportunities for acquiring

new skills and for professional updating, and can

also create a base for professional networking and

peer support.

The organizational advantages shown in Table 1

may not represent unequivocal benefits in every

professional development situation. A clear

example is the focus on efficiencies of scale, which

tends to compromise local relevance. This is more

than a trivial problem, since authenticity of task

requires remaining rooted in one’s own

professional culture rather than becoming

detached from it, while learning to research

effectively requires access to a range of resources

likely to be available only beyond the immediate

situation.

A developing “hidden costs of education” research

literature suggests further that, whatever the

benefits of innovations at the organizational level,

these may be offset by less evident resource costs

to individual tutors and students. A recent survey

of the costs of networked learning in the UK

(Bacsich et al., 1999) identified unattributed staff

time, and time and resource demands on students

(including acquisition of hardware, printing of

learning materials) as significant elements. Thus,

TABLE 1: Overview of Organizational Uses of ICTs

ICTS IN DISTRIBUTED COURSES – ORGANIZATIONAL FUNCTIONS

Administrative procedures and information
Course publicity, online enquiry, registration forms
Administrative information and common questions (FAQ)
Course requirements and institutional regulations publicized

Student assessment and supervision
Records of assignments received, and grades
Student progression and intermissions, and supervision arrangements

Delivery of (some) learning resources
Generic professional resources online
Online searching resources and databases
Official data and policy documents
Pre-prints research reports and conference proceedings
E-journals
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there may be divergence, or even tension, between

institutional, staff and student interests in the

deployment of ICTs. By way of example, the e-

mail list model, a course support mechanism with

very low entry costs, building on well-established

working practices and software environments,

does over the longer term tend to foster a centre-

periphery pattern of communication which can

overload tutor time (see Moonen, 1997) – and also

carries the risk of encouraging dependence rather

than self-direction among students.

Communication, Dialogue and Learning

When we come to consider the impact of the new

technologies on quality of learning, questions

proliferate. A recent meta-analysis by Hara and

Kling (1999) confirms a current of thinking among

online learning practitioners that there is a gap

between the appreciation of the course delivery

potential represented by ICTs, and the

understanding of what makes for effective

transferable learning and positive experiences for

staff and students. For the andragogical approach,

which sees students as a major resource for each

other’s learning development, this is a crucial issue.

Social learning has been poorly served by

traditional distance learning methods:

The constraint imposed on contingent dialogue

between tutors and students and amongst

students themselves in distance learning

inevitably imposes limitations on social

constructivist activities. (Armstrong, 1996)

From this perspective, the key advantage of ICTs

is their potential for increasing the opportunities

for mutual exchange, or for interaction through

simulated co-presence. Indeed this is often a major

objective in bringing a professional development

course online.

However, our own empirical research on student

experiences, paralleling that of others, leads to the

conclusion that realizing the apparent

andragogical opportunities, particularly in the area

of overcoming the tutor-centred model of teaching

and learning, and enhancing learning dialogue

among students, is not straightforward. Nor should

we be surprised if professional development

students online sometimes show less of the

mature learner characteristic of self-directedness

than might have been anticipated from their

knowledge, experience, and general learning skills.

Given that the autonomy of adult learners is

context-dependent (see Boud, 1982), computer-

supported group communication is in itself a

sufficiently new context to pose challenges

additional to those of new domain knowledge.

Emerging in parallel with the “hidden costs”

literature referred to above is an “effectiveness of

learning” literature from researchers who have

been involved in pedagogical experiments with

ICTs, or close to them in evaluation of outcomes,

a literature that asks questions about existing

examples or about best deployment of

communication resources in support of learning

from online dialogue (inter alia, Lee, Dineen and

McKendree, 1997; McKendree et al., 1997; Mason,

1998; Wegerif, 1998).

For small professional development groups, what

are the barriers to participative online learning?

The case analysed by Hara and Kling (1999)

implicated three quite different sources of

difficulty: pragmatically, technical problems; in

relation to the learning design, ambiguity or

uncertainty; and in interaction, the need for swifter

and more detailed feedback. While all of these are

significant, the first writer’s own investigations in

the recorded online interactions of adult learners

suggest that none of these sources of difficulty

can be entirely isolated from issues around

expectation and prior experience – with even the

overtly technical sometimes representing a

displacement of other kinds of concern.
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Despite a long-standing acceptance of the

liberating effects of computer-mediated

communications on reticent individuals (Harasim,

1993; McConnell, 1994) some recent empirical

work has suggested there may be critical

thresholds for confident and effective engagement

which some online course members may never

attain (Wegerif, 1998; Salmon 1998), and there is

some support for this from the students reported

in Graebner and Levy (1999). A sense of social

connectedness appears to be a contributing factor

(Graebner and Levy, 1999) – or perhaps even a

prerequisite (Weggerif, 1998) – for learning

through participation in a discursive environment.

Detailed comparison of working groups further

suggests that communicative patterns may be

significantly group-contextual and that their

development through trial and error is liable to

absorb considerable time and energy (Graebner,

in preparation).

Issues of structuring the learning experience have

also emerged: too many channels in the software

environment may inhibit learning (Mason, 1998);

while structured induction into discussion

activities is vital (Salmon, 1997, 2000), even after

the initial steep learning curve the management

of uncertainty and isolation in the online

environment remains a problem for a substantial

proportion of students (Graebner and Levy, 1999),

and so scaffolding devices have a continuing role.

Most seriously, the findings of the Vicarious

Learner project (see Lee et al., 1997; McKendree

et al., 1997) have suggested that the genuinely

dialectic learning exchange central to the social

constructivist model is not common from online

interaction, though their experiments also suggest

that such skills can be acquired, and that modelling

in the course context through structured exercises

and examples contributes to their acquisition

(McKendree et al., 1997)

An underlying theme of the findings from this last

project is that learning cannot be equated with

articulating meanings online. The students

investigated in Graebner and Levy (1999) were

keenly aware that their recorded contributions to

discussion online were a very partial

representation of the learning they experienced

on the course: “we all apply our own

understanding elsewhere . . . What goes on in the

[discussion areas] is only a fraction of the learning

that has taken place on the course (contribution

to a reflective online discussion, student P).

Individual reflective learning could easily remain

invisible, and can be undervalued: “Silence is

seen as non-participation when in fact it could

simply be that someone is trying to think about

what is happening and perhaps trying to make

connections with either their practice or the

debate or indeed the readings” (contribution to a

reflective online discussion, student Q).

This produces a fundamental problem for

assessing learning from the online evidence alone

– for example, in grading students for their online

participation. But at the same time it points

towards ways of working with students to engage

with the changing purposes and needs they bring

to the online situation, or acknowledging that

online discussion may be the occasion, rather than

the site, of a developing understanding, and setting

the scope of online activity accordingly. Through

activities such as scheduled reflective discussions

or personal journal keeping, or by addressing

needs arising from the off line professional

situation through mutual support groups or

information exchanges, the resources of the online

environment can be deployed to build bridges

with students’ wider experiences of learning. (For

a useful general review of some styles of learning

tasks which online discussion can support

effectively, see Berge, 1999.)
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While course-related induction and ongoing

support are crucial to effective development of

online discussion (cf especially Salmon 1998), we

would stress that the support of an integrated

course design is also indispensable; and that

alternative forms of discursive software

environments should to be taken into account,

and related to the broader learning aims for the

course. (The second point is developed further

below.) Overall, Salmon’s five-phase schema of

motivation, socialization, information exchange,

knowledge construction and development

(Salmon, 2000) can offer a strong generic

framework for courses introducing adult learners

to a discursive online environment, although its

application to different learning situations remains

to be investigated. Our own experience has

suggested that learners participate differentially

in structured online activities, with individuals

favouring those modes to which they relate most

readily – which are likely to be influenced by

factors such as domain experience or personal

background (Graebner, in preparation).

Empowering Learners through
Appropriate Online Structures

A major technology choice in designing an online

learning event is between synchronous (real time)

and asynchronous (time-independent) modes of

interaction. The students studied in Graebner and

Levy (1999) perceived the two modes as offering

quite distinct kinds of learning experience, and

the contrast forms a useful illustration of

alternative software environments (see Table 2).

Finding a Sustainable Basis for
Distributed Professional Development

In this section we present for discussion a

pedagogically rather than technologically

determined model for ICT-based professional

development, which the authors have designed

in the context of the University of Sheffield

Caribbean programme, initially for the delivery of

an MEd in Networked Teaching and Learning,

which is currently under development. This is

seen as a pilot for future delivery of courses in

the university’s Caribbean programme.

In developing a prototype for regionally based but

distributed learning, we have brought together

both the andragogical and the organizational

considerations reviewed in the first section of this

paper. Rather than offering just a delivery model

with a localized element of input, it is important

that this model creates opportunities for further

and informal learning, in that it supports regional

professional networking and that it uses the

framework of a research-oriented master’s

programme to build some negotiation of

curricular inputs and support, particularly around

the use of authentic tasks from the students’ own

professional environments. In the interests of

fostering social learning, the number of students

sharing activities remains small – not more than

twenty. (In principle, scaling up could be achieved

by multiplying working groups.)

A provisional mapping of activities onto

appropriate communication technologies is given

below for the first year of the planned modular

Master’s course in Networked Teaching and

Learning. We have adopted a three-phase model,

rather than Salmon’s five, on the grounds that in

practice there is likely to be some overlap between

learning phases. Channels of interaction are built

up in a scaffolded sequence, exploiting the

different strengths of synchronous and

asynchronous modes.
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TABLE 2 • Students’ Experience of Asynchronous and Synchronous Environments
– Perceived Strengths and Weaknesses

ASYNCHRONOUS SYNCHRONOUS
DISCUSSION ENVIRONMENT DISCUSSION ENVIRONMENT

Flexibility of time Fits around other obligations, Requires a fixed commitment
but can be marginalized by them. of time, but at predictable
Time spent is open-ended.  intervals.

Pacing of interactions Information overload can occur Rapid pace; difficult for those
when the pace of discussion who like to take time to articulate
accelerates between log-ons. their views.

Management of information Supports considered responses and Not conducive to in depth
in discussion collaborative writing. discussion.

Threaded discussion provides a Separate unthreaded transcripts
growing record to reflect back on. from each meeting.
Bifurcating structure of discussion Review and organization can be
threads means that decision-making effective if the event is planned
not well-supported. and structured.
Supports diversity – with areas for Maintaining topic structure depends
multiple ongoing discussion topics on time-keeping and chairing.

Social environment Provides channel for ongoing social Sense of presence creates “buzz”,
support. Isolation – waiting for or synergy. Helpful to engagement.
others to respond.
Concerns about others’ perceptions,
and sometimes self-censorship.
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As the programmes develop, the patterns of

interaction are expected to evolve.

1. Orientation Period

• Online staff team development activities

during student recruitment period

• Initial face-to-face study school – orientation to

pedagogy, curriculum, and learning environ-

ment; group building and skill development

2. Acclimatization Phase: sharing of experiences

and resources (first half of Module 1)

• Technical support – monitoring of students’

online access

• Regional tutorials/progress meetings

(synchronous online)

• Working groups – small-scale task reported

back (asynchronous discussion)

• Real time review discussion – including

remote tutor team

3. Development Phase: assignment of project work,

discussion of key module topics (second half of

Module 1, Modules 2 and 3)

• Regional tutorials/progress meetings in real

time

• Virtual seminars – trans-regional/global

(synchronous and asynchronous elements.

Reading resources and transcript of the

synchronous session available online.)

• Work-in-progress discussions and tutor

support with assignments (predominantly

asynchronous)

FIGURE 1:
Shared Roles and Responsibilities in a Professional Development Course:

The Sheffield Caribbean Master’s in Education Model

Regional Elements Shared Virtual Activity Remote Elements

Organizing
Tutor

On-going
student support

Technical
Support

Specialist
Tutors,

Academic
Supervisors

VIRTUAL
COURSE

TEAM
Maintained
by on-line
meetings

Programme
Co-ordinator,
Course Team

Support

Administration
Assessment

Specialist
Tutors,

Academic
Supervisors

Regional
Issues and
Resources

Print
Resources,

Digital Library
Access

VIRTUAL
LEARNING

EVENTS

LEARNING
RESOURCE

Hybrid, evolving
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• Review and module evaluation discussions –

including a synchronous event

Year two, the independent research phase of

the master’s degree, begins with a face-to-face

orientation to educational research, and a period

of planning and resource-sharing preceding the

dissertation project itself. Dissertation themes are

developed from individuals’ professional practice

issues. In developing support arrangements for the

dissertation, students will have increasing access

to specialist tutors, either regional or remote; some

joint supervision, probably incorporating real-time

meetings, is envisaged. They will also have some

freedom over organizing peer support around

common themes in projects and research

development needs.

In Conclusion: Ongoing Research
Questions

We view the further development of this model,

through the pilot of a new Master’s in Education

in Networked Teaching and Learning, as opening

up a number of significant action research issues

in transnational continuing professional

development. Prominent among them are:

Devising effective methods for building, extending

and maintaining a virtual course team across

national educational cultures.

Developing participative evaluation procedures

using the online environment.

Establishing the possibilities for developing some

economies of scale in course delivery, while

maintaining sensitivity to context, and developing

partnerships in the management of teaching and

learning.

These are all topics on which we would welcome

discussion with colleagues, in the context of the

Conference on Distance Education in Small States,

and in the longer term.
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Introduction

During my thirty years at Oklahoma State

University (OSU) I have been privileged to be a

party to the development of a state-of-the-art

videoconferencing facility that serves as a provider

of distance education through the use of

technology.  As I look back over the last thirty

years I believe that there were certain factors

that can be identified as critical to the success of

our programme, the lack of which would have

precluded the level of success we experienced. It

is my intent in this paper to provide a brief view

of where I think we are going in electronically

mediated instruction and provide a list of critical

factors required to successfully implement

technology in distance education. This list of

Critical Factors Required to Successfully Implement
Distance Learning Programmes in Small States

Marshall Allen and Glade Presnal

Institute of Telecommunication,
Oklahoma State University, Stillwater, Oklahoma, USA

Abstract

Oklahoma State University (OSU) has the mission of extending educational

programming to all the citizens of the state. Oklahoma has approximately 3

million people but 70 percent of them reside in a thirty-mile-wide band across

the state, leaving 900,000 persons located in small towns throughout the huge

majority of the land area. This is not dissimilar to islands in the Caribbean with

pockets of population spread over a large geographical area. Likewise, the state

and local funding patterns and educational bureaucracy have similarities also.

OSU is working with the Ministry of Education in Colombia to use distance

education to improve quality and access for pockets of population in rural

areas of the country with emphasis on the Amazon region. For several years

OSU provided interactive distance education programmes of Advanced

Placement Science, Math, and Foreign Languages to the Virgin Islands. Included

in this paper are the five primary programmatic and pedagogical factors

necessary for successful distance learning.  Also included are the twenty critical

factors, in rank order, related to successful distance learning programmes as

determined by a survey of thirty distance learning leaders in the U.S. and Canada.

A strong consensus among the respondents was identified regarding the critical

factors.  That level of agreement was statistically validated by the calculation

of the Kendall W test. This paper addresses the criticality of distance learning

for geographically dispersed populations such as those in island nations.

Finally, the paper addresses the importance of the critical factors identified as

programme leaders begin to develop distance learning programmes for small

states.
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factors is based on my personal experience and a

review of the current literature, both of which

are in remarkable agreement not only in what is

included in the list but the relevant priority of

each item.

OSU has the mission of extending educational

programming to all the citizens of the state.

Oklahoma has approximately 3 million people but

70 percent of them reside in a thirty-mile-wide

band across the state, leaving 900,000 persons

located in small towns throughout the huge

majority of the land area. This is not dissimilar to

islands in the Caribbean or other small states with

pockets of population spread over a large

geographical area. Likewise, the state and local

funding patterns and educational bureaucracy

have similarities also. OSU is working with the

Ministry of Education in Colombia to use distance

education to improve quality and access for

pockets of population in rural areas of the country,

with emphasis on the Amazon region. For several

years OSU provided satellite-based interactive

distance education programmes in Advanced

Placement Science, Math, and Foreign Languages

to the Virgin Islands. Based on these experiences

I believe it is imperative for those of us with

budgets and audiences of smaller scope to have a

good understanding of the factors critical to

success of distance education projects. Unlike

larger organizations, we do not have the flexibility

to fail.

For the purposes of this paper the terms distance

education, educational telecommunications,

technology assisted instruction, and electronically

mediated learning can be considered synonymous.

See Schlosser and Anderson (1994) for an

overview of distance education and the various

terms used in the literature.

The Future

In order to gain an appreciation of where we have

been and where we need to go relative to

technology, let me relate a few facts which were

provided by a colleague recently (Garcia, 1998)

which relate to the USA but are applicable

worldwide also:

• There has been more information produced

in the last 30 years than was produced in the

last 5,000 years.

• We are now experiencing a doubling of

information every five years.

• One weekday edition of the New York Times

newspaper contains more information than a

person in the nineteenth century could get

in a lifetime.

• During the first decades of the twentieth

century 85 percent of the population was

employed in agriculture; today, 3 percent.

• During the 1950s, 73 percent of the

population worked in factories; today, 15

percent.

• Since 1987 there has been a reduction in the

number of secretaries by 521,000.

• In the year 2000, 44 percent of all workers

are in information services.

• Today, it is estimated that two-thirds of the

workforce are working in “services” and

“knowledge” is the most important product.

This is expected to increase in the future.

I believe the future of distance education through

electronically mediated learning is bright and

offers the possibility of real improvements in

access to a quality educational experience,

especially for increasing numbers of people

working in the service and information sectors of

our economies. This technology is especially

important to those of us in small states, as we must

serve widely dispersed audiences, normally with

small budgets for education.
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Why Use Technology in Education?

Before we address the critical factors to

successfully implement technology in instruction

we must be prepared to answer the question of

why this is important. In most cases this question

will come from current educational

administrators/faculty, governmental bodies, or

other funding agencies. Why do we need to use

this expensive equipment and technology to

teach? For those of us who have seen the awesome

possibilities of educational technology the answer

is clear:

1. To improve access

2. To reduce cost/increase efficiency

3. To improve quality

4. To provide “on demand” or “just in time”

learning

5. To allow a learner centred approach in an

asynchronous or real time model

There are innumerable examples in the research

literature that discuss the five factors listed above

and their importance to successful educational

technology programmes. There is no question

that the use of technology can improve access to

education for those bound by geographic

remoteness, physical handicap, or jobs that

preclude them from being physically present at a

traditional university. The expense of developing

and presenting courses for small numbers of

students is often a problem in small states. We at

OSU have been able to reduce costs drastically,

especially for graduate courses in which a small

on-campus class in Engineering, for example, is

done from a distance learning classroom and

several remote sites are added to increase the class

size. Finally, Faculty with extensive experience in

traditional lecture classes have admitted that the

need to have well-planned and organized class

time for technology courses has improved the

quality of their instruction.

Perhaps the best statement of the criticality of

educational telecommunications is one by Olcott

(1997):

 The rapid changes precipitated by technology

and market demands on the educational

enterprise will require nothing less than a major

shift in the ways colleges and universities do

business. It is somewhat disconcerting that many

institutions believe that they can survive by

avoiding these changes. Many are paralyzed by

the insanity principle of continuing to do things

the same way and yet expecting different

outcomes. Institutions that define university

outreach in concert with a self-serving

parochialism will find themselves out of

business.

As those of us in small states look at providing

quality educational programmes to dispersed

audiences on a small budget we must make our

funding sources, public or private, aware of the

advantages of this method of instruction. Only

after we have satisfied ourselves and others that

electronically mediated learning is a valid and

worthwhile concept will we be able to look at

the critical factors required to successfully

implement technology in instruction.

The Critical Factors

A review of the literature concerning the topic of

this paper revealed a consensus among writers

relating to the most important issues as an

institution looks at implementing an electronically

mediated learning programme. Based on my

experience at Oklahoma State University I would

suggest that the most critical factors, in order of

priority, are:

1. A need for the programme

2. Institutional “buy in” and support from

administration and faculty
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3. Quality instructional content

4. Student support services

5. Technology resources

Most of these factors are self-explanatory but a

few words about student support services might

be helpful. In order for the distance learning

programme to be successful the institution must

provide the remote student the same level of

support as the on-campus student or, in some

areas, more. For example, electronic office hours

by the professor (for example by e-mail or

interactive video), course registration, materials

distribution and delivery, access to the library on-

line, and training to use the technology are critical

to the success of any programme. There may be

many other areas of student support each

institution must address but the critical factor is

that the remote student should not be penalized

for being at a distance.

Although the five factors listed above are critical

from a programmatic and pedagogical standpoint,

there are other factors that must be considered

as well. Perhaps the best study I have seen on this

subject is one done by Dr. Virginia W. Pearson, a

former staff member at Oklahoma State University.

Her study involved thirty leaders representing U.S.

and Canadian organizations providing and using

distance technologies for the purpose of training

and education. They were asked to generate and

rank the important factors that they considered

critical to the planning and implementation of a

distance education programme at their

organization. In a three part Delphi round they

generated, reduced, and refined some 286 possible

factors to twenty critical factors they believed

represented those key implementation issues.

There was strong consensus and agreement

among the panelists and among the three groups

regarding the final twenty key factors that needed

to be included in the planning process.  That level

of agreement was statistically validated by the

calculation of the Kendall W test. The group also

indicated that the importance of the factors to

the planning process could not be overlooked and

that the factors were dependent upon each other

for the ultimate success of the implementation of

the distance education programme.

The Pearson study revealed that the critical factors,

in rank order, required to successfully implement

technology in instruction are as follows:

1.  Identified need for the programme

2.  Faculty supportive and given incentives for

motivation

3. Funds for capital costs: production,

equipment, facilities

4.  Availability of on-going money for operations

and expenses

5.  Quality of educational content of the

programme

6. Adequate support staff to produce the

programme

7. Ensuring equivalent learning experience to

remote students

8. Enthusiasm and belief by the institution in

the overall distance learning project

9. Identification of a visible, spirited key leader/

administrator initiating the programme

10.  Adequate receive sites, facilities, and staff

11.  Availability of appropriate and specialized

equipment to deliver the courses

12. Sufficient time for careful needs analysis of

the student population

13. Ensuring equivalent status for remote

students: i.e. credit, degree

14. Support for quality instructional design

15. Identification of a marketing plan for the

courses
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16. Cost effectiveness: feasibility and justification

for delivery systems to students

17. Identified support/partners for the

programme: industry, legislative, institutional

18. Continued credibility of the instruction with

the public, faculty, students, and supporters

19. Knowledge of educational administrators,

teachers, and staff at educational institutions

on what distance education is and how to

teach and use it effectively.

20. Ability to accredit courses, offer credit or

transfer credit across states or institutions.

Summary

The identification of programmatic and

pedagogical issues in distance education are

especially important as small states consider entry

into this arena. Funding levels and organizational

support are often very limited in small states and

it is imperative that the initial effort is successful.

Resources are usually not available for repeated

attempts.

As I look back over the last thirty years that I have

been involved in distance education through the

use of technology, it is clear that we have had the

most success where the factors listed above were

present. This does not mean one should wait to

implement a programme of teaching with

technology until all factors are present. We do not

live in a perfect world. It behooves us as educators,

however, to work on satisfying as many as possible

to increase the chances of success in any distance

education programme.
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Introduction

Today, educators are facing a “paradigm shift” as

fundamental as when technological advance

created the platform for the emergence of a new

“industrialized form of education” (Peters, 1993,

17). Then, the introduction of the distance mode

spawned deep anxieties, challenged the

supremacy of the face-to-face teaching mode,

decentred the instructor, foregrounded the learner,

changed pedagogical emphases.

Many of these anxieties pursue us today and

collide with current concerns generated by a new

wave of technology-driven educational

possibilities. And we have new buzzwords to

grapple with – “knowledge explosion, information

superhighways, digital divides”. Like many

contemporary institutions, the University of the

West Indies (UWI) is poised between these old

and new anxieties and potentialities.

The UWI is working through the Distance

Education Centre (UWIDEC) to create a dual mode

institution. Dual mode means the ability to offer

Strengthening the Stakes:
Combining Distance and Face-to-Face Teaching Strategies

– Preliminary Discussion Issues*

Paula Morgan

Faculty of Humanities and Education,
University of the West Indies, St. Augustine

Abstract

For the small state economies of the Caribbean, the creation and delivery of

distance material constitute a substantial investment, which is difficult to

quantify and equally difficult to recoup, because of our inability to access

economies of scale. Moreover, although distance delivery is ideally suited to

the island chain which is the primary population of the University of the West

Indies, there is still the propensity to treat this mode as the despised poor

relation of face-to-face teaching. This paper argues that combining distance

and face-to-face teaching strategies can begin to address some of these issues.

The existing body of distance material is already informally enhancing the

face-to-face teaching process. There is a sense in which this process is at

work more formally in the teaching of the foundation courses to the

undergraduate population. Moreover, a combined teaching strategy has the

potential to erode the concept of the inferiority of the distance mode; expand

options for the growing population of mature, employed, on-campus students;

and offset the substantial cost involved in the preparation of distance packages.

Ultimately, it has the potential to deconstruct the binary polarization between

distance and face to face and enrich the range and effectiveness of our tertiary

education offerings.
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distance and face-to-face programmes as parallel

or mixed programmes; that is, a student would be

allowed to pursue a degree face to face, by

distance, or by a combination of these modes. The

prevailing distance delivery mode is print-based,

supported by teleconferencing and face-to-face

tutoring.

For the small state economies of the Caribbean,

the creation and delivery of distance material

constitute a substantial investment, which is

difficult to quantify and equally difficult to recoup,

because of our inability to access economies of

scale. Moreover, although distance delivery is

ideally suited to the island chain, which is the

university’s primary population, there is still the

propensity to treat this mode as the despised poor

relation of face-to-face teaching.

Conceptual Framework

The inherited notion of a university focused on a

liberal education as an agent of development

geared to usher youth through a structured

process into maturation and social integration.

Liberal education was crafted to produce an

autonomous subject, endowed with wisdom,

reasoning, critical approaches and freedom of

thinking. It enshrined the process by which young

adults came to an institution to sit under the

tutelage of wise masters, to imbibe eternal verities,

imparted through classic texts. This traditional

approach to education has been heavily criticized

for masking underlying class, gender and ethnic

inequities.

In a general sense, the delivery mode of formal

education has also come under fire:

If we are prepared to take a good look at

education and training, the process of formal

education (school, college, and university) works

for some. It is hit and miss for others and fails to

have significant impact on the lives of many

more. At best, formal education could be

described as a haptic activity housed in a rigid

timeserving framework established for

administrative convenience rather than an

outcome for the learner. (Forsyth, 1996 [1998],

15)

Traditional education delivery systems are

increasingly coming to terms with fundamental

shifts in teaching philosophy and objectives,

which have always undergirded distance

education theorizing and praxis. These include:

1. The shift in emphasis from teaching delivery

to the facilitation of learning;

2. Incorporation of a diverse range of modes,

resources, and experiences into the teaching

portfolio;

3. The interface between initial tertiary

education – an event superintended by

gatekeepers, who usher the graduate into an

adult, professional world – and open and

lifelong learning.

Globally, universities are undergoing identity crisis.

They are asking fundamental questions – who am

we . . . why am we here . . . how best do we fulfil

purpose in this era of rapid and fundamental

change?

Alderson and Selman (1987) argue, referring to

Reading’s The University in Ruins:

. . . the purpose of the modern university is

displayed not as an unwavering commitment to

certain ideals but rather an evolving core

consisting of three main parts “the Kantian

concept of reason, the Humboltian idea of

culture and now the techno-bureauctratic notion

of excellence” (Reading 1996:14). Given what

he takes to be the absolute emptiness of the

notion of excellence of a guiding ideal (i.e. it can

say nothing about what to be excellent at), and
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the battered and contested state of reason and

culture . . . there would be every reason to try to

develop alternatives. (pp. 8–9)

The alternatives that are being developed globally

stem from changing notions about the philosophy

and purpose of education, as well as the need for

changing policies and imperatives in the

management of educational processes and

institutions. UWI is currently in such a transitional

phase.

Background

Since its inception in 1948, UWI has faced the

challenge to be “a centre of academic excellence”.

In an attempt to grapple with the imperative of

change UWI, in the wake of the recommendations

of the Committee on Governance which took

effect as of August 1996, has been mandated “to

play a greater role in helping the region improve

its export competitiveness and similarly, achieve

the goal of human development” (Harvey and

Williams, 1996, 4).

Harvey and Williams sketch the new social context

within which UWI, long accustomed to a place of

primary as the region’s tertiary education provider,

must function:

Offshore educational institutions and internal

private providers have been aggressively

penetrating the region’s higher education

market, and have been meeting with increasing

success. These competitors exploit the

tremendous potential of distance education as a

revenue earner. The levels of success of the

competing institutions have been due, in part,

to their more f lexible and accessible entry

requirements and study arrangements. These

arrangements attract students who perceive the

University of the West Indies to be more

intractable about admissions and programme

completion requirements. (p. 4)

The transition of UWI into a dual mode institution

has been fraught with difficulties, ranging from

lack of conviction as to the viability of the distance

mode, to the disparity between the responsibility

placed on the Distance Education Centre and its

funding and positioning within the university

structure.  A major issue is the fact that the distance

education programme is intended to be faculty

driven and in reality relatively few “drivers” in fact

exist within the faculties. The concerns of the

faculty members include the addition of a

burdensome and counter productive extra task

to their extensive range of responsibilities; and

concern for falling academic standards.1

This paper argues that combining distance and

face-to-face teaching strategies at UWI can ease

the transition and deal with some of the negative

attitudes on the part of the faculty to distance

education. In the process, it can facilitate the

introduction of a broader range of teaching

strategies into the classroom and create a greater

openness and willingness on the part of the faculty

member to experiment with current teaching

philosophies and technology-based learning.

My own interest in the positive potential of an

integrated approach was kindled during numerous

attempts to pilot material designed for distance

delivery on small groups of volunteers. The

courses in question were English for Academic

Purposes (1997), Language Proficiency for Tertiary

Level (1998), Introduction to Prose Fiction (which

was intended to be managed using Web-based

course management strategies, 1999) and Writing

About Literature (2000). The exactitude and

creativity required for the writing and delivery of

these course has enhanced my face-to-face

teaching by increasing the range of teaching

strategies. The positive impact upon the students

in terms of learner autonomy and pass rate have

been documented in relation to English for

Academic Purposes (Youssef and Morgan, 1999).
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My contention, which begs testing, is that the

implementation of a judicious mix of face-to-face

and distance teaching strategies has the capability

to demolish the gulf between these modes and to

create measurable enhancement in performance.

Moreover, a combined teaching strategy has the

potential to erode the concept of the inferiority

of the distance mode, expand options for the

growing population of mature, employed, on-

campus students, and offset the substantial cost

involved in the preparation of distance packages.

Defining an Integrated Approach

The prevailing trend in dual mode institutions is

to keep face-to-face and distance offerings separate

and distinct. Jennings and Ottewill (1996) argue:

A commonly held belief is that there is a clear

dichotomy between open learning and face to

face tuition. However the two should be seen as

complementary approaches to learning rather

than alternatives. Face to face tuition and open

learning enjoy a symbiotic relationship, which

even when used in conjunction with one

another, leads to substantial value added for the

learning experience of the student to the tutor

and for the institution. (p. 13)

In terms of a working definition of integrated

learning, Jennings and Ottewill offer the

formulation adopted by the University of Sussex:

“Any form of student centred, independent,

resource based learning which facilitates

flexibility with respect to the timing, pace and

place of learning and underpins face to face

learning encounters between students and tutors”

(p. 14).

Implications for UWI
What are the implications of such an approach

within a UWI framework? The focus on

independent, student-centred learning is not part

of the existing secondary and tertiary level culture.

The majority of secondary schools emphasize

tuition-examination, with a focus on the capability

of the system to deliver, not on the ability of the

student to learn. The existing tertiary system is

punitive to capable adult employed students who

use creative methods to deal with their inability

to attend classes regularly.

The integrated approach transfers much of the

responsibility for learning to the student, and

stresses student autonomy and self-management

of the learning process.

Resource-based teaching also has substantial

implications for the existing culture. Traditionally

teaching is conducted in a private space presided

over by an acknowledged authority. The teacher

is the primary information source. Any shift to

print- or electronic-based resources as the primary

delivery mode for core content tampers with the

dynamic in the classroom and relegates the

teacher to a less authoritative role.

Currently, the teacher is the supreme arbiter of

what occurs in the classroom. The efforts of new

departments such as the Distance Education

Centre and the Instructional Development Unit

have gone some way towards the embracing of

more interactive teaching approaches; however,

the prevailing mode of offering instruction

remains predominantly lecture style supported by

small discussion groups and presentation in

tutorials.

The availability of carefully crafted prepackaged

material which has undergone peer scrutiny and

is geared to meet the needs of the student

population can deal with the vagaries of the

lecture format. The use of the material for both

face-to-face and distance offerings will underwrite

production cost and add the benefit of economies

of scale.
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The process of distance material preparation and

delivery is much at odds with the traditional

“collegial culture” of individualism rather than

cooperation. Material preparation for distance

delivery requires a team approach. The teacher

yields to other professionals – curriculum

designers, editors, and media production

specialists. The knowledge packages produced

are highly visible, which speaks of the need for a

high level of accountability.

At UWI, the profile of the growing student body

is changing. The requirement for the student to

pay an increasing (though still minimal)

proportion of the cost of university education is

creating the necessity for students to work and

study. The result is a proportion of the student

population who are making sacrifices to attend

university and invariably juggling the demands

of work and study. The availability of resource-

based material that facilitates flexibility with

respect to the timing, pace and place of learning

and underpins face-to-face learning encounters

would be of particular value to this population.

Since the content is delivered in prepackaged form

in the integrated approach, the learning encounter

can comprise interactive activities which facilitate

learning more effectively than the lecture format.

These include interactive workshops, role-play,

group discussion, and student presentations.

An integrated approach can potentially assist with

the transition between the traditional and

contemporary teaching philosophies and

practices, many of which are attendant upon the

potential for technologically driven education.

Why Face Challenges of Technologically
Driven Education?

The Internet
Today, both distance and traditional educators are

confronted with the potential of the Internet as

an educational tool. The Internet offers access to

an amorphous mass of knowledge, which, one can

argue, represents a fair cross section of the

knowledge base of Western, literate society. This

is momentous when we consider how many have

lost their lives over the right of access to

knowledge. One result is that the role of the

teacher as a focal point of knowledge is being

eroded even within the classroom. Students who

may be more adept than their teachers at

negotiating the Internet now have access to

challenging and competing sources of knowledge.

The presence of the Internet-based resources,

which are never far from the student/instructor

encounter (whether face to face or by distance)

creates questions of shared access to knowledge

and challenge to the teacher’s authority and

control over the classroom.

This technology is already facilitating a shift from

an ordered teacher-dominated process to a more

eclectic, learner-centred activity. Within such a

context, the role of the teacher becomes to

instruct the student on how to select what is

relevant and functional from a smorgasbord of

information; how to critically analyse large masses

of information and to glean from it skills required

for practical living.

Significance for Small Island States

In terms of Internet usage, several issues emerge

that are significant for small island states. This

use of the Internet as an educational tool is a

hotly debated issue with the potential to polarize

persons into camps. Gray (1987), arguing that “the

Internet can probably be classified as one of the

most powerful and important self-directed

learning tools in existence” bemoans the lack of

interactive learning material truly designed for

Web delivery. Retrofitting courses for the

technology is not as easy as it appears.

Right of access is also an issue. Despite the

rhetorical insistence on access for all, currently

Internet usage is dominated by young white males
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from developed countries (Gray, 1987, 132–139).

Moreover, this medium is dependent upon the

existence of telecommunication and computer

networks, which begs the age-old issue of who is

buying and who is selling? Multinational industry

is today’s superpower. The stakes are being dealt

not by nation states but multinational technocrats

whose highly competent salesmanship is veiled

in what Falk (1987) terms “an ideology of

competitive idealism”. “Eliding existing classes as

well as repressive physical and social geographies,

this age, very like the industrial one before, forms

new and often repressive geographies and classes

within a hegemonic narrative of rekindled hope”

(p. 110).

The propensity is for small state universities to

be either swept along in the technological tide or

to practise studious and conservative avoidance

of these issues. Neither is the constructive

response.

Conclusion

In summary, this paper has set out, for the

purposes of discussion and testing, a proposition

that can potentially deconstruct the binary

polarization between distance and face-to-face

teaching strategies and enrich the range and

effectiveness of our tertiary education offerings.

It argues in favour of an integrated approach

which combines face-to-face and distance learning

strategies.

An integrated approach can create a wider range

of learning possibilities which can enhance

accessibility to a wider range of students and also

be more appropriate for the changing student

population. An integrated approach can also lay

the groundwork for the shift from traditional

conservatism which characterizes the face-to-face

teaching by creating receptivity to more

technologically progressive pedagogical emphases

and techniques. This transition is necessary to

safeguard the university from a gentle

obsolescence, with an attendant impact for

ongoing state funding. Moreover, the transition is

imperative to empower the institution to prepare

its student population to face their technologically

charged “brave new world”.

Notes

* I am grateful for the comments of Ms. Dianne

Thurab Nkosi on the first draft of this paper.

1. Other faculty concerns include:

• The ownership of their intellectual property

and the risk of “giving away” their expertise

and then in the process making themselves

redundant.

• Lack of a clear unambiguous signal of the

university’s intent in relation to distance

education.

• Lack of clear recognition of contribution to

distance programme production and

implementation in terms of assessment and

promotion.
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Introduction

Since the inception of the medical school at the

University of the West Indies (UWI), hundreds of

physicians have graduated with the basic Bachelor

of Medicine; Bachelor of Surgery (MB BS) degree.

Many of these have worked in the area of general

practice, providing primary health care in public

and private settings in the Caribbean. The

Conference of Caribbean Ministers responsible for

health, at a meeting in 1977, requested the UWI

to establish, as a matter of priority, a postgraduate

training programme in general practice

(Caribbean Community Secretariat, 1977). A few

years later, a graduate programme in family

medicine was established at the UWI with the aid

of a Kellogg Foundation grant (Department of

Social and Preventive Medicine, 1982). This

programme produced Master’s and Doctor of

Medicine (DM) graduates from full- and part-time

options. Started in 1980, it was virtually suspended

in 1994 because of the lack of establishment of

posts for family medicine residents at the

University Hospital of the West Indies. Yet there is

Barriers to T raining Family Physicians in the Caribbean:
Distance Education as a Promising Prescription

Tomlin J. Paul and Pauline Williams-Green

Department of Community Health and Psychiatry,
the University of the West Indies, Mona

Abstract

Family medicine physicians have been an important part of the primary health

care landscape in the Caribbean for many decades. Most of these practitioners

have been trained up to the bachelor’s level in medicine and surgery at the

University of the West Indies (UWI). The UWI with this responsibility for the

training of physicians has, over the years, developed a graduate programme to

meet the needs for specialist training in family medicine. The initial programme

was limited by the problems of cost of training and the competition for hospital

training posts with the more favoured traditional medical specialties. The

peculiarities of the scattered small states of the Caribbean region call for a

model of training practitioners that is effective, relevant and sustainable.

Distance education (DE) as an approach offers advantages that meet some of

the challenges inherent in training family physicians for the region. Although

DE has been used in continuing medical education (CME) programmes in the

Caribbean, a complete graduate degree programme for physicians has not been

previously offered through this medium. The revised Family Medicine Master’s

degree programme breaks new ground in this area. This paper examines some

of these challenges and shows where DE is being used to structure delivery of

the programme. In particular, the need for context-specific training, managing

time strictures and the cost issues of training are discussed.
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high interest and demand for training in general

practice. In a small cross-sectional study, a sample

of forty-four Jamaican general practitioners all

expressed interest in additional training (Segree

and Thompson, 1991).

At a workshop held in 1997 to discuss the

redevelopment of graduate training in family

medicine, distance education (DE) was proposed

as an approach to delivering training. Distance

education consists of geographic separation of the

learner and the teacher with a high level of

educational organization and use of technology

for communication with interactivity (Kekes,

1999). This approach is not new to the University

of the West Indies nor is it new in the training of

family physicians worldwide (Kamien, MacAdam

and Grant, 1991; Pieterman, 1992). However, it has

not been previously implemented at the UWI in

the context of a graduate degree for physicians.

This paper outlines some of the challenges faced

in graduate education for family medicine in the

Caribbean and how the new approach to be taken

incorporates distance education in meeting these

challenges.

Challenges

The suspension of the initial graduate programme

in Family Medicine at the UWI, Mona, brought into

focus a number of issues that were limiting the

effectiveness and efficiency of training

programmes cast within a more traditional

structure of teaching. The main issues apparent

were:

1. The need to emphasize context and

experience-based training

2. Time limitations of practicing physicians

3. Cost of training

Context-Specific and Experience-Based
Training

Despite its pervasiveness, the family or general

practice setting has not been used frequently for

the training of family physicians. In the original

training programme, family medicine residents

spent a large proportion of their training time in

hospitals. Although clinical skills are improved in

this setting, the dominant paradigm is not well

enough focused on issues relevant to family

practice. The preferred context for training is the

family medicine setting itself. DE allows for

context-specific training, as it facilitates the

physician remaining in the office setting, working

and studying simultaneously. By being given the

opportunity to remain in the office setting, the

physician not only sees a relevant stock of clinical

case material but has a chance to manage these

problems in a setting that is real in relation to his

or her post-training encounters. DE moulds the

trainer and the apprentice more into one unit

where one’s own experience becomes an

important training resource.

The archipelagic geography of the Caribbean

region has been a challenge to the UWI in the

delivery of training. This has been addressed

through a vibrant network linking campus and

noncampus territories and involving use of the

UWI distance education technologies. By allowing

practicing physicians to remain in their country

settings greater access to training is facilitated with

these technologies. The former model of Family

Medicine training had drawn on use of the UWI

Distance Education Training Experiment

(UWIDITE) in the delivery of seminars and for

holding meetings, but still necessitated students

leaving their territories to come in for the bulk of

the training experience. This clearly limited

flexibility and options.
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Time Limitations

All physicians seeking further training in family

medicine already have a basic medical

qualification and therefore the opportunity to

practice medicine. The graduate training is aimed

at enhancing knowledge and skills. Many

physicians, faced with the pressures of making a

living, struggle to find time to proceed for further

training. DE, by allowing flexibility in “contact”

time, will provide physicians the opportunity to

work and study. This point overlaps with the

context-specific approach in that time spent with

“regular” work overlaps with “training” time.

The flexibility of a DE approach to training for

medical education has been highlighted by various

authors (Hays and Peterson, 1996; Treloar, 1998;

Hovenga, 1999; Overstreet, 2000). Physicians find

it more amenable to miss small blocks of time from

their offices for training in the DE mode, as

opposed to the long periods (three to four years)

required for traditional programmes. In addition,

time available for studying course material is often

limited. Segree and Thompson (1991) found

physicians reporting Sundays as the most

convenient days for continuing medical education

(CME) sessions and late evenings as best for library

study. This kind of feedback must be considered

in planning training programmes.

Cost of Training

The original graduate programme in family

medicine was limited because of the difficulty in

obtaining paid posts for residents in the hospital

setting. Having the physicians remain in their

setting not only enhances the context-specificity

of the programme but there is no need to create

additional posts. In effect the cost of training is

partially subsidized by the physician. The

developmental cost of a DE programme may be

high, but given coverage and access, the DE

approach appears to be cost-beneficial. This

comparison of cost approaches in medical

education warrants further study as the region

moves ahead to develop and implement

innovative programmes.

The Revised Family Medicine
Programme

The revised family medicine programme, to be

started in Jamaica in September 2001, has as its

mission to train doctors in general practice in the

knowledge, skills and attitudes necessary for the

provision of comprehensive and continuous

personal medical care in the primary care setting,

through the promotion of health and the

prevention and treatment of illness and disease.

The programme, which is focused on addressing

the health needs of the Caribbean, aims to:

1. Stimulate the professional development of

general practitioners based on their existing

experience, and enhance their competence

and ability to function effectively and

efficiently as primary care physicians in the

reformed health sector.

2. Make possible access by general practitioners

from noncampus island countries to the UWI

postgraduate programme in Primary Care.

3. Provide a continuing education base for the

development of a career structure for the

primary care physicians.

The specific educational objectives of the

programme are to help the general practitioners

in the Caribbean to:

• Broaden knowledge and understanding of

health and illness and their dynamics in the

community in relation to the socioeconomic

and cultural environment of the community;
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• Enhance professional competence, attitudes,

values and behaviour that are inherent to the

specialty of primary care practice;

• Develop attitudes and skills to allow them to

work effectively as members of a health care

team in the context of the policy and reality

of the health care systems in the Caribbean;

• Enhance the skills of critical reflection and

assessment of day to day professional

activities, enabling them to meet the often

unique and changing health needs of patients

and their families, and the changing demands

of the health care system;

• Promote skills in effective, continuing, self-

directed medical education to revise past

knowledge, understanding and skills, and to

keep abreast of advances in medical sciences

and technology used in primary care practice;

• Enhance clinical skills necessary for the

management of common diseases.

These aims and objectives of the programme can

be seen as placing emphasis on issues pertinent

to graduate education such as “critical reflection”

and “self-directed education”. The goal of

stimulating professional development of general

practitioners based on their existing experience

also speaks to the priorities inherent in this

curriculum revision.

Programme Methodology

The MSc Family Medicine Programme will be

delivered in the distance education format.

Participants in the programme will complete

sixteen courses during the first two years (Phase

1). These courses will be delivered in the print

format and the participants will complete the

study guide, readings, exercises and assignments

included therein. It is expected that there will be

significant use of the Internet as a means of course

delivery in the near future.

The third year (Phase 2) will consist of three

courses, to be delivered by the distance mode, and

a research project. This will last a minimum of one

year.

The participants are also expected to keep a

portfolio in order to record and track their clinical

and academic experiences. This is a three-ring

binder which will contain written evidence of the

participant’s attendance at clinic sessions, all

corrected assignments with grades displayed, all

CME activities attended during the three years, a

personal learning diary, and personal observations

on readings and courses. This portfolio is weighted

50 percent towards the assessment at the end of

each of Phases 1 and 2 of the Master’s Programme.

In ensuring a context-specific and experience-

based approach, students are expected to

complete 960 hours of clinic sessions i.e. 240

clinic sessions lasting four hours each during three

years. At least 50 percent of the 960 hours should

be spent at an accredited family medicine clinic.

If this is not available in the territory, the

participant must complete on-going assessment

(based on predetermined guidelines), of his or her

medical practice (public or private). This must be

handed in to his or her supervisor at the ends of

Phases 1 and 2, and will form part of the portfolio.

The remaining 480 hours (120 four hourly

sessions) of the clinic sessions should be spent at

accredited specialist clinics.

Completion of Phases 1 and 2 will earn a

maximum of 50 percent of the final assessment

for the MSc. At the end of Phase 1 of the Master

of Science in Family Medicine there will be an

Objective Structured Clinical Examination (OSCE)

which will contribute to 40 percent of the final

mark. Successful completion of a research project

in year 3 (twenty credits) is a requisite for

obtaining the MSc. An oral examination will

account for 10 percent of the final mark.
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Summary

There is a felt need for continued training and

upgrading of general practitioners in the many

small states of the Caribbean region. Graduate

training in family medicine in the region has for

years been stymied by limited resources and the

difficulties of having already practicing physicians

from centres far removed from the university

setting “come in” for training. The revised

programme in family medicine offers an approach

using predominantly distance education, which

addresses some of the challenges encountered in

the earlier course. The dominant exposure for

training is now the general practice setting,

although exposures in the hospital outpatient

department are still being used. DE provides the

flexibility needed to allow physicians to access

the training programme and to meet specific

educational goals within a contemporary training

philosophy. Hays and Peterson (1996) have found

that advanced training in general practice through

distance education and communication

technologies can be equivalent to traditional

training approaches. The use of the DE medium

for delivering specialty training for physicians

towards a degree qualification is new to the

Caribbean and offers a promising prescription for

medical educators faced with traditional

challenges.
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Background and Motivation

Both the Faculty of Medical Sciences (FMS) and

the Medical Sciences Library (MSL) opened in

October 1989, in a new medical complex situated

in Mt. Hope, some two miles away from the main

campus of the University of the West Indies (UWI)

in St. Augustine, Trinidad. The MSL is a branch of

the Main Library. St. Augustine is one of three

campus territories of the UWI, the other two being

Cave Hill in Barbados and Mona, Jamaica. There

are eleven other noncampus locations throughout

the island chain.

A new postgraduate diploma in Primary Care/

Family Medicine is being offered through distance

education by the UWI, FMS, St. Augustine. It had

been noted that new demands have been placed

on general practitioners by health care transition,

health sector reforms, increased public and patient

expectations, and advancements in medical

science and technology. Georgiev (1996), in his

course proposal, had also noted that physicians

would encounter clinical, social, emotional and

behavioural problems, the management of which

goes beyond clinical expertise. This combination

of factors contributed to the decision to retrain

general practitioners in the provision of

comprehensive care. Many of the doctors

currently enrolled in this course were educated

before the computer era, and a few of them were

not comfortable with computers and the

associated technology. Additional skills were
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Acquisitions/Serials Librarian, the Medical Sciences Library,
the University of the West Indies, Trinidad
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distance education is being used initially, with delivery primarily in the distance

education mode to follow. Student support services, including library and

information resources and services, were identified as crucial components of

the programme. The Medical Sciences Library (MSL) is preparing to meet the

challenges of providing services to course participants. Technological advances

that affect this delivery of health information services to our users can, for our

small states in the Caribbean, be utilized to great advantage. However, we in

small states need to be mindful of any limitations, since a major part of the

course content is planned for delivery in this mode. The role of the library in

facilitating this training is extremely important for the effectiveness, efficiency

and quality of health care in the region. This paper gives an overview of the

library’s involvement and support, which saw this course from vision to reality.
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therefore needed. The Ministry of Health

recognized that with reform, there was an

indispensable requirement for retraining.

A dual mode of face-to-face interaction and

distance education is being used initially for the

course, with delivery primarily in the distance

education mode to follow. Student support

services, including library and information

resources and services, were identified as crucial

components of the programme. The MSL therefore

mobilized to meet the challenges of providing

services to course participants.

The Involvement of the Medical
Sciences Library

From as early as 1993, the management of the MSL

had put forward a proposal for the provision of

information resources for distance education. In

1995 Greenidge documented this need in her

paper entitled “Health Information Services for

Caribbean Distance Learners”, which was

presented at the 1995 International Congress on

Medical Librarianship (ICML). By 1996, key library

personnel had been selected for administrative

and operational training to support this thrust. Out

of this training, which included local and foreign

workshops, came another document, entitled

“Information Literacy: A Guide for Finding and

Using Information for Lifelong Learning” (Hosein,

1999). Both these papers influenced the path

taken by the MSL.

Further to this, the MSL around 1994 had

intensified its Information Literacy Programme to

all students and staff, to include topics such as

Medline: Basic and Advanced, International

Pharmaceutical Abstracts (IPA), Medcarib, Procite,

EPI Info, Introduction to Computers, and later,

Introduction to the Internet, and PubMed. All

MSL librarians were involved in producing

modules and handouts for this expanded

programme of information literacy, and teaching

many aspects of what are now components of the

current course.

When funding was sourced in late 1998, and

contracts signed between the government and the

UWI for the course to proceed, a Distance

Learning Launch and Exhibition was mounted.

The MSL and the faculty made use of that

opportunity to mount their own display.  Another

library display took place in mid-1999. These

displays sought to promote the willingness and

ability of the MSL to serve distance learners.

In the planning stages of the course, the MSL

prepared and distributed a demo diskette

indicating the portability and potential of the

technology. This demo contained a web page,

available as a local file read by a browser at the

student’s location.

There was a library orientation for the group of

students and their lecturers, which included a brief

introduction to MSL services and a guided tour of

the library. Since the classes were between the

hours of 5:30 and 8:30 p.m., the librarians

volunteered to work after normal working hours

in order to facilitate the group.

A pre-course survey to determine the level of

proficiency in basic computer skills of the group

was conducted. All librarians collaborated on

the design of a questionnaire, which was adapted

from another source. Results revealed, inter alia,

that only four persons of the group of nineteen

had attended a formal computer course, including

courses on Windows 95 and other basic computer

literacy courses such as spreadsheets, word-

processing and communications. All nineteen

persons knew how to save and copy files to a

diskette and hard drive, as well as how to print a

document. Fifteen practitioners owned a

computer, and fourteen of those were connected
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to the Internet. But of the fifteen who owned

computers, only nine used the computer on a

regular basis at home, while only one used it

on a regular basis at the office. Ten persons were

already equipped with e-mail addresses.

The MSL was responsible for Phase 2 of the course

“Learning and Teaching in Primary Care”. The

MSL component was titled “Information Resources

for Learning and Teaching in Primary Care”. This

phase covered eight modules over a three-week

period. Each session covered represented distinct

skills requirements. Lectures, demonstrations,

printed handouts and hands-on opportunities

were used. At the end of the course, each student

was given a package, which contained a copy of

the diskette with all the topics covered, and all

the links that were identified as useful for further

exploration. Included also were handouts and the

document “Information Literacy: A Guide for

Finding and Using Information for Lifelong

Learning”, which was prepared by one of the

university librarians, and which was adapted for

use by MSL.

The theme for Week 1 was “Introduction to Health

Information Resources”. Sessions included:

Locating and evaluating health

information, which covered topics such as

introduction to concepts; kinds of

information and publishing; information

formats; and tools for finding information.

Skills base for managing health

information resources, which covered

topics such as basic computing skills;

browsers/keyboards; the Windows

environment; networks; security; viruses; use

of the PC in medicine; Internet/ e-mail; and

hardware/software.

Innovations in health information

practice, which covered an introduction to

evidence based medicine/practice;

databases and data banks; and an

introduction to medical informatics.

The theme for Week 2 sessions was “Using

Electronic Information Resources”, which

covered:

Effective search and retrieval principles,

including such topics as Ovid MEDLINE on

CD-ROM; formulating effective search/

retrieval strategies; developing enhanced

search/retrieval skills.

MEDLINE on the Internet, which included

areas such as Internet Grateful Med and

PubMed.

Finding biomedical information on the

Internet, which looked at areas such as

patient information, clinical queries,

discussion groups/mailing lists and e-

journals.

The theme for Week 3 sessions was “Health

Information Resources and Citation”. Sessions

included:

Evaluating information resources, which

covered areas such as critical appraisal of

literature; and critical appraisal of

information on the Internet.

Managing bibliographic references

covered areas such as using Procite,

Endnote, Biomednet and Reference

Manager.

There was also a course review in which

assessment tasks were given. These tasks included:

• Joining and leaving an electronic discussion

group

• Subscribing and unsubscribing to a mailing list
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• Posting to a discussion group

• Locating an electronic serial and printing an

article or abstract

• Executing a search on Ovid MEDLINE

database or via Internet, and printing the

results

• Creating a small database and generating a

bibliography

Challenges and Small States: The
Difficulties in Delivering the Course

The major challenge of distance was that being in

isolated districts in various parts of the country

and having to commute to attend classes proved

to be problematic for a number of the

practitioners, especially those from the sister isle

of Tobago. Others from areas in the deep south

of the island expressed concern as well.

Delivery of the sessions as planned also developed

some hitches. Initially, the librarians understood

that the course would be taught on three contact

days per week. However, difficulties arose in

attending, since in Phase I of the course, students

had become used to attending on one day per

week (Wednesday), and had planned their

itineraries accordingly. After the first week’s

sessions, it was decided to compress the Tuesday

and Wednesday sessions into Wednesday’s class,

and compress Thursday’s session with that of the

following week’s Tuesday class, shortening week

2 to two sessions only. Wednesday’s and Thursday’s

sessions of week 3 were compressed into one

class, held on the Wednesday. A wrap up session

was held the following Wednesday. In this session

concerns about the assignments were raised and

clarified. Procedures for completion of tasks were

also discussed.

It has been noted that challenges of scale, isolation

and dependence are among the other major

challenges faced in small states. The following

can be identified as the particular challenges faced

in the preparation and delivery of this programme.

As early adopters of this mode of delivery of an

information literacy course, a team approach to

the development of the course content was

needed to ensure optimal use of already stretched

human resources. Further, the librarians as a group

worked in isolation grappling with the new

technology.

The librarians had to keep up with their regular

portfolios as well as design and deliver this course.

This presented further challenges in terms of

human resources.

There was also a very short planning period for

the presenters/facilitators, since the programme

was initially postponed and then reinstated

without much notice to the MSL. The

commencement date was adjusted since the

government wished to have training started. It was

during this time that the local area network (LAN)

was installed at the MSL, so not only was there

the short lead time, but also the challenge of

mastering the changing technology to successfully

complete the delivery.

With its recently installed LAN in place, the MSL

has had to develop a sensitivity to the expectations

of those requiring library support. The system was

unstable and there was not always readily available

technical support, as is common in many small

states. As users of newly installed technology, we

were therefore confronted with the requirement

not only to design course materials so that the

more traditional print approach could be utilized,

but also to find alternatives (such as downloading

to diskettes or using stand-alone computers)

whenever necessary.

Due to the lag in technological innovation which

we experience in small Caribbean states, access
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and familiarity were not on an equitable basis for

all students. This was borne out by the results of

the pre-course survey. Here was another reason

for having to use a more traditional approach.

To address the issue of scale, reflected in this

instance as the small numbers for whom the

course content was primarily developed,

consideration of wider dissemination of this

particular course with the broader objective of

enhancing the information literacy skills of our

regional practitioners should be considered. Plans

are already in progress to effect this idea locally.

Even if it was not considered cost effective to

mount this course because of the small number

of persons involved, it can be seen as an

investment in the health of nationals, in terms of

an enhanced quality of health care that will

henceforth be rendered by the practitioners

involved. The course is also intended to be

ongoing, so there will be an increment in the

number of those receiving training, as well as those

receiving enhanced care. Healthy individuals

contribute to a more productive economy.

Many of the barriers to the delivery of library

services to Caribbean distance learners are

documented (de Four, 1997; Watson, 1997). These

include the enormous problems of inter-island

travel. Distance education, therefore, will become

increasingly relevant in meeting the needs of the

noncampus territories. We, in small states, need

to be mindful of any limitations, and take

advantage of our many positive aspects. Creativity

and a high literacy rate in the Caribbean are among

those advantages.

Discussion: the Outcome and the
Potential

The web page was done in-house by the librarians,

who keyed in and coded all the information and

links. This method of production, though it had

its disadvantages, also provided exposure to skills

for those who may not have attempted web page

design before. This was viewed as a very positive

aspect of the course. Further, since it is intended

to be an ongoing course, we will be constantly

reworking and improving the product, refining our

skills as page designers, distance librarians and

presenters.

The assessment tasks were due on August 4, 2000

and so, at the time of preparation of this report,

the jury was still out as to how successful the MSL

programme was. However, contact information for

each librarian was given, with the assurance that

queries will be answered promptly and help was

available, yet not one student has so far requested

any help. One can only assume that the transfer

of information was indeed very clear.

Technological advances, through which the

delivery of health information services to our

users is effected, can, for our small states in the

Caribbean, be utilized to great advantage. Small

developing countries can level the playing field

with regard to access to information because of

ongoing communications and computer

technology revolution (Warde, 1998). With

continuing advances in information technology,

the applications of computers in medicine are

increasing rapidly. Computers open the door to

an ever-expanding arena of knowledge and

technology. This happens throughout a society

and, therefore, practitioners are faced with a more

enlightened clientele. Modern information

technology not only affects the delivery of health

care, but also significantly influences the doctor-

patient relationship.

Conclusion and Recommendations

Appropriate use of a combination of print-based

materials and a web-based classroom works well



123

for the provision of continuing education to health

professionals. The new technologies led to

enhanced efficiency in teaching, and enlarged the

educational offer. We found that this was a practical

and economical method of delivering information

literacy. We used the simplest, least expensive

technology, and found that even these methods

had some valuable attributes. They can have the

effect of reducing isolation in rural areas. Further,

the flexibility of this mode augurs well for distance

education in small states. We prepared physicians

for a wider use of the Internet to support their

future information needs. We created a learning

environment that maximized interaction and

developed information literacy. Initial student,

faculty and staff reactions were generally positive.

However, it is recommended that future

developers of such a programme never

underestimate the amount of time that is required

to plan and execute it properly.

Our programme was able to demonstrate the value

of informatics to support distance education. We

seized that “teachable moment”, referred to as “that

point in a learning experience when the learner

is more receptive to accepting and using new

information, accepting new attitudes, or learning

new skills” (Leist and Kristofco, 1990).

And so one sees the library’s role in facilitating

this training to the health sector as extremely

important, not only for the success of the

individual student, or the UWI programme, but

also for loftier notions of effective, efficient, high-

quality health care in the entire region.
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Introduction

This paper explores the technology and support

implication for small states in delivering online

courses. In particular, it examines the experience

of the St. Augustine campus of the University of

the West Indies (UWI), as it sought to enlighten

and encourage a small group of multi-disciplined

faculty members to explore the use of a particular
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Abstract

Arising out of a conference on Technology in Education held at the St.  Augustine

campus of the University of the West Indies last year, the Campus Information

Technology Services Department (CITS) has been working with the

Instructional Development Unit and, to a lesser extent, the Distance Education

Centre to explore options for distance education. The area of emphasis has

been the delivery of courses online. The approach that the campus adopted

was to train interested members of faculty, library and IT personnel in the use

of a particular package, and a one year pilot project was initiated. This paper

reviews that project to explore some of the technology and support problems

that were experienced during that time and suggests/recommends an approach

for moving forward. Areas of specific interest include the following:

• The role of the Technology Department

• The role of the faculty

• Cost associated with the purchase and maintenance of hardware

• Selection and purchase of software

• Training

• Types of implementation and post implementation support and

the associated costs

• Managing the expectations of faculty and students

• Issues of access and security

Transitioning from face-to-face learning to online learning has several

technological and support issues that should be carefully examined and

understood if the process is to be successful.
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tool to deliver asynchronous teaching. This paper

will show that transitioning from face-to-face

learning to online learning has several

technological and support issues that should be

carefully examined and understood, if the process

is to be successful.

The Campus Information Technology Services

Department (CITS) of the UWI first became

involved in this exercise in the second quarter of

1999. CITS was invited by the Instructional

Development Unit (IDU) on the campus to partner

with that department in delivering a programme

on Web-based training. The objective of the

programme was to introduce a specific tool used

for the delivery of asynchronous learning to a

small cross section of the faculty and library

personnel.  This initiative arose out of a conference

on Technology in Education held at the St.

Augustine campus of the UWI, earlier that year.

The tool selected was TopClass,1 which is a

content and learning management system. It is a

sophisticated Web enabled course management

system comprising a database that stores all

information on users, content and classes, and

allows access via the Internet to authenticated

users.

The key parties involved in this exercise were:

• The IDU – the chief organizer of the

programme

• CITS – provider of the technology and

technical support

• Participants – represented by faculty and staff

It is important to note that at this stage the campus

had not taken a decision to officially begin using

Web-based learning as an alternative to the

traditional approach for the delivery of courses.

Therefore there was no specific budget allocation

for this exercise. This is a typical issue of funding

and financial support for these types of projects

in small states.

The Approach

The Role and Involvement of the IDU

The Head of the IDU on the campus recognized

the need for introducing such a programme at St.

Augustine. After hosting the conference earlier

that year, she believed that there was a critical

need to follow up with practical hands-on

experience in the use of such a product. It was

important not only to sensitize faculty and staff

about the product, but to provide them with an

opportunity to use the product so that they may

begin to see benefits in their own situations.

Moreover, a number of institutions are exploring

online delivery of their programmes as a viable

option because there are a number of issues

associated with traditional teaching and learning.

These include overcrowded classrooms,

scheduling difficulties, course work collaboration,

physical distance between persons wishing to

study and the courses, and delivery of adult

education.

Identifying these issues is only the first step. The

approach by the IDU was therefore to introduce

the campus community to a pedagogy that was

based upon collaborative learning approaches that

recognize the power of Internet technology as a

viable alternative. To this end, faculty and library

staff were initially polled to ascertain their interest

in pursuing such a programme. The response was

very favourable; as a matter of fact, it appeared

that if such a programme were delivered on the

campus it would be oversubscribed and therefore

would have to be carefully managed.

Next the IDU, as the primary driver of the process,

sought and acquired the required funding to

conduct the programme. Funds were required for

the following:
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1. Fees for the trainer

2. Airfare and accommodation for the trainer

3. Acquiring the software

4. Administrative training charges

The Role and Involvement of the CITS

CITS, as the name suggests, “has been given the

mandate to manage the Campus’s IT.  This in-

volves supporting the missions of the Campus and

the University through planning, implementing,

operating and maintaining systems to enhance

the Campus’s effectiveness.”2 As a result, the

department was approached to partner with the

IDU to provide technical assistance and support

for the hardware and software needed to facilitate

the programme. As one would imagine, technical

issues associated with the delivery of distance

education are of paramount importance in

restructuring traditional teaching and learning.

While technology on its own cannot drive the

change process needed in our education system

today, a good understanding of both the

opportunities and the problems/challenges

created by attempting to integrate the technology

with the pedagogy is needed to effect the desired

outcomes. “Currently one of the serious problems

and the primary impediment to the integration

of technology into higher education instruction

is the lack of an efficient faculty support system

for instructional technology” (Maddux, 1999, 43).

In small states, it is even more of a challenge due

to the inadequacy of support both locally and

globally.  This is so primarily because our support

personnel are not product specialists as their

counterparts are in developed or larger countries.

At the St. Augustine campus, support personnel

are divided into two categories: application

support and technical support.

Over the last five years or so, application support

has become very decentralized, with operational

departments opting to provide hardware, software

and infrastructure support to end users of the

application systems used to support the

department’s core functions. For example, the

Bursary staff supports the financial application;

the Registry and Bursary staff support the

personnel and payroll modules, respectively, of the

human resource application; and the library

supports its library applications. General desktop

software, which includes such productivity tools

as word processor, spreadsheet and presentation

software, is supported by CITS in a centralized

format.

With respect to hardware support, here too there

is a mix of support strategies. The campus

technology infrastructure is supported by CITS,

while the faculties and departments generally

support their own local area networks (LANs), and

end user hardware. Support for the application

hardware (servers) is generally provided by the

faculties and department; however, this situation

is being revisited, with some departments opting

to have CITS provide their server support.

For this programme when the question arose:

“How or by whom should application support be

provided?”, it was agreed that both application

and hardware support should be provided by

CITS. With this decision taken, CITS was

responsible for the following:

1. Setting up the lab to facilitate the training

2. Installing the application software on the

server

3. Configuring the workstations to use the

application

4. Testing the system in the environment

5. Providing system administration functions

With this project being exploratory in nature, no

new or additional support personnel was
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identified by CITS to perform these new functions.

As a result, the functions were tacked on to the

already onerous work schedule of one staff

member.

The Role and Involvement of the
Participants

Only full-time members of faculty and library staff

were eligible to participate in the programme.

They were selected based on the following criteria:

• Interest expressed

• A commitment to attending the entire

programme if selected

• (Since space was limited) early registration

Participants were expected to have a working

knowledge of the operating system (which was

Windows NT on this campus) and a productivity

tool such as MS Word or MS PowerPoint. “It is

difficult to conceive of pedagogically sound ways

to apply technology when you are not familiar

with it” (Strommen and Lincoln, n.d.).  Apart from

those two basic requirements, participants were

not required to have any other technical skills.

They were also asked to prepare some type of

course information, including a draft outline and

some content, which would be used throughout

the training.

From Planning to Implementation

Selection and Purchase of Software

This project was viewed initially as an introduction

to Web-based training and the software product

to be used for the training was not a critical issue.

Eventually, the trainer selected to provide the

training determined the software product. He had

been a presenter and participant at the

Educational Technology Conference and had

worked with members of the IDU on the campus

and was in fact a trainer with WBT Systems, the

developers of the TopClass product.

The campus decided to purchase the minimum

number of licences (twenty-five) needed to satisfy

the training requirements. This number was

based on:

• The size of the lab

• The number of persons participating

• Scarcity of funds

• The training objective, viz. to provide

participants with some functionality in using

a Web-based training product

Hardware Selection and Purchase

Training would be conducted in the “new” CITS

Training Laboratory and consequently there

would be no immediate hardware cost

implications. What was not considered, however,

was the hardware implications for the post

implementation support. This is discussed in

another section of this paper.

Training

Installing the software and configuring the lab for

the training was a fairly straightforward process.

This was handled in advance of the training using

pre-training implementation instructions sent by

the trainer. Although it was envisaged that the

trainer would provide the system administration

functions for the training, the need, however, for

these skills to be transferred to a local support

person was quickly recognized. This was, yet

again, an area in which the support issues began

to challenge CITS.

Two individuals were identified from CITS to be

trained on the system. However, neither could be

dedicated to support persons, nor troubleshoot
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and resolve issues as they arose either during or

after the training. One individual was assigned to

work with the IDU and the participants, manage

and coordinate the technical aspects of the

training, get an understanding of the product, and

determine how this or similar products could be

used on the campus. The other individual was

assigned the work of configuring the lab and

installing the application and other software

needed for the training.

Administering the system involves the following:

• Creating TopClass users, including instructors,

students, and other administrators

• Assigning privileges to the instructors

• Organizing students and instructors into

classes

• Making course material available to students

• Maintaining the TopClass system

The first challenge came with respect to

compatibility between the lab’s hardware

environment and the version of the software

installed. As with most technical issues, a fair

amount of time has to be spent testing and

troubleshooting the system to ensure

configuration and functionality. Although the

lab’s hardware configuration matched the

requirements specified by the software vendors,

there were a number of interruptions during the

training to try to resolve configuration problems.

These interruptions caused general disruptive-

ness, loss of concentration by participants, and

resulted in the inability of some participants to

complete their assignments.

Since Web-based training was neither a core

function nor a mission critical application for the

campus, no additional resources were sought or

deployed to work on these problems.  As a result,

the training experience presented some

frustration to the participants. However, most

participants (about 80 percent) stayed with the

training to completion, for two reasons: (1) Prior

(pre-registration) commitment, and (2) the

information being presented was new, challenging

and relevant.

The training was successful in achieving its

objective: the interest of the participants was

ignited. The new challenge was how to sustain

this interest. The participants agreed that they

must continue to use and become familiar with

the product if any true benefits were to be realized.

It was therefore agreed that the training lab would

remain available to the participants at specified

times to encourage this activity.

What Went Wrong

Ongoing Access and Post Training Support

Although the training lab remained operational,

it soon became quite clear to the participants that

there were problems of access to use the system

and the provision of support for problems

encountered with the software. Access to the

system was permitted only from the lab venue

and was very restrictive and inconvenient.

Participants would have preferred to access the

system from their personal computers in their

offices or homes. The configuration and

installation of the application for individual

participants was soon abandoned. Although

performing these functions was assigned to a

single technical support person, priority had to

be given to “real” CITS work, and left no time for

these activities that were considered extraneous.

Moreover, having successfully installed the

application on the participant’s machine, another

problem arose: that of access to the data on

the server via the Internet. This was further
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complicated by the fact that the server, in its initial

configuration, was not set up to be accessed from

outside the lab environment.

The server had to be redeployed so that the data

could be used and the Internet could be accessed.

This took time and resources and resulted in some

delays. As could be expected with each problem

or delay, participants became more frustrated and

less interested in continuing with the project.

Furthermore, redeploying the server identified the

need for purchasing additional, though

inexpensive, software, again highlighting the issue

of funding to support the project.

By the time the server was reinstalled to an area

in CITS where it could be accessed via the

Internet, only two of the original forty participants

remained committed to continue. Eventually, only

one of these two participants decided to move

forward with a pilot/test case, in spite of the

support concerns. Support problems soon rose

to a new dimension.

What Went Right

The Pilot

The successful delivery of two programmes, one

in Semester I and the other in Semester II, by a

member of faculty, caused a burst of renewed

interest by other faculty members. At least six

lecturers have since asked to be given access to

the system. The system has also been upgraded:

new and improved hardware is installed and

configured, the software licence has been

renewed and a newer version of the software is

installed. No additional licences were acquired,

however, because it was felt that the initial number

was sufficient to meet the needs of faculty and

staff over the next academic year.

Lessons Learnt

• Ensure that there is reliable and available

hardware infrastructure

• Provide for formal support and assistance for

faculty and students

• Communicate regularly planned or unplanned

downtimes

• Plan system upgrades with faculty

• IT and faculty must collaborate

• Need for faculty to have a tested back-up

(contingency) plan

• Need for identifying resources dedicated to

TBL at both IT and faculty levels

• Need to increase support and funding for

online/Web-based learning since the

investment can yield long-term benefits

Planning a Pilot

General Support

• Define the scope and objectives of the pilot

• Size of the project – number of faculty,

students, courses

• Agree on the duration of the project

• Identify, source and configure hardware

application

• Develop a service agreement for type of

support needed and provided

Faculty Support

• Develop a service agreement for course

development support

• Define and schedule the system’s availability

(7 x 24, fixed, flexible)

• Develop a service agreement for online access

• Define the procedures for systems

administration

• Define requirements/schedule for course

materials update
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Student Support

• Develop a service agreement for training and

usage support

• Develop a service agreement for online access

The involvement of faculty and students working

with the project coordinator as well as the IT

personnel is very important in getting developing

this plan. Information that could be gained from

such an exercise could include, but is not

limited to:

• Ease or difficulties encountered in learning

the system

• Ease or difficulties encountered using the

system

• Flexibility of the system

• Availability of features for learning and

teaching

• Ease of integration with other software

The Future

Prior to introducing the pilot, basic support issues

should be considered. The need for on-going

maintenance of the system as well as ensuring its

availability is critical to the success of the pilot.

Another area to be considered is the assignment

of access rights to faculty members. Thirdly, the

responsible for updating of course content must

be clearly articulated and understood by all parties.

Finally, issues associate with the students’ access,

and use and availability of the system should be

defined and agreed upon.

Moving Ahead

The last twelve months provided a framework for

beginning to understand the technology and

support implications for small states in delivering

online courses. As a result, some of these are

already being addressed for the new academic

year. New support personnel are currently being

recruited and will be trained to facilitate ongoing

support. Although it is recognized that support

will eventually be required 24 by 7, the present

demand is not sufficient to justify the introduction

of extended hours initially. It is envisaged, however,

that consideration must be given to the following

within the next year: a help desk facility; e-mail

help-line; establishment of an in-house user group

or association with external user groups; and on-

going training for faculty and student users.

Notes

* The views expressed in this paper are those of

the authors and may not necessarily reflect the

official views of the organization with which they

are associated.

1. TopClass operates as a client/server

application over corporate or campus intranets

or the Internet. Courses are created in a Web

deliverable format, such as HTML, Java or

JavaScript.

2. Revised CITS Organisation, page 1.
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Introduction

High school science teachers are always looking

for courses with materials to enhance their

curriculum. Materials related to agriculture are

particularly desirable, since they have a defined

scope and allow for practical discussions of

science in the context of the “real world” (Albers,

1995). Other agricultural professionals, like

extension agents, who not only advise farmers but

also teach youth about environmental concerns,

benefit from instruction about the interactions

between agriculture and the environment. Thus,

a course in sustainable agriculture that exposes

teachers and other professionals to the modern

technology of food production while emphasizing

the importance of the safe use of our natural

resources would be very useful.

From Academia to the Farm:
Adapting Asynchronous Distance Learning to a Diverse Group of Students

R. M Lippert,1 B. J. Speziale2 and G. C. Delicio3

1 R. M. Lippert, Department of Crop and Soil Environmental Science,
277 Poole Agricultural Center, Box 340359, Clemson University, Clemson, SC 29634-0359

2 B. J. Speziale, Department of Biological Sciences,
132 Long Hall, Clemson University, Clemson, SC 29634-0326

3 G. C. Delicio, Education Foundations and Special Education,
407-B Tillman Hall, Clemson University, Clemson, SC 29634-0715.

Abstract

A distance learning graduate level course which used the Internet as a

component of the instruction delivery method was offered to South Carolina

middle and high school teachers, county extension agents, elementary and

junior high teachers, and university students. The course focused on the

following agricultural topics: Water Quality, Biodiversity, Conserving Soil

Resources, Money Matters and Energy. The major objective was to help the

students understand the roles of various agricultural sectors in food production

and help them develop course materials and lesson plans to use in their

classrooms. The course began with a face-to-face introduction which included

a hands-on computer training workshop. During mid-semester, the students

attended a field trip. The students utilized printed materials (distributed during

the introduction), videotapes, the Web, a Listserv and real-time chat sessions to

learn the material and complete assignments and exams. The discussion includes

observations by faculty and students of course organization and implementation

as well as strengths and weaknesses of this style of distance learning.

Collaboration between schools and universities within small states and other

countries will increase the usefulness in developing and delivering distance

education courses. Based on the results, a model for small states is discussed.
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The principles of successful agriculture are

sufficiently diverse to provide lesson

opportunities in basic sciences such as biology,

chemistry, physics, earth science and ecology. An

appropriate course exposes teachers to the

innovative technology of modern agriculture and

to the importance of the sustainable use of the

natural resources. Genetically engineered crops,

more efficient field machinery and precision

farming using satellite technology for farm

management are now commonly implemented.

Topics and projects related to sustainable

agriculture improve the student’s perception of

agriculture and create the possibility of garnering

students who might be disposed toward a career

in this field. Such projects provide students with

the knowledge that agriculture and related careers

encompass a wide spectrum of possibilities.

Because teachers are restricted in travel and non-

classroom related time during the school year,

distance learning becomes an attractive alternative

for teachers who want to attend university

courses. Distance learning also offers educational

opportunities to teachers and others living in rural

communities. There are different delivery

techniques used for distance education.

Universities have progressed over the past 120

years from correspondence courses and films to

videos, satellite linking, cable television, computer

aided instruction, and, most recently, conferencing

via the Internet (Telg, 1996).

In 1990 and 1991 the Agronomy Department at

Clemson University offered a distance learning

graduate course on Plant Biotechnology targeted

at high school teachers (Ferguson, Adams and

Franklin, 1992).  This was the first distance learning

course offered by the department. The course

used a text, thirty-six videotaped lessons, eight

live closed circuit sessions and two Saturday lab

sessions. The overall objective of the course was

to update and strengthen the knowledge of

teachers in the use of modern genetic and

biological techniques in agriculture. Evaluations

indicated that the students liked this format for a

distance course. Further, more literacy in the role

of biotechnology to potentially solve many

agricultural problems was achieved. This report

describes another approach to distance learning

that was subsequently developed and utilized.

A sustainable agriculture course titled “Agricultural

Sustainability: Environmental Factors”, which used

almost exclusive delivery through the Internet,

was developed at the University of Florida at

Gainesville and offered through the University of

Florida, the University of Kentucky at Lexington,

Auburn University, South Carolina State University

and Clemson University.  The course development

was supported with funds obtained by the

University of Florida from the US Department of

Agriculture Telecommunications Program for a

regional project, “Reaching Secondary School

Teachers through the Electronic Classroom”.

Compared to other methods of distance learning,

such as video courses or live satellite instruction,

the advantages of an Internet course are: first, it

allows for greater personal interaction between

the students and instructors through the Listserv

and chat sessions; second, it allows much greater

time f lexibility than a televised real-time

instruction where students must meet at a

designated facility for scheduled instruction; and,

finally, it expands resource opportunities through

access to the World Wide Web and the potential

to communicate with specialists throughout the

world (Mayadas, 1997).

The Internet instruction offered at Clemson

University used some of the materials provided

by the University of Florida but the instruction

was significantly modified to suit the needs of

the students and teaching styles of the instructors.

The course was approved for South Carolina

Teacher recertification and graduate school credit.
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Course Objectives

The objectives of the course were:

1. To offer a graduate level course to junior and

senior high school teachers that would help

them analyse and discuss the linkages

between the food production system and the

environment;

2. To help the participants design, teach and

evaluate curriculum materials obtained

primarily through the World Wide Web which

they could incorporate into their current

teaching materials;

3. To help the participants develop computer

skills to access information and use the

Internet as a tool for teaching and exchanging

ideas;

4. To network and exchange ideas with

participants from other disciplines across state

boundaries;

5. To provide a course that could be used for

teacher recertification in science, biology,

chemistry, or health.

Course Content

The written material consisted of a detailed

syllabus, a series of five modules in separate spiral

bound packets and a “Readings and Exercises”

packet of supplemental articles from professional

journals. The modules were developed by the

faculty at the University of Florida in Gainesville

and at Auburn University in Auburn, Alabama.

Each module served as an independent unit to

cover one of five topics. The five modules were

water quality, biodiversity, conserving soil

resources, economics and energy. Videotapes,

which gave a brief introduction and overview for

each module, were developed at the University

of Florida.

Course Delivery and Structure

The three-credit graduate level course was offered

at Clemson University during the fifteen-week fall

semester, 1996. It was listed in the course

catalogue for the Crop and Soil Environmental

Science, Education, Agricultural Education, and

Biology Departments, since the course content

was relevant for several disciplines. The course

advertisement and registration were coordinated

by Telecampus, which is responsible for the

development, implementation, and evaluation of

televised delivery to off-campus sites.  The primary

method of advertisement was a mailing to all

middle and high schools in South Carolina near

the end of the 1996 school year and again near

the end of the summer. The Clemson University

Telecampus office organized and processed the

course registration and student inquiries regarding

computer hardware and communication

requirements necessary to participate in the

course.

The course offered at Clemson University utilized

the expertise of three core professors for

instruction, with support from a computer

technology assistant and a teaching assistant. One

guest professor from the Crop and Soil

Environmental Science Department led the chat

discussion for the biodiversity module and another

guest professor from the Aquaculture, Fisheries

and Wildlife Department led the aquatic insect

investigations during the mid-semester field trip

held at the Clemson University campus.

Even though the majority of the instruction

occurred over the Internet, at the beginning of

the 1996 fall semester, registered students came

to Clemson University for a five-hour Saturday

orientation and workshop. The students received

the syllabus, instructional materials for each of the

five modules, a packet of additional reading

materials, and videotapes produced and

duplicated by the University of Florida. The
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syllabus contained detailed information about the

instructors, Telecampus, prerequisites, curriculum

schedule, course description, learning objectives,

course material, and the course evaluation. Initially,

the participants were given an overview of the

course and the objectives. The training session

also served as a means for clarifying questions

about the course and a chance for the participants

to get to know each other as well as the instructors

and teaching assistants, since there would be

limited face-to-face contact through the rest of the

semester.

The university computer centre provided

personnel to help with the initial computer

training. With the assistance of the computer

centre staff, the students were given hands-on

training in a computer lab so they could learn how

to use the Listserv to access the discussion list,

access Web pages and download Netscape Chat

onto their hard drives for the chat sessions.

Auburn (1996) surveyed users of an electronic

Sustainable Agriculture Network. She found that

among the early adopters of Internet technology,

use of the more complex Internet tools and

functions such as Web searches was less common

than the use of e-mail. We likewise found that

many of the students were already familiar with

the use of e-mail but had previously never or rarely

used the more advanced tools such as Web

browsers or chat capabilities.

The Listserv is an asynchronous means of

electronic communication similar to an e-mail

distribution list. In our case, all the instructors and

students were subscribed to the list. An e-mail

message sent to the Listserv username would go

out to all the subscribers. A reply to the Listserv

is delivered to all the subscribed members. It

serves as a “slow motion” conversation with

everyone or as an electronic “bulletin board”. The

university postmaster at the computer centre

created the Listserv. Netscape Chat is one of the

many software programs available for establishing

the capability of a live synchronous chat session

and can be installed on the hard drive directly

from the Web. With a chat session, all the

participants use a selected name to enter an

electronic “chat room” housed on a server. The live

chat is similar to the Listserv but has the added

advantages that the sent messages are instantly

received, previous messages are saved and scrolled

above the new messages on the computer screen,

and there is a “chat room” moderator (the

instructor or teaching assistant) who has control

over who is allowed to enter the chat room. A

person can converse with the others as fast as he

or she can type.

Web sites were used extensively as a resource for

subject related information. Since the course was

designed primarily for high school teachers, many

assignments required that they scan the Web or

investigate library resource materials for classroom

projects that coincided with the module being

discussed. The students used information from

their Web site investigations and other sources to

create lesson plans which were submitted via

e-mail for grading. The instructor(s) selected the

best lesson plans and posted them on the course’s

Web home page so that the other students could

review and download them for use in their

classrooms. Thus, the students had ready-made

lesson plans available for use in topic areas such

as biology, chemistry, physics, or ecology. The

students often found additional interesting Web

pages through their own investigations and shared

their findings with the other students via the

Listserv. The class Listserv was the primary means

of communication between students and faculty.

Throughout the course, faculty members led the

instruction for the various modules relevant to

their expertise. Assignments were posted on the

Web or sent out on the Listserv. Each of the five

modules encompassed readings from the spiral
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bound modules, readings from professional

publications, role play and questions on the

Listserv, investigative research assignments, the

exploration of Web sites, and the culmination of

the module with an online chat.

In mid-semester, the students returned to the

Clemson University campus for a one-day field trip.

The objectives were to reinforce what they had

learned on the Internet with hands-on field

experience and also to reestablish face-to-face

contact with each other. The first stop for the

field trip was the Clemson University Botanical

Gardens to observe organic methods of crop

production. Two graduate students from the

Entomology Department had set up insect traps

the day before to assess the ratio of beneficial

insects to damaging insects. The traps included

sticky traps, sweep nets, and pit-fall traps. The next

stop was a conventional vegetable farm where

pesticides were used regularly. The insect traps

likewise had been set out in those fields to make

the beneficial vs. damaging insect population

comparisons. A professor from the Aquaculture,

Fisheries and Wildlife Department led an

examination of the nearby stream fauna to

assess the impact of erosion from agricultural

lands. The final stop was a mountain stream where

the guest instructor demonstrated the greater

diversity and population of fauna in an

undisturbed stream. This last stop was the most

popular with the participants because they were

able to see a much greater diversity of fauna than

observed at the previous stops. Subsequently, they

were able to fully appreciate the impact of the

environment on biodiversity.

Module exams were sent out on the Listserv. The

participants responded by sending their test

answers to both the instructors and the teaching

assistant by e-mail. Questions were generally in

an essay form which required individual

responses. A final exam was created by the three

core team members of faculty and distributed via

the Listserv. A survey was also distributed at the

end of the course to determine the student’s

assessment of the effectiveness of the course

delivery and its content.

Grade Assessment

Assessment of student performance encompassed

various aspects of the course. Students were

graded for their performance at the introductory

workshop and field trip, individual and group

projects, module exams, and the final exam. For

some assignments, students were assigned an e-

mail partner. As in normal class situations, some

groups worked together well and in other cases,

one of the partners would not make an equal

contribution. In those cases, the team members

would be regrouped with different students. The

student’s final grade was based on performance

in the following areas: introductory workshop and

field exercise (20 percent), module tests (30

percent), class participation and assignments (20

percent), final project (20 percent), and the final

exam (10 percent).

Student Population and Course
Evaluation

The students came from a wide variety of

backgrounds. Of the twelve students, three were

graduate students at Clemson University. The off-

campus students were four county extension

agents (one from South Carolina and three from

Georgia) and five South Carolina public school

science teachers (one elementary, one middle

school, and three high schools). The diversity of

this group allowed for interesting interaction,

especially on the Listserv and during the chat

sessions.  The county agents were especially

helpful in bringing real life experiences to the

discussions.
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A questionnaire was distributed to all the students

at the end of the semester. Table 1 shows the

questions and a summary of the responses

received. The reaction to course content was

favourable. The mediocre response to the

comment “The computer workshop adequately

prepared students for using the computer” was

likely due to the initial problems several students

had accessing the Web page, using the Listserv,

and participating in the live chat sessions. The

computer workshop enabled the students to do

all these skills hands-on but when some attempted

these functions later, they encountered various

problems with their computer hardware and

software, Internet provider, or access to the chat

room. Our computer technology teaching assistant

provided aggressive follow-up support so that after

the first two weeks, everyone could carry out all

the required Internet functions.

The majority of the students thought that the

Internet was an effective teaching tool. In several

written responses, however, there were

complaints that there was too much “busy work”

and the county extension agents were especially

opposed to creating several required lesson plans.

In future course offerings, an alternative would

be to allow the county extension agents to

develop materials in a style more conducive to a

field day presentation. The county extension

agents also wanted a stronger emphasis on

agriculture and thought that the course covered

some topics that strayed away from agriculture.

When asked for a written response regarding their

perception of the effectiveness of Web searches

to research various topics, the majority listed the

following advantages: they could study when they

were mentally ready (not at a fixed class time),

they could freely explore a wide range of topics,

and they could access more information than

available in local libraries. This is especially true

for those living in rural areas.

When asked for the advantages of Internet

learning, the students unanimously answered that

it was the absence of commute time. When asked,

“What critical elements do Internet courses lack

when compared to traditional classroom

courses?”, the dominant response was the lack of

face-to-face interaction. The students thought that

there was a benefit to observing body language,

hearing voice inflection, and taking advantage of

informal socializing after class time. One student

said that he missed the instant responses to

questions that he would get in a traditional

classroom, whereas if one uses the Listserv,

responses to questions might be delayed several

hours or even as long as a day.

Discussion

The aspects of this Internet course that the

students liked the most were the online

interactions with the instructors and other

students, as well as learning how to use online

searches and communications. The students

thought that the course material was useful for

their jobs. They enjoyed the field exercise, which

they thought was effective in enhancing their

knowledge.

The students described two major drawbacks of

the course. They were the excessive number of

assignments and occasional problems accessing

the server for the afternoon chat sessions. When

the server was down, the students would have to

resort to the Listserv to communicate and work

out a strategy for another server option for the

chat. Of lesser, yet significant, importance, the

students missed the personal interaction found

in a traditional classroom. Many students thought

that seeing body language was an important part

of transferring information. Some disclosed that

they missed the informal chatting that often

occurs after a traditional classroom session.
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Table 1  •  Summary of student evaluations

Number of Responses
—————————————————————

Questions SA A N D SD
Course content:
The course gave me new viewpoints 7 3
The course stimulated my interests 6 3 1
The course made me want to learn more

about the subjects covered 3 5 1 1
The course improved my ability to interpret

and evaluate information 5 3 2
The computer workshop adequately prepared

students for using the computer 3 3 4
The field exercises improved my knowledge

of the subject matter 5 4 1
I can use the subject matter in my job related

activities 4 6
The course helped me learn how to use

the Internet 6 3 1
The field exercises and computer workshop

enhanced my feeling of belonging to
a class 4 4 1 1

Effectiveness of the Internet:
The chat sessions were helpful for the course 2 3 2 2 1
I liked the sense of flexibility afforded by this

course 3 6 1
Online interactions with instructors were

valuable in understanding the
subject matter 3 4 2 1

I plan to continue online searches and inter-
actions with others about subjects
covered in the course 4 5 1

I would NOT take another on-line course 3 3 2

Response key: SA=strongly agree; A=agree; N=no opinion; D=disagree; SD=strongly disagree.

An attempt was made to contact as many of the

students as possible about six months after

completing the course to ask if they have used or

plan to use any of the course materials in their

jobs. Three of the students responded: one middle

school teacher, one county extension agent and

one graduate student. The middle school teacher

said he used the Conserving Soil Resources

materials at a “Geofest” event for geography

teachers and in his earth science classroom. He

also used the Water Quality module information

in his earth science classroom. The county
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extension agent reported using the information

in working with organic farmers and he also used

the information on stream biodiversity to help

provide a local county commission with direction

regarding monitoring stream pollution. The

graduate student said that the course forced her

to become knowledgeable on Internet use and

she has since used her Internet skills with several

other courses to research topics for presentations

and papers. Additionally, she has used this

knowledge to search for possible funding sources

for some of her projects and converse with people

at other universities to learn details about their

research.

From an instructor’s perspective, there were often

a large number of e-mail messages to read and

respond to each day. Twenty e-mails a day was

not an unusual number. In a face-to-face class-

room situation an exchange of ideas can happen

very rapidly with oral communication but when

each response has to be typed, it can be very time

consuming. We feel that perhaps an enrollment

limit of fifteen students should be enforced to

maintain a manageable number of e-mail messages

if only one person is responsible for responding.

Application for Small States

The two simplest tools used for the course have

subsequently been used for four multi-week

inservice trainings delivered to county extension

agents from six US southeastern states. The

instruction was limited to use of the Web to display

all the reading material and the use of a Listserv

for questions and answers between the county

agents and the professors. Chatrooms were

avoided to prevent problems with server

availability and to keep the instruction truly

asynchronous. Posting all materials on the Web

eliminated handouts. Anyone who has the most

basic knowledge of the Internet knows how to

access Web pages and send/receive e-mail. Since

the course was offered, many software programs

such as Web CT have been developed to facilitate

online instruction but the authors believe that

effective instruction can be delivered with only

the two previously mentioned tools. For the

students who have participated in Internet

courses and training, the lack of travel

requirements and the asynchronous method of

communication have always made it very popular.

As computers and the Internet become more

accessible throughout the world, this approach

for information transfer can be a valuable method

of instruction over large distances.
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Introduction

Since the 1970s education policy makers and

practitioners have been exploring and

experimenting with other modalities to delivering

teacher education than formal face-to-face

instruction in colleges over three academic years.

This paper describes five models that have evolved

over the 30-year period as technology has changed

and demands for alternative modalities have

escalated.

The imperatives that have driven the search for

alternative modalities for delivering teacher

education in Jamaica can be listed briefly as

follows:

• The need and demand to improve the level

of teacher preparation of the teaching force,

especially in light of the expansion of the

school system in the 1960s and 1970s to keep

pace with expanding school populations.

• The tradition and history of employing

persons to teach in schools before they had

received any formal preparation to be teachers.

Models in Distance T eaching in T eacher Education in Jamaica

Errol Miller

Director of the Institute of Education and Professor of Teacher Education,
the University of the West Indies, Mona campus

Abstract
This paper describes models that have been used in delivering initial and in-

service teacher education in Jamaica over the last 30 years. These include:

• The In-Service Teacher Training Thrust model of the 1970s and early

1980s that combined face-to-face instruction delivered during vacations

and evenings and weekends to provide formal training for unqualified

teachers.

• The UWIDITE model, using voice technology and print materials in

delivering instruction for the University of the West Indies Certificate

in Education.

• The Upgrading Programme model employed by the Ministry of

Education using a combination of face-to-face sessions during vacation

and self-instructional printed modules.

• The ROSE Project model, combining face-to-face instruction delivered

during vacation with school visits and printed modules to deliver in-

service training.

• Institute of Education online delivery of Master’s in Education courses.

The paper concludes by making some inferences with respect to the feasibility

of these models and implications for further use.
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• The limited capacity of the teacher education

institutions to accommodate the number of

teachers who are in need of teacher education

and the cost of putting the estimated capacity

in place.

• The necessity of training persons who are

teaching without them being enrolled as full-

time college students.

• The imperative to find more cost effective

approaches to the delivery of teacher

education.

It is instructive to describe the models that have

evolved as a chronological sequence since this

allows for easy linkage with changes in

educational technology and thinking over the

period.

The In-Service Teacher Education
Thrust (ISTET)

The In-service Teacher Education Thrust (ISTET),

established in the mid-1970s, had as its mission

eliminating the backlog of unqualified teachers

in primary and all-age schools that had built up

over the years given the history of employing

persons as teachers before they had been formally

certified as professional teachers. ISTET was not

intended to supplant the formal system that had

been established in the eight colleges training

primary teachers, but was designed to be a short-

term and emergency measure addressing the

specific task of removing the backlog. The scenario

was that ISTET would remove the backlog, thereby

allowing the eight colleges to maintain a fully

qualified primary teacher force through their

annual output.

The essential features of the ISTET model of

delivering formal teacher education can be

summarized as follows:

• Pre-service teacher education was delivered

in-service to unqualified primary school

teachers satisfying the entry qualification for

admission to teachers colleges.

• The programme in terms of curriculum,

examinations and certification requirement

was exactly the same as was delivered in

teachers colleges.

• The mode of delivery of instruction was face-

to-face and as such was not different from the

college programme.

• Instruction was delivered in vacation periods

– summer, Christmas and Easter – and on

weekends.

• The venue of training was mostly in the

teachers colleges during vacation periods.

• The duration of the programme for any intake

of students was five to six years.   At that time

the standard programme for training primary

school teachers was two years in college plus

one year internship in school. ISTET students

covered the two-year college programme in

four or five years and then served their

internship in the schools in which they were

employed.

The ISTET model of teacher education mirrored

the conventional face-to-face model used by

colleges in all but two aspects. First, all the trainees

were employed full-time as teachers and could

be regarded as a type of part-time student. Second,

the instruction was delivered on weekends and

in school vacation periods. In it these two features

overlap with the distance teaching modality in that

the students were not conventional college students.

The UWIDITE Model at the University of
the West Indies, Mona

In 1981 USAID funded a feasibility study, the

Caribbean Regional Communications Study
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(CARCOST) to determine whether and how

interactive distance teaching could contribute to

education and public service in the Caribbean. The

CARCOST study recommended a five-year pilot

experiment in distance teaching at the University

of the West Indies (UWI), with particular emphasis

on teaching the first year of the BSc Social

Sciences, in-service teacher training, health and

agricultural applications and university

administration.

The grant agreement signed between USAID and

UWI in May 1982 provided for a three-year project.

The USAID grant provided equipment for five

teleconferencing rooms, communications costs,

technical assistance and training, and salaries and

other support.

The distance teaching component in teacher

education that was developed in this project was

the delivery of instruction for the UWI Certificate

in Education of the Faculty of Education. This

certificate programme was offered to practising

teachers who had certified through initial teacher

training programmes offered by teachers colleges.

The elements of the UWIDITE model can be set

out briefly as follows:

• Students could enrol in the Certificate

programme and access instruction without

having to attend lectures on the Mona campus

of the UWI.

• However, students had to attend classes at set

times at teleconferencing centres located in

their country.  These teleconferencing centres

were equipped to allow interactive voice

communication between the lecturer at Mona

and the students in the teleconferencing

centres. Graphical illustrations could also be

shared between the centres.

• Teleconferencing was supported by printed

materials covering the content of the courses

in the Certificate programme and developed

specially for the distance teaching

programme.

• Students at the different centres received face-

to-face tutorial assistance through tutors

employed to give such assistance in each

country and through occasional visits of the

lecturers of the different courses.

The UWIDITE model fits more securely in the

distance teaching domain in that the students

enrolled in the programme were often in different

countries from those providing the instruction.

There can be no question that the instruction was

delivered at a distance. However, the instructional

contact between lecturers and students was

electronic and synchronous in that it took place

at set times over a teleconferencing system that

linked the campus and the centres through

telephone lines and satellite connections.

Lecturers and students could talk to each other

and share graphical illustrations but could not see

each other.

The Teacher Upgrading Programme
Model

In the 1980s, Jamaica phased out the two-year in

college plus one-year internship certificate

programme of providing initial teacher education

and replaced it with a three year intramural

diploma in teaching programme. This transition

was completed by 1984. The diploma credential

was accorded significantly higher pay and it was

agreed that all teachers with certificates would

be given the opportunity to upgrade to the

diploma level by following a one-year upgrading

programme.

The upgrading programme that was implemented

included several modalities for the delivery of
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instruction, including distance teaching.

Implementation of the upgrading programme

began in 1986, but the distance teaching modality

was not offered until the early 1990s.

The essential elements of the upgrading

programme model of distance teaching can be

summarized as follows:

• Delivery of instruction for some courses by

way of face-to-face classes on weekends and

during vacation periods.

• Delivery of instruction for some courses by

way of self-instructional printed modules

done at the pace of students and occasional

tutorials if needed.

• Students followed the same curriculum, sat

the same examinations and were certified by

the same process as full-time students in the

diploma programme.

• The one-year upgrading programme could be

completed in two years through participation

in the distance teaching option.

The upgrading programme model incorporated

elements of the ISTET model that had been used

successfully in the 1970s and early 1980s but

added a new element: the inclusion of self-

instructional modules that were self paced. As

such, the upgrading model moved more securely

in the distance teaching domain.

The ROSE Teacher Training Model

The Reform of Secondary Education (ROSE)

Project in Jamaica, which was funded by the World

Bank and the Government of Jamaica 1993 to

1998, sought to:

• Provide a common curriculum for Grades 7

to 9 in all schools providing secondary

education in Jamaica.

• Introduce multi-level teaching, collaborative

learning, integration across subject areas,

student-centred learning strategies and team

planning among teachers.

• Develop textbooks to support the new

curriculum and pedagogy.

• Reform the training of teachers for Grades 7

to 9 to be consistent with the objectives of

ROSE and to possess the skills necessary to

execute the new curriculum.

• Introduce new methods of assessment and

evaluation of the Grades 7 to 9 programme.

• Upgrade the physical plants of schools and

provide the equipment needed to support the

new curriculum and teaching strategies.

The teacher training component of the project

attempted to address two issues. First, reforming

the initial teacher training programme so that

teachers graduating from the colleges training

teachers would be competent to teach the new

curriculum. Second, providing in-service training

to teachers in the 124 project schools to enable

them to deliver the new curriculum.

The approach adopted to address these two issues

was for the Joint Board of Teacher Education to

undertake a comprehensive review of the

curriculum of the programme training secondary

school teachers and then to reform that

programme to make it consistent with the

objectives, content and methodologies being

introduced through the reforms in the school

system. The ROSE Project introduced the reforms

in five subjects: Language Arts, Mathematics, Social

Studies, Science and Resource and Technology.

The reformed secondary teacher training

curriculum in these five subjects was designed

on the basis of numerous units, related to different

topics, making up the curriculum in any one

subject.
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The essential elements of the distance teaching

model that was developed in the ROSE Project

can be summarized briefly as follows:

• Self-instructional printed modules, utilizing

mastery-learning principles, were developed

in relation to each curriculum unit in each of

the five subjects. These modules covered both

content and methodology units in the five

subjects.

• Audio and video materials were developed to

support instruction, in particular modules

where these were deemed necessary and

essential. For example, videotapes were

developed in the teaching of collaborative

learning in all five subjects. These videotapes

supported the methodology modules on

collaborative learning.

• Teachers who were in-service would receive

instruction in the ROSE methodology through

face-to-face instruction in the summer

vacation.

• Teachers who were in-service would receive

instruction in content through the self-

instructional models selected on a menu basis

according to need.

• Teachers in-service who desired to commence

initial teacher training while still employed

could do the first year using the self-

instructional modules on a systematic basis.

• Teacher training specialists would make visits

to schools during term time to assist teachers

with the implementation of the new teaching

strategies and would also provide tutorial

assistance with the use of the modules.

• Students in college who failed courses in the

five subjects and needed additional

instruction could receive the same through

the self-instructional modules.

• The resources of the project did not allow

for the development of modules in all units

covering the three-year curriculum in the five

subjects, hence the approach adopted was to

cover the first-year curriculum in each subject,

the methodology of teaching each subject and

as much of the second- and third-year

curriculum as resources would permit.

(Because of difficulties related to defining the

content of the new subject Resource and

Technology, the modules developed in this

subject area were restricted to those dealing

with methodology and content in the first year

of the Home Economics specialization.)

In examining the elements of the ROSE Teacher

Training model it can be seen that it is firmly

located in the distance teaching domain. Further,

it attempts to address issues concerning both

initial and in-service teacher education, related to

education reform, in an integrated fashion. By so

doing it attempts to begin to bridge the divide

between initial teacher education and the

continuing professional development of teachers.

UWI Master’s in Education, Mona: On-
line Delivery Model

The UWI has been offering Master’s degrees in

Education since 1964. Most of the students are

enrolled part-time and therefore classes are

scheduled in the evenings. With an enrolment of

over 200 students annually, this is the largest

higher degree programme offered by the UWI.

The staffs of the Department of Educational

Studies (DES) and the Institute of Education (IOE)

jointly teach this programme.

In support of its developmental work with

colleges training teachers in the Western

Caribbean, the Institute of Education has taken

prime responsibility for offering the Master’s in

Education in Teacher Education that is designed

especially for present and prospective staff of



146

these colleges. A major constraint facing this

option is the fact that the staffs of colleges not

located in Kingston have had great difficulties in

accessing this option. Another constraint is that

because much of the work of the IOE staff is off

the campus, teaching courses according to a set

timetable poses numerous scheduling problems

that often work to the disadvantage of the staff

and curtail the offering of some courses.

Over the last five years governments in the

Western Caribbean have taken policy decisions

to upgrade colleges training teachers and their

output. The College of the Bahamas has been

upgraded to a four-year degree granting institution.

As of August 1, 2000 the Belize Teachers’ College

will become the Faculty of Education of the

University of Belize that will be established as of

that date. The Ministry of Education, Jamaica has

also taken the decision to allow colleges to teach

for degree programmes. Related to this decision

is the policy intention to move to a graduate

teaching force over the next decade. Related to

this objective is the upgrading of the qualification

of teacher educators to at least a Master’s degree.

Two years ago, the IOE decided to experiment

with offering courses on-line in the Teacher

Education option in order to test its feasibility for

an alternative modality of delivery for the entire

Master’s programme. To date, three courses have

been offered completely on-line: Inside

Classrooms, Theory and Practice of Teacher

Education and Teaching at the Primary and

Secondary Levels.

The On-Line Model at Mona

The Joint Board of Teacher Education has acquired

a license for the use of Virtual U, a course

management and conferencing software,

developed by Simon Fraser University in

Vancouver, Canada. Virtual U is designed on the

metaphor of a campus. The elements of the on-

line model can be listed as follows

• Course materials are posted by topics to be

covered for each week of the semester in

which the course is taught. These materials

can be in the form of text, spreadsheet,

databases, audio or video files or connections

to web-sites. The course materials posted are

readings and notes related to the content of

the topic being taught.

• Asynchronous conferences are created and

related to each topic as well as to the

management of the course. This allows

lecturer and students to discuss the topic and

share information.  This functions more or

less like a tutorial. Students organize into small

working groups related to aspects of the

topics being discussed. Contributions are

posted to these conferences at times that are

convenient to students and leave within 24

hours of the seven days during which the

topic is discussed.

• Assignments are posted on line and related

to topics and roles in conferences.

• On-line connections are made with libraries,

including the UWI Main Library, which allows

students to search catalogues, access

databases and read on-line journals.

• Synchronous chat sessions can be set for

particular times, for example, 4.00 to 6.00 p.m.

on Monday June 5, 2000. During these sessions

lecturers and students can discuss logistic or

substantial matters related to the course.

• Lecturers or students can send e-mail

messages that are not seen by the entire class

but only those to whom they are addressed.

• Lecturers and students meet twice face-to-face

– at the beginning and also at the end of the

course.
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Discussion

When these five models are examined, there are

several observations that appear to be almost self-

evident. First, the efforts in the 1970s consisted

largely of differing ways to deliver face-to-face

instruction for the convenience of persons who

for one reason or another could not be enrolled

as full-time students in college or commute to

colleges in the evenings to make use of part-time

programmes. From this starting point, models have

varied in two directions. The UWIDITE and

Master’s On-line models have employed electronic,

or high technology, modalities of delivery of

instruction and interaction between teacher and

taught. The construction of these approaches has

varied with the evolution of the technology over

the last 20 years. The Teacher Upgrading

Programme and ROSE Teacher Training models

have used print, audio and videotapes, or low

technology, as the means of delivering instruction.

Second, the divergence in directions taken in the

approaches to delivering teacher education at a

distance has been related to the audiences being

served and their access to technology. The UWI

has been able to employ high technology

approaches because it has been able to attract

support from the establishment of the necessary

electronic infrastructure. On the other hand, to

reach teachers especially in rural Jamaica, low

technology approaches are far more feasible and

practical. One can expect, however, that as

technology becomes more affordable, widespread

high technology approaches can be expected to

extend to rural areas. Until then, the low

technology approaches developed by the

Upgrading of ROSE remains feasible and practical.

Third, these models have different types of costs

attached to them. The ISTET model had costs

related to renting facilities and of employing

tutors. The Teacher Upgrading and ROSE models

have costs related to the development of the

materials. The UWIDITE and on-line models have

costs primarily related to establishing and

operating the electronic infrastructure. So far there

have been no studies that have examined these

costs in relation to each other.

Fourth, with the exception of the ROSE model

that has not yet been fully tested, all the models

have been able to produce the desired output. By

1987, Jamaica had reached the situation where

97 percent of the primary school teaching force

was professionally trained. ISTET had made a

considerable contribution to upgrading the

backlog of unqualified teachers by the fact that

over 2000 teachers had graduated from the

programme. Likewise, several hundred teachers

have successfully completed the Certificate in

Education through UWIDITE. Indeed, UWIDITE

has since become the modality for delivering

this certificate programme, which is no longer

offered on the campus. The Teacher Upgrading

programme has recorded similar results. Because

students were following the same curriculum and

meeting the same evaluation criteria as students

who were taught in the conventional manner, no

questions have been raised about the quality of

the distance teaching modality. In the master’s

programmes, judging from the assessment of both

internal and external examiners, standards have

at least been maintained by means of the on-line

delivery.

The experience from the five models of distance

education that have been used in teacher

education in Jamaica over the last three years

clearly indicates that in its various forms, distance

teaching is a feasible, practical and appropriate

modality for delivering formal teacher education

and for supporting changes in teaching strategies

related to reforms in the education system.
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Introduction

In 1992 Belize took a giant step towards improving

the quality and effectiveness of primary education.

With a grant from the Overseas Development

Administration (ODA) now DIFID (Department

for International Development) and a loan from

the World Bank Belize launched the Primary

Education project. Through these funds major

changes were made to the education system,

particularly primary education. Teacher training,

one of the main components of this project, went

through some rapid innovations. The main

objectives for these changes were to increase the

number of trained teachers from 47 percent to

80 percent and “improve the quality of instruction

by paying greater emphasis on the development

of teachers pedagogical skills” (Belize Teachers’

College, 1994, 5).

In an effort to meet the goals of the teacher-

training component of the project, the Belize

Teachers’ College restructured its programme

from a two plus one system to a three-year

certificate with school experience. In the two plus

one system the student teachers spent two years

at the college in a face-to-face mode and one year

of teaching practice in their classrooms. The latter

system divided the certificate training into two

levels with a one-year teaching practice

sandwiched between the two levels. After one

year of full-time studies at the college student

teachers returned to their classrooms for one year

to practise the methodologies learnt.  A certificate

is awarded to those who successfully complete

the Level 1 programme. Upon completion of the

Level 1 programme teachers remain in their

classrooms for another one to two years before

pursuing the Level 2 programme. After successful

completion of the Level 2 programme teachers

are awarded a certificate that is equivalent to the

former two plus one certificate.

This paper describes the Level 1 Distance

Programme, examines the support being offered

Providing Student Support to Distance Learners:
A Teacher Training Institution Experience

Wilma Wright

Head, the Extramural Department, Belize Teachers’ College
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existing support system.
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to student teachers in this programme and

provides some recommendations for the

improvement of the present support system.

Rationale for Distance Mode of Level 1

In 1994 the government decided to pilot the

delivery of the Level 1 programme by distance.

Teachers now had the option to either study at a

distance or by the face-to-face mode. This mode

of delivery also provided the opportunity for more

teachers to be trained.  Teachers who did not want

to leave their locales to come to Belize Teachers’

College could now remain in their districts and

receive their training.

The intention of the first distance pilot was for

the programme to run a full cycle and be evaluated

before expanding to the other districts. This

pilot was carried out in three districts, namely

Stann Creek, Toledo and Cayo. However, in 1996,

one year before the completion of the pilot, the

government made a decision to extend the Level

1 Distance Programme to all student teachers

entering the Level 1 programme. By 1996 all

student teachers entering the Level 1 programme

had to study through a distance mode. The

distance mode is currently the only option for

Level 1 student teachers.

Structure of the Distance Programme

The Level 1 distance education programme is

spanned over a two and a half year period with

students pursuing eight courses at a distance and

five face-to-face courses. Students begin the

programme during the summer when they receive

an orientation to distance education and take a

course in English and Study Skills. After the

orientation student teachers return to their

classrooms, where they study two courses at a

distance the first semester and two more courses

the second semester. Upon completion of the first

year, teachers return to the Belize Teachers’ College

for three more face-to-face courses. In the second

year teachers study four more courses over two

semesters before returning to the college for their

final summer session. They then have one semes-

ter left to complete their course work. The final

exercise in this programme is the assessment of

the student teachers’ teaching. This is done only

after they have completed all course work.

Elements of Student Support

Many people are of the opinion that the only

requirement of a distance programme is to provide

the learner with the modules. Consequently, more

emphasis is being placed on the development of

modules and very little on the support being

offered. As Robinson (1981) pointed out “It is

sometimes argued that if the learning materials

were perfectly designed, there would be no need

for additional support services” (p. 145). However,

support systems are not as transferable as course

materials and, therefore, must be constructed

within the context of a country’s resources and

the clients’ needs (Robinson, 1981; Stewart, 1993).

The support system is vital to the success of a

distance programme. “It is the interface between

the institution and its students” (Stewart, 1993, 11).

Since its inception in 1994 the support services

of the Belize Teachers’ College distance education

programme has taken several shapes. Currently,

support is offered to students through:

• Study group

• Study sessions

• Monthly workshops

• Supervisory visits

• Supervisors’ roles

• Tutors’ roles
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Study Groups

Study groups are usually groups of students who

come together at their convenience to support

each other as they study. Some of the factors that

student teachers consider when forming study

groups are location, personality and interest. Study

groups are usually very small and range from two

to sometimes five or six members. Students usually

use their study groups to help them get through

the assignments.

Study Sessions

Study sessions are usually larger groups and are

sessions initiated by the supervisors and/or course

tutors. The supervisors and/or course tutors

usually decide on what matters will be addressed

at the study sessions. These sessions can focus on

anything related to the modules content,

classroom practice, and/or assignments. These

sessions are held at various locations that are

within close reach of student teachers and have

met with varying measures of success.

Monthly Workshops

The main purpose of workshops is to focus on

the content of the modules. Monthly workshops

are being offered at the District Education Centers

that are located in the town of each district.

Student teachers are given permission from their

schools to attend these workshops. Some teachers

have to travel from the previous day or very early

in the morning to get to the District centers.

Monthly workshops have changed from a very

centralized planning to a more decentralized

planning where supervisors’ plans are based on

the needs of their students.

In the past supervisors tried to cram as much of

the content of the modules as possible during the

five or six hours allotted to each workshop. As a

result a 45-hour course or a 60-hour course many

times is packaged into six hours. There is, therefore,

very little time to deal with individual needs of

students or to fully explain the concepts outlined

in the modules. This year a conscious effort was

made to try to address the individual needs of

student teachers and to get students to be more

involved in their learning.

The main advantage of district planning is that it

provides the opportunity for supervisors to meet

the particular needs of their district. However, this

approach is risky for supervisors because they are

afraid that they may not address what the course

tutor considers are the most salient areas of the

modules. To alleviate this fear course tutors are a

part of the district planning and they provide

guidance and support to supervisors as they plan

for their monthly workshops. Workshop planning

is done at the beginning of each semester but

supervisors have the flexibility to change their

plans during the course of the semester.

While there is a need for direct teaching one of

our greatest challenges is to use our workshop

time to facilitate the learning process of our

students and to help them to critically reflect on

the content of the modules. Over the past year

we have been making an effort to facilitate the

learning process and meet the individual needs

of student teachers rather than providing lectures

on the content of modules. From the district

reports it seems that there are mixed feelings with

regard to this new workshop format.

In their evaluations, students felt that enough

time was not spent on the workshop topics . . .

Supervisors are pondering the effectiveness of

the new workshop approach. (February 2000

monthly report of one district)

__________________________________________

Both workshops this month went well. Both

students and supervisors like the new format . . .

The focus on doing rather than so much lecture

seems to be appreciated. In the evaluations
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almost all the participants mentioned that they

appreciated the meeting time. [Here they are

referring to the meeting with their supervisors

in their small groups.] (February 2000 monthly

report of another district)

___________________________________

Today’s workshop was interesting because group

work was done by all teachers. The gathering

with our supervisor was superb as she explained

on . . . Teachers input was excellent and the

rapport with other colleagues was also good. (A

student’s evaluation of the new approach at their

February workshop)

Monthly Supervisory Visits

In order to provide additional support and

guidance to classroom practice, student teachers

should receive at least one full day visit per month

at their work sites. While both supervisors and

students would prefer more classroom visits this

is not possible due to budgetary constraints. The

number of visits received by students is not

standard, for several reasons:

1. Students in very remote areas can only receive

a day’s visit or one half day because of the

financial constraints.

2. Because of accessibility students in town

schools and nearby villages receive sometimes

as much as three half days visits for the month.

3. Periodically some supervisors are assigned

more than their expected number of students

and as a result cannot provide the usual whole

day visit.

Currently many of the course assignments are

linked to classroom practice and this puts an

added responsibility on supervisors during their

classroom visits. Many supervisors complain that

they spend more time marking course

assignments than observing and providing

feedback to the student teachers’ pedagogy.

In the past, course assignments were not as

focused on classroom practice and supervisors

had more time to provide assistance to teachers

in the area of pedagogy. There is definitely a

need to create a balance between the number of

practical assignments that can be given in a course

and provision of time for the observation and

mentoring of students’ teaching.

The problem faced in providing support to

student teachers through supervision is twofold.

On one hand, there are the challenges of providing

support to students through a distance mode. On

the other hand, there are the challenges of

supervising teachers as they practice the

pedagogical skills learnt. Perraton (1997) has sited

this as a dilemma for many distance teacher

education programmes. “And a high proportion

of them have grappled, with varying success, with

the logistical problems of yoking distance-

education methods with supervised classroom

practice” (p. 7).

Supervisors’ Roles

The supervisors are extremely essential to the

distance programme. They are a direct link

between the student teacher and the college. They

are responsible for the planning and

implementation of these plans at the monthly

workshops. Supervisors also provide support

through monthly supervisory visits to the

classroom, the marking of assignments and study

sessions. Supervisors also provide moral and other

psychological support and add a human touch to

the programme.

Each supervisor is assigned an average of twelve

to fifteen students per semester. While this may

seem like a small number of students compared

to face-to-face courses, the multiple functions of

the supervisors make this job very challenging.
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Challenges of Supervisors

1. Providing academic guidance in all subject

areas;

2. Providing professional guidance in a school

climate that is not practising many of the

current methodologies of instruction;

3. Managing time to include marking,

supervision, workshop preparation and

implementation and in some cases providing

staff development in the schools where

student teachers are employed;

4. Adapting to a distance mode of delivery where

they are regarded as facilitators of learning,

rather than the course of learning.

Tutors’ Roles

Prior to 1997 the involvement of course tutors in

provision of support to the distance learners was

either minimal or nonexistent.  Today course tutors

provide support to both supervisors and student

teachers in the delivery of course content. Course

tutors are responsible for the development of

assignments and the monitoring of the course.

Planning workshops are held at the beginning of

each semester to discuss course requirements and

for course tutors to address the concerns of

supervisors with regard to course content. The

success of the course delivery is dependent on

the entire team. Consequently, all team members

are involved in the planning workshops and

delivery strategies.

The involvement of the course tutors in the

support system is a new one that was not

envisaged in the initial planning of the distance

programme. However, it is very important and

necessary in narrowing the distance between the

learner and the tutor. Many students have

expressed their appreciation for the course tutors’

visits to their sites.

Proposed Support Services

Support services are definitely not stagnant. Rather,

they are a dynamic component of any distance

programme. “It may equally be argued that it is

only as the institution develops that support needs

will emerge from students’ and course writers’

experiences” (Robinson, 1981, 145). The Belize

Teachers’ College Level 1 distance team met and

discussed the trends, difficulties and challenges

presently being encountered and together we

formulated the following strategic thrusts.

1. Defining and Creating an Awareness of
the Level 1 Distance Programme

If we are to develop a support system that will

benefit our clients, all stakeholders must be

familiar with the concept of distance education

and how it operates in the Level 1 programme. It

is now time for us to address the general public

and those in the field of education on how the

distance education programme operates and the

advantages and limitations. To many stakeholders

outside the distance team, distance education is

usually viewed with skepticism and compared to

the 25-year traditional face-to-face mode of teacher

training.

There is also the need for us as a faculty to define

first for ourselves how much independence or

interaction Level 1 student teachers should

receive. Presently, the views of supervisors,

administrators and course tutors can be placed

on a continuum, with one end of the continuum

having the view that students should be solely

responsible for their learning and the other end

of the continuum with the view that learners must

be provided with a lot of interaction and

supervisors who should be there every step of

the way. Daniels and Marquis (1973) argued that

a critical issue for distance learning systems is

getting the right balance between interaction and

independence. As a team we need to create a
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balance between providing interactive support for

students that will lead to independence.

2. Maximizing Available Human Resources

Earlier in this paper it was mentioned that teacher

training at a distance posed two challenges – the

logistics of the delivery mode and supervision of

classroom practice. Limited human and financial

resources make it difficult for the supervisors to

provide the number of visits required for the

supervision of classroom practice. Several of my

colleagues and I have proposed that the latter is

done in partnership with the schools where

teachers in training are located. Principals and

senior teachers can assist with the supervision of

teachers. In turn supervisors can provide staff

development and professional guidance to the

schools with regard to the college’s current

methodologies.

3. Examining our Practice

As stated earlier Belize Teachers’ College has a 25-

year-old tradition of face-to-face delivery. Many

trainers have been trained through this mode.

Other teacher trainers have also not studied

through the distance mode. Distance education

is therefore a new mode of teaching for our entire

team. There is a need for us to update ourselves in

this new mode of delivery and examine our modus

operandi and make the necessary change to

accommodate the distance delivery mode.

Perrraton (1997) proposed that in distance

training teacher trainers may need training in how

to work with teachers in their classrooms, to

support what is being taught.

Conclusion

Is there a place for distance education in a country

as small as Belize? Distance education, like the

conventional mode, has its strengths and

weaknesses. The Level 1 distance education

programme has exposed teacher trainers to the

daily realities of the classrooms and helped the

Belize Teachers’ College to streamline its

curriculum to meet some of these classroom

realities. Being in the classroom with the trainees

has also helped teacher trainers to realize that

teacher training cannot exist in a vacuum but

rather the entire school culture has to change for

the training to be effective. Some supervisors have

already started the process of working along with

principals in developing a climate that

synchronizes with the college’s current methods

of teaching. Distance education also has the

advantage of providing on-the-job training.

While we have been making strides in some areas

we are still lagging behind in providing the kinds

of support that teachers in the programme need.

It is, therefore, imperative that a small state such

as Belize maximizes the limited resources. As I

have proposed, a partnership between the school

and the college will make use of the country’s

limited human resources that will benefit both

parties. Because teacher training is partly

responsible for the learning that occurs in the

classroom, Belize Teachers’ College must integrate

with the rest of the education community. To

accomplish this the Level 1 distance education

programme must be clearly articulated to other

educators and the general public.

Teacher training is at the threshold of yet another

change in its history. On August 1, 2000 Belize

Teachers’ College will amalgamate with four other

institutions to form the University of Belize.

Distance education has the potential to provide

in-service training to teachers aspiring to further

training. However, for this to be achieved distance

education must not be placed on the periphery

but rather remain the nucleus of the Faculty of

Education. Gajaraj Dhanarajan, President and CEO

of the Commonwealth of Learning, commented

in the foreword of Higher Education Through

Open and Distance Learning, “First, distance

education seems to have moved into the center
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stage in this sector more than in any other and

second, the clamour for more higher education,

especially in developing economies, is getting

louder each day even while the cost of providing

it is on the increase.  The use of distance education

under these circumstances seems more an

imperative than an option.”
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The Big Problem of Smallness

Any discussion of distance education in small

states must begin with the obvious observation

that small, as a defining concept, is at best vague

and at worst useless. Small is a relational concept

that only has meaning with respect to something

else. Therefore, what is important in defining small

is not the thing itself that may be considered small

but that which it is being measured against. In

clarifying what is to be understood by “small

states”, various referents or criteria can be used

to make sense of the notion of smallness. Moreover,

whether one uses a single criterion or a

combination of referents to define the “small state”

will certainly influence what distance education

strategies are pursued in such contexts.

The geographic size of CARICOM states is

invariably used as a referent for defining size.

However, by itself, geography is not very helpful

as a relational concept. By this referent, Montserrat,

the smallest CARICOM member state at 104 sq

km,1 is small in comparison to Barbados, which is

four times as large at 430 sq km. However, at

10,992 sq km, Jamaica is 25 times the size of

Barbados, which would lead to the conclusion that

Jamaica is “large”. On the other hand, Guyana,

geographically the largest CARICOM member

state at 214,970 sq km, is 19 times the size of

Jamaica, which, by comparison would then be

considered small. Geographic size as a referent

also ignores the topographical aspects of the

examples cited above.  Though in terms of physical

Taking the Mountain to Mohammed: Distance Education for All

Aggrey Brown

Caribbean Institute of Media and Communications (CARIMAC),
the University of the West Indies, Mona campus

Abstract

Small states are not homogeneous, even though there is a tendency to think of

them as being so. Indeed, the very concept of small is relative and therefore

not very helpful analytically. This paper argues that when applied to distance

education, smallness (however defined) is not always a disadvantage. The

particular mix of technologies and methodologies required for effective distance

education programmes in such states will be influenced by factors such as

population size, i.e. demand, geography and topography, the objectives of

distance education programmes, infrastructure and other available resources.

While cutting edge media technologies open up enormous global possibilities

for the University of the West Indies as a service provider in the area of distance

education, the development of appropriate distance education strategies should

be informed in the first instance by the socioeconomic and cultural reality of

the Caribbean and only secondarily by such cutting edge technologies. Failure

to order our priorities accordingly can result in the wasting of scarce resources

and a widening of the knowledge gap between a small elite and the majority

of the region’s citizens.
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size, Montserrat is four times smaller than

Barbados, topographically it is a mountainous

country compared to Barbados, which is relatively

flat – the highest point on that island being just

over 200 m. The Blue Mountain range of Jamaica,

itself a mountainous country, peaks at nearly 3000

m, which would make Montserrat merely hilly and

Barbados a virtual plain. By itself then, geography

as a referent for defining smallness is inadequate.

Another referent that is commonly used to define

small is population size. But this too is misleading.

Guyana, which is almost 40 times the size of

Trinidad and Tobago, has a population of 710,000.

At 1,234,388, Trinidad’s population is almost twice

the size of Guyana’s. And at 2,414,100, Jamaica’s

population is twice the size of Trinidad’s and

almost four times bigger than Guyana’s. But that

is not all, for even if population size is used as a

referent to define size, gross numbers ignore other

important demographic factors such as age,

gender and population distribution. Montserrat

before the eruption of the Soufriere volcano had

a population of 12,467, concentrated primarily in

the capital, Plymouth. Today, as a result of the

volcano, the population is less than half its original

size and all concentrated in the north of the island.

Citizens are virtually within walking distance of

each other. Indeed, it is true to say that in all

CARICOM countries there is a heavy

concentration of the national population in the

capital cities. But it is also true that in most

territories there is also a widely dispersed rural

population.

When gross national product (GNP) per capita is

used as a referent for defining smallness, the

concept of smallness still remains clouded.

Barbados, with a population a third the size of

Guyana’s, has a GNP per capita of $6,540, almost

20 times the size of Guyana’s per capita GNP,

which stands at $330. Yet, geographically, Barbados

would sit comfortably in the mouth of the

Essequibo River. More significantly, GNP per capita

as a referent is misleading since it too reveals

nothing of income distribution.

The point is that by themselves, none of these

referents is sufficient to define smallness for

purposes of determining useful distance

education strategies. Indeed, smallness is a quite

misleading and therefore unhelpful, if not useless,

strategic concept for such a purpose. The concept

is misleading because, among other things, it

implies a degree of homogeneity of states, which,

from the above examples, clearly does not exist

in the Caribbean.

For a variety of reasons then, very little or no

emphasis should be placed on size when

considering appropriate distance education

strategies in the Caribbean. Of far more

importance are: the purposes or goals of distance

education initiatives; the general context within

which distance education is pursued and the

appropriateness of extant technologies.

Furthermore, while none of the referents

discussed above is pertinent to the definition of

smallness, taken together, they are all relevant to

establishing the need for, as well as the context

of, distance education initiatives.

Unlocking the Potential of an Elite

The contemporary emphasis on distance

education globally is technology-driven and

derives from the revolutionary developments of

electronic media as well as widespread access to

a variety of such media. But distance education is

not a new phenomenon. From early in the

twentieth century, various institutions of higher

learning have used printed materials delivered by

mail to make their services available to those who

were physically distant. One well-known British

institution offering such a service to Caribbean

nationals from the 1940s was Woolsely Hall,
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Oxford, which made its services available through

structured “correspondence courses”. In the

absence of a regional Caribbean university, many

Caribbean nationals pursued university degree

courses and programmes by correspondence with

this service provider.

However, there were two significant limitations

of early distance education initiatives. The first

was that speed and efficiency were constrained

by the mode of delivery. Postal services were both

slow and unreliable and therefore affected the

quality of interaction between tutors and clients.

The second was more insidious and socially

significant. The medium of delivery excluded all

but the literate from participating. In short, forced

reliance on the print medium determined who

the beneficiaries of distance education could and

would be and hence, determined the purposes to

be served by distance education initiatives. These

two factors, and the linkage of universities to the

mediated delivery of their services beyond the

walls of academia, continue to inf luence

significantly present trends in distance education

in CARICOM.

Long after the initial technological limitations of

access and accessibility have been overcome, the

purposes being served by regional distance

education continue to be narrowly defined. In

spite of its mission to “unlock the potential of the

people of the region”, the University of the West

Indies distance teaching initiative continues to

serve the needs of a small elite of the region’s

people. In both its intramural and extramural

efforts, a mere 5 percent of the eligible tertiary

level population of the region is served by the UWI.

Education, conceived as an institutional practice

(schooling), continues to determine the purposes

of distance education within the region via the

UWI. Little distinction is made between formal,

nonformal and informal practices. Furthermore,

the technologies used by the institution to deliver

its services remain exclusionary in their

deployment, in spite of the fact that contemporary

technologies can transcend time, distance, place

and social barriers. Although information can be

transmitted in real time, across any distance,

anywhere and to anyone, it does not appear that

these characteristics of contemporary media are

used to determine either distance education

policies or strategies within CARICOM. However,

as other external and internal tertiary institutions

increase the tempo of competition with the UWI

for students, the regional university will have to

rethink its distance education strategies if it is not

to be left behind. Such rethinking will necessitate

the strategic repositioning of the UWI vis-à-vis

both internal and external competitors, as well as

determining the appropriate mix of technologies

that will allow it to deliver its services inclusively

rather than exclusively.

Unlocking the Potential of All the
People

The UWI’s decision to become a mixed mode

institution confirms its awareness of the value of

contemporary infocom technologies to extend its

reach; to become a global service provider if it so

desires. However, its choice of technologies

unnecessarily limits its delivery capacity, as well

as the range of its potential clients. Its choices also

undermine the cost-effectiveness of its present

programme.

As noted above, contemporary infocom

technologies are time, distance and place

insensitive. New media such as the Internet and

World Wide Web are also interactive, which is to

say that, unlike the traditional mass media, they

are bona fide communication technologies.

These media were already in their infancy when

the UWI invested heavily in its present audio

conferencing facilities. While the twenty-eight
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distance education centres located in all the

contributing territories do extend the institution’s

reach, they do so only in a limited way. The

seventeenth-century idea of a university as a

physical place catering to an elite continues to

inform the UWI’s conception of itself at the start

of the twentieth century and at great cost to both

itself and the people of the region.

Universities are quintessential information-based

institutions which, in their original incarnation,

catered to an elite. This was a necessary

consequence of the fact that the information

storage and delivery medium was the book – the

written and more latterly, the printed, word.

Therefore, only the literate could participate in

information sharing and knowledge generation

within academia. In spite of the evolution of

information storage and transmitting technologies

such as audio and video tape and more recently

the computer, most universities remain text-based

information and knowledge generating and

transmitting institutions. In only a handful of cases,

such as the Edith Cowan University of Australia,

has a paradigm shift occurred in the way a

university defines itself. Edith Cowan is a virtual

institution that relies primarily on electronic

media to deliver its services anywhere in the island

continent or the world.

Beginning with the University of the West Indies

Distance Teaching Experiment in the early 1980s

to the present, the UWI’s foray into distance

education has been narrowly technology-led

rather than purpose-driven. Putting the cart before

the horse, the institution has sought, after the fact,

to find a direction for both cart and horse. By

cutting down on the costs of travel for

administrative meetings and so on, linking the

three campuses of the university may well have

led to greater efficiencies in its overall operations.

Locating distance teaching centres in all the

contributing territories has also clearly extended

the reach of the university. However, the

experiment did not lead to any fundamental shift

in how the university conducts its business. In

order to gain access to its services, clients of the

university still have to go somewhere, to a specific

place called a University Centre to do so, largely

because, conceptually, the university remains a

location-specific physical place. In a number of

the so-called “small states” of the Caribbean (eg.

Dominica, St. Lucia and St. Vincent), going to

University Centres is often achieved at great cost

to the university’s clients in time, energy and

money. And in Trinidad and Tobago, the Bahamas

and Belize, University Centres, located as they are

in urban areas, remain out of reach of many

potential rural clients.

The shift of orientation that the regional cultural

context calls for is yet to be made by the university.

That shift requires that the university delivers its

services to its constituents where they are rather

than have its constituents come to it for those

services. In short, it necessitates taking the

mountain to Mohammed.

Technological convergence (audiovisuals,

telecoms and computer), in particular, the advent

of the World Wide Web and the Internet, is leading

to a rethinking of relationships between: people

and people; people and institutions; institutions

and institutions as well as institutions and people.

However, with the rapidity of technological

change in the infocom sector, caution is required

when making policy; further, that the full range of

available technologies be examined before

deciding on any particular mix of technologies

or course of action. Most importantly, sound policy

requires being clear about the purposes to be

served by the technologies of choice.

Even a cursory survey of available infocom media

in the region will show the following in

descending order of popular media consumption
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among the region’s 5 million citizens: (1) radio/

audiotape, (2) television/videotape/cable, (3) print

(newspapers/magazines/books), (4) telephone/

fax, (5) multimedia (Nintendo™, Sega™,

Gameboy™, etc.), (6) Internet/WWW.

Paradoxically, in seeking to unlock the potential

of the Caribbean people, the UWI does not use

radio, the most popular and ubiquitous medium

and television, the second most popular and

ubiquitous medium in the region, in its distance

education initiatives. Instead, the least accessible,

the Internet, is fast becoming a core technology

for distance education. The paradox exists

because the distance teaching strategy has

always been and continues to be technology-led

rather than purpose-driven.

The implications of continuing to pursue a

distance education strategy that is technology-led

are far reaching and complex. Specifically with

respect to the Internet, while the technology

provides an opportunity for the UWI to provide

its services interactively and in real time globally,

it will still be providing those services to an elite.

For, in spite of its rapid growth worldwide, the

Internet remains extraordinarily inaccessible to

the vast majority of the world’s people.

Relying as it does on telephones for

interconnection, one only has to look at the

distribution of telephones within CARICOM to see

that the Internet has a long way to go before it

can be considered a popular medium within the

region. (No country in CARICOM has yet achieved

even a 40:100 per capita telephone line

distribution, let alone universal service.) The real

financial costs of Internet access to individuals

(computer, modem, telephone) are also a factor

mitigating against its widespread deployment

within the region. For the foreseeable future then,

an Internet based distance education strategy is

technologically inappropriate and will, inevitably,

only widen the gap between the university and

its potential clients: the very opposite of what such

a strategy should seek to achieve.

The case for a distance education strategy that

uses radio as a core technology in a mix of

technologies is overwhelming.

In countries where literacy levels are high,

continued sole reliance on text-based information

by universities may not be as socially negative as

in situations such as CARICOM where literacy

levels range from a high of over 90 percent in

Barbados to a low of just over 50 percent in

Jamaica. One obvious consequence of variable

levels of literacy in the region therefore, is

differential access to formal tertiary level

education.  And here, the emphasis is on “formal”.

For while the UWI’s primary constituents are

those citizens with the requisite matriculation

requirements, it also has a direct and indirect

responsibility to and for those who do not meet

such requirements. Recognizing this, it is

noteworthy that the Radio Education Unit was one

of the first divisions of the Extra Mural Department

of the UWI. Fifty years later, it still continues to

perform its original function in the same way.

One of the strengths of contemporary broadcast

radio is its reach and hence its ubiquity. However,

its greatest attribute as a distance teaching

technology is its mobility. From the farmer in the

field to the motorist in a traffic jam, radio is

everywhere and everyone has one. Comparatively,

radio is also an inexpensive technology that

permits time-shifting via tape recording. No other

medium extant has this combination of

characteristics. While television adds a visual

dimension to the mediated experience, it is

relatively expensive and lacks the mobility of radio.

Formal courses, delivered by radio and tailored to

specific clients in different day parts, would take
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the services of the university to people in the

region wherever they are. Territorial size would

be irrelevant, since the university would be a more

amorphous and less logo-centric institution,

serving its clients at their convenience. It would

be as ubiquitous as the technology that it uses to

deliver its services. In short, it would be in every

nook and cranny of the region.

An indirect spin-off of using radio as a core

technology in distance education in the region is

that more people would benefit from the

information and knowledge made available

through the medium, not just those who would

be formally registered as students with the

institution. Any university programme broadcast,

whether formal, nonformal or informal, could be

listened to by anyone choosing to listen to it,

including the illiterate. The benefits of this would

be incalculable, since the university would be a

constant presence in the consciousness of the

region’s people. Its academic and cultural

influence would transcend the barriers that

presently exist as a result of differential access of

citizens to the institution. The goodwill generated

by such vicarious access in this manner would

itself be incalculable.

Reliance on radio as a core technology of its

distance teaching initiatives would also make the

university more competitive within the

environment in which it is increasingly being

challenged by foreign institutions. Indeed, the

challenges being mounted by foreign universities

are based primarily on distance teaching

methodologies. As of this writing none of these

institutions is using radio as a delivery medium,

although a number of them have the capacity to

do so. With the liberalization of the broadcasting

environment throughout the region, a significant

market niche exists for education content. And it

is a niche that will be filled sooner rather than

later by somebody.

Given its experience with audioconferencing

technologies, at a very practical level, introducing

radio in distance education by the UWI would be

relatively straightforward, since the principles of

preparing subject matter for radio broadcast are

essentially the same. The lecture format is also

more easily adapted to audio than it is to any other

medium.

Finally, while the case is being made for radio as

the core technology in the UWI’s distance

teaching initiatives, it is not being suggested that

it be the only technology. As with all successful

distance education programmes, a mix of

technologies is always required for maximum

benefit. However, what the appropriate mix

should be will be influenced by factors such as

the nature of the subject matter, who the clients

are and the defined goals and objectives of any

programme. Ultimately, the most successful

distance education programmes are purpose-

driven, not technology-led.

Note

1.  All country statistics from Caricom Perspective

61/62, July–December, 1993.
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Introduction

A recognized characteristic of distance education

is its potential for enabling the delivery of a

standardized, quality educational product to

students whose geographical and sociological

circumstances differ vastly. This strength inheres

in the capacity of this delivery mode to harness

the knowledge and skills of relatively small

numbers of resource persons to produce quality

educational materials, which can then be made

available to large numbers of students in varying

locations and of varying backgrounds. It is a

function of the freedom from constraints of time

and space offered by some forms of distance

Supporting Guyanese Distance Education Audiences:
Challenges for Providers in a Small State

Lynette Anderson1 and Deborah Thomas2

1 Institute of Distance and Continuing Education, the University of Guyana
2 Guyana In-Service Distance Education Project

Abstract

Guyana, a lower income country that has a limited communication

infrastructure and occupies an area of 216,000 km2, is home to a population of

750,000. While 90 percent of the population occupies the narrow and relatively

easily accessible coastal plain, the remaining population is sparsely distributed

in the mountainous and forested hinterland which, more than any other part

of the country, is affected by limited trained human resources. Guyana’s

topography combines with her population distribution pattern to pose

immense problems for the provision of quality face-to-face education for all

Guyanese. An additional problem to the provision of quality education is the

small budget available for educational development. Confronted by these

challenges the nation has turned to print-driven distance education as an

alternative mode of educational delivery.  The distance modality allows delivery

of a standardized educational programme to coastal and hinterland

communities. Nevertheless, if it is to facilitate equitable opportunities for

education, it requires the provision of suitable support services to help students

overcome the challenges presented by distance study and any resource

limitations that exist in their communities. Given the limitations in the country’s

communication infrastructure, human resources and financial capacity, Guyana

has had to opt for equality of concern rather than equality of provision in

providing support services to distance students in less accessible areas of the

country. This paper details the problems encountered by providers of distance

education as they attempt to offer quality student support, and chronicles the

attempt to solve these problems.
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delivery. In addition, it is a reason for the increasing

reliance on this modality by many small states

which are challenged to provide equitable

educational opportunities despite limited financial

and human resources.

Another equally recognized characteristic is the

challenge that distance education poses for some

students. Rowntree (1997) observes that in a self-

study situation, several learners may despair,

become demotivated and drop out.

This second characteristic gives rise to the need

for learner support, a third trait and one which is

integral to successful distance education. Learner

support in this context comprises those activities

that are designed for the benefit of the individual

student and are effective, relevant and functional

in the particular circumstances. It comprises, inter

alia, individualized activities delivered in

interactive groups that can meet face-to-face, by

telephone, electronically or through some other

medium (Tait, 1996, 59). It is a ‘helpline’, which

involves access to a tutor or mentor from whom

students can get a rapid response to their queries

or needs (Rowntree, 1997, 63).

It has a cost, which takes the form of an investment

of human, physical and financial resources. It is

an investment that could prove challenging for

small states. How might they rise to the challenge?

This paper seeks to respond to this question as it

chronicles Guyana’s experiences in the provision

of supported distance education for students in

some of the remote areas of the country.

Background

Guyana, home to a population of 770,000,

occupies an area of 215,000 km2 on the South

American continent. The country faces two inter-

related constraining factors in its efforts to provide

equitable educational opportunities. The first is

geographical. While 85 percent of the Guyanese

population occupies the narrow and relatively

easily accessible coastal plain that comprises 10

percent of the land space, the remainder of the

Guyanese people are sparsely distributed in the

hinterland, 60 percent of which is mountainous

and forested. There the population density ranges

from 25 to 1 per km2.  The second factor is

financial: Guyana is a lower income country.

Providing quality face-to-face education for the

widely dispersed residents of hinterland areas

requires considerable investment of financial and

human resources. Evidently, the country’s capacity

to make the required financial investment is

curtailed by its depressed economy and the

resultant low educational budget. In 1996 Guyana

allocated a mere 3.6 percent of the gross domestic

product to education. The country’s capacity to

invest the necessary human resources is

constrained by the paucity of trained personnel

in hinterland areas. Also restricting efforts to

provide essential human resources in these sectors

of the country is the general flight of trained

teachers from the nation because of

uncompetitive salaries. Indeed, this latter barrier

to the provision of face-to-face education extends

to coastal areas where inequity in educational

facilities and provision is quite evident.

As a consequence, the nation’s educational

administrators see, in distance education, a means

of equalizing access to education. Thus, a number

of key institutions have introduced distance

education programmes.

The remainder of our discussion will focus on a

sample of these programmes.

A Profile of a Sample of Distance
Education Programmes Offered in
Guyana

The predominant thrust of existing distance

education programmes in Guyana is towards
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remediation and the development of the skills of

junior professionals, especially teachers. Among

these programmes are:

The Distance Education Foundation for

Unqualified Teachers, which is conducted by the

Guyana Basic Education Teacher Training Project

of the Ministry of Education. The programme

seeks to realize an increased number of qualified

teachers in hinterland Regions 1, 8 and 9 and

remote or deep riverain areas of Regions 2, 4 and 7.

The Guyana In-service Distance Education

Programme: This programme was developed by

the Ministry of Education to increase the

competence of the large number of untrained,

underqualified junior secondary and community

high school teachers who need to upgrade their

knowledge and skills in Mathematics, Integrated

Science and English Language. Thus, in its initial

delivery, it focused on these subjects and Teaching

Methods. At present it focuses on Mathematics,

Integrated Science, English Language and Social

Studies. The distance mode was selected because

the school system could not afford to lose from

the classroom at any one time, the large number

of teachers involved.

The Pre-University Programme which

encompasses English Language and Mathematics.

Of course, both these subjects are considered

basic routes to the acquisition of knowledge and

skills in a range of technical, vocational and

academic subject areas in which the performance

of a significant percentage of Guyanese students

needs enhancing. The programme was originally

intended to target secondary school leavers who

have not mastered the requisite skills. However,

in response to demands, the provider has adopted

an open entry policy, which has resulted in

participation also by adults who have not had

exposure to studies at secondary level.

The Supervisory Management Programme

which introduces junior supervisors to key

administrative skills. The programme had its

genesis in the country’s establishment of a

decentralized national administrative process

which, over two decades ago, resulted in the

country being divided into ten regions, each of

which is locally administered. A concomitant of

this process has been the need to build the

capacity of these regions to administer their own

affairs.  Amid the areas in which the newly formed

regions continue to require enhanced skills is

supervision. Thus, one region requested the

development and delivery of the programme

which was quickly embraced by four other

regions.

The Pan Commonwealth Diploma in Youth in

Development which prepares youth work

practitioners to empower young people to

develop themselves and their communities. The

programme, which was developed for delivery

in the four Commonwealth regions – Africa, Asia,

the Caribbean and the South Pacific – is conducted

in partnership with its designer, the

Commonwealth Youth Programme.

Basic Nutrition for a Changing Society which

seeks to equip food service workers and other

interested groups with information and skills

centering on nutrition and health.  The programme

is conducted by a local agency in collaboration

with the Ministry of Health and its developer, the

Caribbean Food and Nutrition Institute.

Support Structures

Table 1 presents an overview of the delivery

strategies and support mechanisms in the six

programmes as well as information on two factors

– reach and approach to financing – which have

proved to be key determinants of the nature and
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quality of support possible and which, as a result,

we will examine first.

Reach and Financing

There is considerable variability in the reach of

the programmes. Only the Pre-University

Programme reaches residents of all ten regions.

Notably, it is the programme which is most heavily

reliant on students’ fees and therefore the least

well financed. With the exception of early pre-

university students who were sponsored by the

Commonwealth of Learning, subscribers to this

programme have not benefited from scholarships.

Perhaps contributing to this situation is the fact

that, on the one hand, the trend has been for less

than 60 percent of these students to be employed

and, on the other, there is a perception that direct

benefits do not accrue to most areas of

employment from the study of the pre-university

subjects.

The Supervisory Management Programme is

offered to participants in five regions. While its

financing is also dependent on students’ fees, the

programme attracts a high level of employer

funded scholarships because more than 90

percent of its clientele is employed and there is a

belief that on the job performance benefits

directly from students’ exposure to this subject.

The reach of the two foregoing programmes,

which are offered by the same provider, results

from the institution’s concern for inclusiveness

and its recognition that students in the more

remote areas have little or no access to

opportunities for participation in any form of adult

and continuing education.

Two programmes – the Distance Education

Foundation Programme and the Guyana In Service

Distance Education Programme – serve residents

of four regions. Collectively, these Ministry of

Education programmes address teacher upgrading

needs in eight regions. Funding for both these

programmes is sourced from external agencies

with a counterpart provision from the

government. Significantly, teacher training is the

only area of distance education which is

government sponsored, thus signaling the

administration’s priority in expending its limited

resources.

The Pan Commonwealth Diploma in Youth in

Development reaches students from two regions.

However, all its face-to-face sessions are held at

the university campus, thus requiring that students

from Region 5 travel to Georgetown. This pilot

programme is fully funded by the Commonwealth

Youth Programme.

It is therefore evident that each of the externally

funded programmes focuses on a limited number

of regions. This focus reflects an effort to address

the variables associated with delivery in the

targeted regions.

Basic Nutrition for a Changing Society benefits

participants from three regions. However, it is

delivered from two sites – Region 4 from which

the tuition originates in most instances and Region

2 in which it takes place through a

teleconferencing link with the Georgetown site.

Students from the third region have to travel to

the Region 4 site to participate in the sessions.

This programme depends on tuition fees but its

clientele attracts many employer scholarships

because its members are largely employed and

employers anticipate a direct link between this

form of training and job performance.

Delivery Strategies and Student Support

A number of similarities are evident in the delivery

strategies and support mechanisms across

programmes. Delivery strategies comprise two
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1 Programme 2 Reach Regions 3 Source of Funding 4 Delivery Strategies 5 Support Mechanisms

Basic Nutrition for a 2, 3 and 4 (Coast) CFNI ( through Mixed Mode: Pre-Course: Newspaper Ad.,
Changing Society of  the Material development) Interviews, Study Skills,
Institute of Distance and Face-to-face/ Profile Planning
Continuing Education Students’ fees teleconferencing In-Course:  Lectures by
(IDCE), the Ministry of Approx. 50% of supplemented by Face-to-Face/teleconferenc-
Health and the Caribbean students receive a printed manual ing twice weekly, Mentoring
Food and Nutrition scholarships from for academic & emotional
Institute (CFNI) employers. Fees cover support when needed,

tutoring, mentoring Facilitation of
and all other costs) Teleconferencing Sessions,

Printed materials,
Occasional use of videos

The Foundation 1, 7, 8, 9 CIDA Print Based Pre-course: Circulars,
Upgrading Programme (Hinterland) Counterpart- supplemented by Interviews, Study Skills,
of  The Guyana Basic Government of face–to-face Profile Planning
Teacher Education Guyana tutorials In-course: (Interactive
Programme Self-Study Modules)

Monthly Face-To-Face
Tutorials, Mentoring

The Guyana In-service 3, 5 ,6 (Coast) DFID  Counterpart- Print Based ( Interactive
Distance Education 10 (Inland Government of Self Study Modules)
Programme and riverain) Guyana Model 1- Fortnightly

Face-to-Face Tutorials
& Mentoring Model 2 - 1
week residentials at start
of semester; cluster meetings

The Pan Commonwealth  4 and 5 (Coast) Commonwealth Print Based Pre-course:
Diploma in Youth in Youth Programme supplemented by face- Advertisements, Interviews,
Development of the to-face Tutorials, Self Orientation session,
Commonwealth Youth and teleconferencing Study skill, Profile planning
Programme and partner In-course: Interactive,
IDCE self-study modules, Tutorials

twice per month,
Teleconferencing once per
module, self help study groups

The Pre University Programme 1, 2,, 3, 4, 5 ,6 ,7, 8, Start-Up- Commonwealth Print Based Pre-course:  Advertisements,
of the Institute of Distance 9, 10 (Coast, riverain,  of Learning –material supplemented by Counselling
and Continuing Education  hinter-land) Development and tuition Face-to-Face Tutorials In-course: Pre-study

scholarships CIDA-Paper, and Teleconferencing counselling, study skills
PROMESUP/OAS-  Travel. information contained in a
Currently- Students’ fees student’s handbook,

Interactive self-study
material, self help study
groups. Module 1- 2 hour
monthly tutorials Moduel 2- 6
hour tutorials once per term

The Supervisory Management Regions 2, 4, 6, 7, 9 Students’ Fees Print Based (Interactive Pre-course: Advertisements
Programme of the Institute (Coast and Several students receive Self Study Modules) In-course: Print based
of Distance and Continuing hinter-land) scholarships from supplemented by tutorials interactive modules,
Education employers. and teleconferencing tutorials

Table 1
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basic components – a printed element and a

synchronous element which takes the form of

face-to-face meetings or teleconferencing.

Moreover, in all but one course the synchronous

element is supplementary.

Support mechanisms comprise pre-registration

information, an orientation, tuition centred on the

use of self-study materials and meetings with

support personnel.

While all the programmes include tutors among

their support personnel, only three use mentors

and two use peer tutors. In one case the mentoring

role is combined with that of teleconferencing

facilitator.

The frequency with which students meet support

personnel varies. On an average where interactive

printed material is utilized, meetings with tutors

take place at least once per month.  The exception

is found in one region where meetings are

scheduled once per term. In the only situation in

which the printed material is not designed for self-

study, sessions with tutors are held twice weekly.

In all the programmes, meetings with mentors are

held as often as students require them.

Inherent in the selection of delivery strategies and

support mechanisms is the perception that good

distance education involves the use of multimedia

approaches and, more importantly, requires group

meetings or the provision of support outside the

Table 2

Activities cited Activities Predominating Features Cited Features Predominating
by Bailey et al in Sample Programmes by Bailey et al in Sample

Programmes
• marketing and √ • home/workplace √

publicity study

• pre-entry guidance √ • study centres/exam centers √

• induction and preparation √ • tutors √

• development of √ • counselors √
learning skills

• academic guidance/ • mentors √
mediation

        of course materials √ • audio visual and
broadcast media √

• assessment √ •  electronic media √

• coping with administrattive, •  printed materials √
personal and affective issues √

• peer support groups √

• profile planning √ • community networks

• careers education and • IT centres, libraries
guidance and laboratories

Bailey et al (1996)
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learning materials. Taitt (1996) credits this form

of support with infusing distance education, a

potentially informal form of learning, with

dialogue and a sense of community typical of

human learning and social situations. In addition,

he views student support as a mechanism for

helping equalize participation in distance

education by assisting learners overcome barriers

to successful learning which inhere in their

geographical or sociological circumstances.

Also inherent in the choice of support strategies

is an apparent perception that various teaching/

learning activities and features must come

together to bring about effective support. This

perception mirrors the view of Bailey et al. (1996),

who posit a list of teaching/learning interactions

and features that characterize student support.

Significantly, as Table 2 shows, 90 percent of the

activities and approximately 80 percent of the

features suggested by these writers are integral

to the support provision of the six programmes.

Challenges of Supporting Users

The student support strategies described above

are implemented against the backdrop of a

number of constraining factors, many of which

inhere in the country’s topography and population

distribution and characterize hinterland and deep

riverain areas and others which have their source

in the limited finances available for educational

resource development.

Among the constraints in hinterland and

riverain areas are

1. An inadequate supply of skilled content

specialists to hold tutorials. This problem has

particularly serious implications since the

literacy levels in these remote communities

are often quite low and so the need for quality

face-to-face support is crucial.

2. The absence of communication facilities such

as telephones to facilitate receipt of tutorials

originating at distance sites. While

government-owned talk back radio facilities

are available to the programmes at some sites,

they are used primarily for the transmission

of messages.

3. The poor transportation system in these areas.

In some regions the only way of getting to

the tutorial centres is by walking. In many

cases this means walking for two days. In

others, it might mean traveling several miles

by boat. In addition, travel in some areas is

impossible during the rainy season when the

rivers are impassable.

4. The absence of road, rail or air service directly

linking hinterland regions. Journeying from

one of these regions to a site in an adjoining

region often requires travelling first to the

capital, through which all the main routes by

road and air are located.

5. The relatively high cost of domestic flights.

6. The low per capita income of communities

in these areas and the resultant inability of

students to meet the real cost of support

provision. The Guyana Human Development

Report (1996) indicates that approximately

88 percent of the ethnic group which

comprises the main inhabitants of hinterland

regions live below the poverty line.

7. An inadequate number of learning resource

centres.  These centres, which are repositories

for enrichment and supportive texts, are not

easily accessed by students in the more

remote areas of the country.

Arising from these constraints is a range of

challenges, which can be illustrated through a

snapshot of experiences in some of the

programmes.
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There is a transportation challenge confronting

students as evidenced by the Foundation

Upgrading Programme in Regions 1, 7, 8 and 9.

The providers originally established four centres

in each region. However, this meant that trainees

had to travel several miles. In one geographical

situation, a trainee travelled 161miles and several

others travelled over 60 miles by boat. In another,

trainees travelled 25 miles over mountains and

across rivers.

There is a corresponding administrative challenge

to providers. As a result of the travel demands on

students, organizers of the Foundation Upgrading

Programme have decided to hold tutorials in

smaller clusters, thus requiring efforts to identify

additional tutorial staff in areas where students

require a great deal of effective remedial work and

where there is a limited number of qualified

resource persons.

There is a related financial challenge which is

linked to the employment of additional tutors or

other resources and which is clearly exemplified

in the experiences of the Guyana In Service

Distance Education Programme in Region 10.

Because many of the teachers pursuing the

programme in that region are dispersed in small

pockets accessible only by river, the model of

support used entails the conduct of a one week

residential at a central site at the beginning of each

semester and cluster meetings with a local tutor.

A recent study pegged the cost of delivering the

programme with these support structures at

$83,172 per student. This cost is almost double

that incurred in delivering the programme in

another region in which residentials are held but

in which regular ferry services link communities.

Indeed, it is more than double the unit cost for

the support structures necessitated in delivering

the programme in two coastal regions which do

not require residentials.

There is also the challenge of maintaining quality

in cases when the cost of support is prohibitive.

Delivery of the Pre-University Programme in

Region 1, Mabaruma, is a case in point. Because of

the unavailability of qualified local tutorial staff

and telephone facilities in Mabaruma, it was

necessary for a tutor to be f lown in from

Georgetown. However, the cost of travel and

accommodation for tutors was high, the number

of students did not allow for the spread of this

cost over a sizable student body and the resultant

high unit cost could not be transferred to students

in the lower income hinterland area. As a result,

the organizers instituted a support model

comprising two three-hour tutorials held over a

two-day period once every quarter, and sought

external funding to meet the additional cost.

How did this affect quality? While the actual

number of contact hours available to students

under the Mabaruma support model was the same

as that for coastal students, who had one two-hour

tutorial per month, the frequency of meetings was

reduced considerably and, concomitantly,

feedback was delayed. Thus, in real terms, the level

of support and, by extension, the quality of

support available under this model was lower than

that available on the coast. This deficiency is

especially noteworthy since, as indicated earlier,

one of the functions of student support is to help

learners overcome barriers posed by their

geographical circumstances. It is this precise

barrier that is not adequately addressed under the

conditions of the Mabaruma model.

Another, and perhaps even more far reaching,

development in the delivery of the programme in

Mabaruma is that, while funding could only be

acquired for a two-year period, because of the

flexible model adopted some students did not

complete their programmes within the funding

period. With no means of sustaining the additional

charges that devolved to its budget, the provider

was forced to reduce the frequency of tutorials

even further.
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While it may be argued that there is a reduction

in students’ need of support at later points in their

studies, it is nevertheless the case that these

students received less support than their

counterparts on the coast. Moreover, it is evident

that in situations where student support costs are

prohibitive, if suitable alternatives are not found,

there is considerable potential for depreciation

in the quality of the learning experience.

The quality of support and therefore the quality

of learning are also affected by lack of access to

enrichment materials. This is a challenge that has

its source in the fact that the learning resource

centres in hinterland areas are not easily

accessible. With respect to this challenge, it should

be noted that, although the programmes entail the

use of self-contained study materials, they must

cater for further exploration of concepts,

especially for the benefit of the more able

students.

What Relevance to Small States?

A number of the challenges cited above may be

considered specific to the Guyanese geographical

context. While there may be an element of truth

in that view, when a different lens is applied, one

can observe some factors that have relevance to

small states in general. The first is that the small

size of the population served in some

communities may not lead to a realistic spread of

costs, thus resulting in high unit costs. Secondly,

since many small states also have a significant

proportion of rural poor, higher costs may result

in reduced access for students who are in greatest

need of the distance intervention. Thirdly, where

efforts are made to reduce the cost by reducing

the level of contact, a corollary might be a

reduction in quality. Fourthly, difficulties may be

experienced in providing adequate learning

resource facilities for sparsely populated

communities. These two latter challenges are

particularly noteworthy since all providers must

be concerned not only with access but also with

ensuring maximum benefit from access.

Commenting on this point, an international

commission on distance education that was

contracted by the African National Congress to

review South African distance provision observed

that:

The new government will have to consider the

cost efficiency of its investment in human

resources development, and serious questions

must be asked of institutional policies that give

access but fail to provide forms of education that

enable students to capitalise on their

opportunity. (Glennie, 1996, 24)

Solutions

In Guyana, steps to overcome the above-

mentioned barriers have been or will be taken at

two levels, notably at the level of the individual

institution and at the level of a collective of

providers.

Among the strategies used or planned by

individual institutions are the

• Adoption of a system of on the job training of

local personnel to increase the number of

available content specialists.  Administrators

of the GUIDE programme have provided

opportunities for potential tutors to work

along with, and have their tutoring activities

monitored by, tutors from coastal areas. The

agency also intends to use its newly acquired

educational software to provide academic

assistance to tutors and students. Of course,

this latter facility could be used only in those

regions with the necessary electrical

infrastructure.

• Establishment of partnerships with non-

governmental organizations functioning in

remote areas.  The Guyana Basic Education

Teacher Training Project has established
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shortterm partnerships with agencies such as

Youth Challenge, Guyana and the Queen’s

programme in International Development

(QPID) to provide emotional and academic

support for students disadvantaged by their

location.

• Reimbursement of some aspects of students’

costs to increase accessibility for lower

income students. The Guyana In Service

Distance Education Programme and the

Guyana Basic Teacher Education Project

reimburse travel expenses for students from

outlying areas.

• Use of book boxes to overcome the problem

of access to enrichment material. GUIDE has

provided boxes with relevant books for use

by schools in close proximity to each other.

The boxes are placed in the care of students

themselves and their use is monitored by

coordinators, local tutors and central office

personnel when they visit the clusters.

Strategies implemented or to be conducted

through inter provider partnerships include

• Where possible, using the same resource

persons for all the programmes conducted in

a region.  This approach is particularly directed

at addressing the shortage of content

specialists and at enhancing mentoring and

programme coordination.

• Establishing a partnership involving distance

education providers, the private sector and

communities to bring about the development

of a network of community learning centres

and satellite centres. One of its key goals will

be the facilitation of activities designed to

increase the influence and effectiveness of

individual organizations in the areas of needs

assessment, course development/acquisition,

training and student support. It is envisaged

that the process will be financed through joint

approaches for grants/loans for major capital

inputs, private sector contributions to some

capital items, community provision of land,

materials and if possible suitable existing

buildings, and participant contribution

through subsidized user fees. Shared use of

existing facilities is also planned and has

already begun to be implemented.

Conclusion

Undergirding the aforementioned approaches is

recognition of the need to adopt creative strategies

for dealing with problems. The main criterion, it

would seem, is that support efforts should be

functional and therefore tied to helping students

realize their learning goals rather than being

constrained by a narrow preconception of

distance education which precludes the use of

relevant and innovative alternatives when a tried

approach proves impossible or deficient because

of socioeconomic, geographical or other related

factors. As Leach opines “student support would

seem to be a process through which under-

standing is both created and transformed, rather

than a ‘provision’ to be ‘managed’” (1996, 123).

Also integral to the solution is the establishment,

where possible, of partnerships with other

providing agencies as well as with non providers

who have an interest in individual and/or

community development.  This pooling of human,

physical and financial resources, if well managed,

has the potential to maximize the returns on the

investment by the individual units. However, as

Glennie observes, as this process is implemented

“the institutions must . . . ensure that they develop,

implement and continually evaluate and adjust the

service offered to learners” (1996, 30).
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Introduction

The present level of interest in matters pertaining

to small states dates from the latter half of the

twentieth century when many colonies became

independent nations. While small states are found

in every area of the world, most small states are

located in either the Caribbean or South Pacific.

Brock (1988) reiterates the impact of the past vis-

a-vis the present in terms of small states when he

refers to the “conspiracy of history and geography

[which] has brought forth a disparate pattern in

which several significant clusters are apparent”.

While a single small state may lack clout, the

combined numerical strength of small states

enables them to influence and impact upon

international issues at a level disproportionate to

their population size, geographical extent, natural

resources and economic base. Bray and Packer

(1993), commenting on the significance of small

states at the international level, state that:

. . . in purely numerical terms the world is a world

of small states. Over half of the sovereign states

have populations below five millions and 54 have

populations below 1.5 million. Some of these

states are islands, some are archipelagoes, and

some are enclaves. The states are scattered in all

parts of the world, but with notable

concentrations in the Caribbean and South

Pacific. Some have considerable strategic

importance.

More than half of the 79 small states were formerly

colonies of Great Britain. Thus, within the

Commonwealth small state issues occupy the

interest of many bodies. Reflections on matters

pertinent to the realities of small states enjoyed

their first formal expression, at the highest level

within the Commonwealth, at the 1977 meeting

of Commonwealth Finance Ministers which was

held in Barbados, itself a small state. At that meet-

ing the discussion centred on “the disadvantages

of small size, isolation and scarce resources which

severely limit the capacity of such countries to

achieve their development objectives . . .”.  Adding

weight to this discourse are the following from

a Commonwealth Consultative Group (1985):

Distance Librarianship in Small States: What Are the Challenges?

Elizabeth F. Watson

Librarian, Learning Resource Centre, the University of the West Indies,
Cave Hill campus, Barbados
watsone@uwichill.edu.bb

Abstract

Distance education has presented several new challenges to information

facilitators. Providing quality distance library services in small states has it own

unique set of issues, which are as yet unreported in the literature. This paper

examines the concept of small states and how this impacts on providing

distance librarianship to persons resident in such states. Also examined are

strategies that can be employed to provide distance library services in small

states.
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“[within] the last two years . . . particularly at

regional levels, [there has been] an emerging

awareness of the reality of small states and some

recognition of their special needs”.  At the highest

levels within the international arena there are few

who, for example, did not comprehend the dire

consequences that the 1983 military events in

Grenada, another Caribbean small state, might

have had internationally.

Small State Literature

Perusal of the literature on small states reveals

considerable writing, including some seminal

work that has been done by Beckford (1972);

Brock (1984, 1988); Demas (1965); Jalan (1982);

and Thomas (1974), among others. Scrutiny of

small states literature reveals that economics,

education, politics, sovereignty, national security

and vulnerability issues dominate. Education in

small states came to the fore in the 1980s when

the first international conference on education in

small states was held in Barbados in 1982. Despite

the numerical extent of small states, an

examination of the two seminal bibliographies on

distance librarianship (Latham, Slade and Budnick,

1991 and Slade and Kascus, 1996) reveals that less

than 10 percent of the entries cited between these

two publications cover non-developed countries/

areas. Turning specifically to librarianship in

small states, none of the citations listed examined

the impact of smallness on either librarianship or

distance librarianship.

Scope of Paper

This paper seeks to establish a correlation

between small states, librarianship and distance

librarianship through the application of the

principal measures of smallness. No specific

region or state will be used in this analysis, but

where appropriate, illustrative references will be

made.

Small States: Definitions and Some
Characteristics

Even though intuitively one might have a notion

of what constitutes a small state, an exploration

of the main characteristics and features of

smallness is necessary. For the purposes of this

paper the political and judicial requirements of

statehood would be diversionary and therefore

they will not be examined.

Thomas, quoted in Downes (1988), provides the

following definition for small states:

smallness can be roughly measured as a composite

and appropriately weighted index of population,

national output – including its distribution

between persons and its spatial concentration

(dispersion) – and geographic area.

In the literature, there is no argument that

demography, land area and gross national product

(GNP), particularly per capita GNP, are the three

most important measures of smallness. While

an element of arbitrariness is attached to each

measure, none of them is absolute, nor can any

of them be taken in isolation. In this regard,

Downes (1988) cautions that “although the

conceptualization of country size depends on

what is under investigation, it is important to

note that the above measures are both partial and

somewhat related”. Thus, Jamaica with a

population of over 2 million is considered to be a

small state, because it evidences many of the other

characteristics of smallness. Table 1 provides a

typology of small states based on the measures of

population, land area and economics.
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TABLE 1

LAND AREA (million square kilometres)

Nations of the world

1 m .10–1    .10 or less

 28    86   84

POPULATION (millions)

Nations of the world

50         5–50    2–5 2 or less

22 84  37    67

GROSS NATIONAL PRODUCT (GNP) PER CAPITA (US$000)

Nations of the world

6  3–6  1–3 1 or less

34   25   44    60

Source: Compiled from available data in World Bank
Atlas (World Bank, 1999).

Population:  Traditionally the upper demographic

delimiter for small states was 1.5 million.

Increasingly this is being pushed to 2 million.

The figure of 5 million has been used by Brock

(1984). Table 1 provides figures for population

caps of both 2 and 5 million.

Spatial issues: While there are no fixed physical

parameters for small states, a number of other

geographic commonalities are evident in these

states.  Typically, most small states are remote from

each other and also from metropolitan centres.

Isolation is another characteristic associated with

smallness. An examination of the geography of

small states reveals that they are either islands,

groups of islands, archipelagos or enclaves. In this

paper, 100,000 sq m is used for the upper spatial

delimiter for small states (see Table 1).

Economic factors: Downes (1988) remarks that

“several attempts have been made in the

economic literature to determine the extent to

which country size affects the outcome of various

economic events . . .”. In their examination of

the economic factors associated with smallness,

Bray and Packer (1993) comment that “per capita

[emphasis theirs] and Gross National Product . . .

are problematic, in part because of the paucity of

data for many small states. Nevertheless, they may

be instructive.” While a detailed examination of

the economics of small states is outside the ambit

of this paper, an understanding of its relationship

to demography and land area are important to

arrive at the construct of a small state. Table 1

divides small states into two per capita GNP

groups, less than US$1000 and US$1000–3000.

Education in Small States

For many small states, the most important resource

is its people. A well-trained manpower base is a

core need in and for national development.  Thus,

human resource development is an imperative for

small states.  The role and importance of education

in small states is ably captured in the following

words of a Commonwealth Secretariat Report:

the experience of countries with limited land

and natural resources, like Japan, Hong Kong, the

Netherlands or Singapore, bears ample testimony

to the fact that the real prerequisite for a

country’s economic growth and development

lies in the skills, enterprise and industriousness

of its population. Human resource development

does not conflict with the pursuit of economic

development: rather it is the key. It provides a

sound foundation for an uncertain future.

(Commonwealth Secretariat Advisory Group,

1997)

Commenting specifically on education in small

states, Bray and Packer (1993) state that “there is

no doubt of the immense significance of education

in support of human resource development in

small states”.
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Accessibility to multidisciplinary quality

education, at all levels, that culture national and

individual development and goals is a challenge

for small states. The use of alternative strategies

to provide educational opportunities for nationals

and residents of small states becomes an

imperative.

Distance Education

Definitions of distance education abound. For the

purposes of this paper the following will be used:

“distance education enables individuals who, for

domestic, national economic and other reasons,

are unable or unwilling to pursue their educational

goals through conventional methods or face-to-

face learning” (Watson, 1996). The characteristics

of small states and the flexibility of distance

education make distance learning an attractive

modality to satisfy the educational needs of

persons domiciled in small states.

The Role of Libraries in Distance Education

Libraries provide fundamental services that

support, enrich and extend learning. Latham, Slade

and Budnick’s (1991) rationale on the role of

libraries in distance education is substantially

supported by many articles, books, standards and

guidelines that are referenced in this bibliography

and its companion volume. Several writers have

expounded on the importance of quality library

services for distance education. Richard Johnson,

Special Commissioner to the Commonwealth

Tertiary Education Commission of Australia

crystalizes the issue as follows: “in the

development of distance education libraries have

a central place. They supply crucial learning

resources”. Monroe (1975), providing another

view, states that “the open university sets a new

context for library service for both academic and

public libraries”. These and other writers,

including Cavanaugh (1994); Cleyle (1992); Fisher

(1988); Kascus and Aguilar (1988) and Watson

(1992, 1996, 2000), reaffirm the need to have

quality library and information services for

distance learning.

Raish (2000) provides additional compelling

reasons why librarians must be proactive in the

provision of library services to distance learners

when he states that:

the enormous growth of distance education

programs has created the need for us [librarians]

to make our resources available to off-site users.

When our efforts have succeeded, we have

gained new respect from faculty members and

administrators.

Thus, even if the motivating factors to provide

quality library and information services are other

than altruistic, it behooves librarians to provide

quality services to members of the distance

education system.

Distance education has a number of inherently

unique characteristics which fundamentally and

procedurally impact on the provision of library

and information services for distance learning,

leading to the development of a new specialization

within librarianship

Distance Librarianship

Remoteness, isolation, learning at one’s pace and

in one’s domicile are factors peculiar to distance

education and smallness.  These factors constitute

new elements and issues that are germane to any

consideration of library and information services

for distance learning. Watson (1996) describes

distance librarianship as being “the professional

and non-professional activities, procedures,

services and practices that provide quality library

and information services to all those who learn at

a distance – regardless of the level of their

education programme”. Munroe’s “new context”

(1975) supports Watson’s contention that distance
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librarianship is a new specialization in the

profession.

The distinctive features of distance librarianship

are:

1. Distance learners, in the main, do not come

to their institution of instruction, their

education goes to them. They are often termed

“invisible” students;

2. Distance educators are sometimes themselves

at a distance from the educational institution;

3. Client invisibility is a paradigm shift in

librarianship as traditional librarianship

comprises a high degree of direct and

frequent client-librarian, client-library

interaction;

4. Traditional library services are building-bound.

In distance librarianship, library and

information services have to be “taken” to the

members of the distance education

community, leading to the “library without

walls” concept;

5. Distance librarianship requires that

technology and other means of

communication are deployed to overcome

the  “tyranny of distance”;

6. Distance learners need to access library

services at their convenience e.g. late at night,

early in the morning, during weekends and

national holidays. Consequently, traditional

library hours (9:00 a.m. to 6:00 p.m.) are

inconvenient for distance learners;

7. Distance education transcends international

borders and time zones.  These are factors that

are not associated with traditional systems;

8. The team approach to instructional delivery

central to many distance education systems

demands that librarians become integral to the

teaching and learning process.  Thus, librarians

have to develop an understanding of

pedagogy and androgogy in order to operate

as full members of course teams.

The availability of practitioners versed in the isms

demanded by a particular speciality is one of the

responsibilities of schools of professional training.

The growth of distance education demands that

appropriate curricular changes are made in library

schools. Kascus (1994), in writing about the

importance of including distance librarianship in

the curriculum of library schools, argues the

following as sound reasons why distance

librarianship courses should be offered by library

schools:

1. Distance education programmes are expected

to grow and proliferate;

2. Librarians in a growing number of contexts

need to be aware of the potential and impact

that distance education will have on library

services;

3. Off-campus programmes (distance education)

provide a canvas on which new ways of

offering user-centered services can be tested

as well as actualizing the electronic library;

4. Knowledge about distance library services

will not only educate librarians but add to the

profession’s theoretical construct, support

research and scholarship as well as add to the

literature base of the discipline generally, and

this specialization in particular.

For these reasons, the provision of training

opportunities in distance librarianship is an

imperative for library schools.

Librarianship in Small States

As in other areas, librarianship in small states

displays diversity. Variations are noted between
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similar as well as different types of libraries. Some

small states have collections of note, others are

well endowed financially, some are adequately

staffed and others are staffed by persons who are

both highly trained and well versed in cutting edge

developments of the profession. On the other

hand, there are many libraries in small states that

are under stocked, under staffed, inappropriately

staffed, poorly financed and/or housed in

unsuitable facilities. The ultra modern library of

the University of Brunei Darussalam contrasts

starkly with Brunei Darussalam’s public library

service, which is housed in several adjoining

buildings that have been minimally modified for

library purposes. Diversity notwithstanding,

applying the principal criteria of smallness it is

possible to develop a profile of librarianship in

small states.

Demographic Factors

National population: Core collection development

costs the same whether the client base numbers

100 or 10,000. Demography impacts on libraries

in that the per capita cost of providing a core

collection in a small state is higher than it would

be for a larger one.

Collection size: The size of a library is usually

related to the size of its host community.

Consequently, most national, public, school,

community, academic and special libraries in small

states are considerably smaller than their

counterparts in other states. The ability of a library

to provide highly differentiated and sophisticated

services is dependent on its collection. Thus, many

libraries in small states are frequently unable to

meet the developmental and educational needs

of its primary clientele and other users.

Staffing: Many libraries in small states are under

the ministration of persons who have not attained

the level of academic and/or professional training

required to optimize the resources of a library.

Further, as many of these libraries have only one

staff member, frequently referred to as “solo

librarians”, releasing them from their duties is

often impossible, particularly for any long-term

activity, wherever it may be offered.

Funding: The financial allocation available for

library development is based on the size of the

revenue base. Thus, the pool of funds available for

libraries in most small states is, of necessity, smaller

than that which is allocated for library services in

larger states.

Spatial Factors

Information, the business of libraries, is one of the

world’s fastest growing commodities and services.

The demand for information is not elastic,

depending on the size of a state. The need to ac-

cess current information quickly is of equal import

to all states, regardless of size.

Impact of distance: Distance from publishing

centres increases carriage costs. This negatively

impacts the book budget of small states. Distance

also adds to the time line for identifying, sourcing

and delivering materials.

Economic Factors

Funding: The level of funding allocated to libraries

in small states is disproportionate to the role of

information in development, education and

learning. Policy makers in most small states

embrace the advent of the information age.

Information creation and utility are activities that

bear no correlation to demography, physical

dimensions or economics. Financial provision for

libraries generally has not kept pace with inflation

or new developments in librarianship. Further,

new formats of information dissemination, e.g.

videos, have their own storage, access and

utilization needs, such as temperature, light and
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humidity control, playback equipment and sound

proofed areas. Any diversification in collection

development policies impacts on library budgets.

Collection development: Librarianship is no longer

a book-bound or book-based discipline. The

information age demands that libraries integrate

all formats of information storage and

dissemination in their arsenal. Providing

information on a just-in-time basis requires that

libraries look increasingly to technology,

supported by fast, reliable and cheap means of

communication. Points of service need to be

networked with each other as well as with clients

who wish access to a particular bit or bite of

information.

Service points: The establishment of a library

service point has financial implications. Library

budgets in most small states have not kept pace

with inflation. Due to the lack of finances there

has been a minimal increase in library points of

service, despite population increases and the

establishment of new urban and suburban centres.

Facilities: Many libraries in small states often do

not have enough space to optimize traditional

services, nor do many of them have facilities

conducive to the utilization of non-print materials.

There are many instances of insufficient shelving,

broken and obsolete equipment, as well as reading

rooms under constant pressure by users for

reading and study purposes.

Remuneration of librarians: In many small states

the salaries assigned to persons providing social

services have become depressed when compared

to former earnings and inflation. Further, the

salaries of librarians do not compare favourably

with other professions.  The key role that librarians

and other information facilitators play in national

development is misunderstood at the highest

levels.  The present level of remuneration packages

offered to librarians is, generally, not reflective of

the importance of library and information services.

Current levels of staffing, relatively low salaries

and narrow career options for librarians in most

small states are disincentives to persons making

career choices.

Cost of purchasing services: New services and

different approaches to information provision

impact on library budgets. Trends such as charg-

ing borrowing libraries for interlibrary loans,

procuring licences for databases and the payment

of copyright royalties have financial implications.

As libraries move their collection development

policies from a just-in-case basis to a just-in-time

philosophy, budgets have to reflect the cost of

purchasing information.

Technology – macro level: Information technology

(IT) services are dependent on a level of funding

that allows the installation of the hardware and

software requirements of technology-driven

library operations and activities. Fast, reliable and

cheap IT services have cost implications that

pressure budgets crafted solely for book-based

services. The cost of IT when compared to GNP

remains high for most small states. Thus, cost is a

factor in IT use for library and information services

in small states, rather than personnel ability or

national will.

Deep telephony penetration is another

requirement for the widespread use of electronic

based library and information services. Telephony

penetration beyond the precincts of most urban

and suburban areas of small states is limited.

Telephone connections between dispersed

clusters of population in small states is often

limited to a few lines or a single line. Additionally,

analog services remain the norm in many small

states. Such systems are incapable of supporting

the bandwidth required by and for sophisticated

IT services.
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The cost of technology and a weak economic base

dictate that small states keep their IT hardware

and software for periods that exceed the

refurbishment rates adopted by more developed

and larger nations. Further, the rapid evolution of

technology and the need to remain state-of-the-

art places additional financial strains on the

budgets of institutions and individuals. In Barbados

for example, this writer is aware of a quasi

government entity that is responsible for

contributing an estimated US$30 million to the

national purse where, up to early 2000, 386s and

486s were the only available processors! Nurse

(2000), reinforcing this situation, states that “in fact

some library systems in the Caribbean can

justifiably be described as being in a state of

technological obsolescence”.

Technology – micro level: International claims of

diminishing costs for computers and

telecommunications are not apparent in small

states at the same rate or pace. While unit costs

versus computing power may be on a downward

trend, current per capita GNP figures for small

states suggest that any IT purchase represents a

major financial commitment for individuals and

institutions in these states. Further, rapid

technological changes demand that institutions

have a regular policy of upgrading and/or

retooling both hardware and software systems.

For library services, a database provider that has

improved its product may impact on the budget

of a small state library by requiring it to upgrade

an existing computer or purchase a new system.

Alternatively the small state library may change

database vendors in order to improve the level of

service it offers its users. Either option has

attached to it a financial implication.

This exposition of library services in small states

indicates that the traditional measures of smallness

– demographic, economic and spatial – impact on

the availability of library services in small states.

In addition to the established measures of

smallness, it is this author’s opinion that there are

some social and cultural issues that are of

importance to any exploration of the impact of

smallness in libraries and librarianship and which

must be included in any inquiry into libraries and

librarianship in small states.

Social and Cultural Factors

Oral traditions: Many of the world’s small states

have cultures that are orally based. The oral

tradition affects library development in two

crucial ways:

1. The tradition of reading is not universal in

small states. Therefore, the role of libraries in

such societies has traditionally been weak,

mainly because the percentage of persons

who read widely for educational, recreational

and entertainment purposes is quite small.

2. Societies with an oral tradition lack vibrant

writing and publishing enterprises. Strong

writing and publishing bases serve to bolster

the development of libraries.

3. Many small states have indigenous languages,

some of which do not possess written

codification. Thus, reading skills in such

cultures have to be developed in a foreign

language because of the absence of written

publications in nation languages.

Impact of colonization: Under colonial rule,

libraries situated in small states were ascribed the

status of branch libraries of metropolitan main

libraries. Therefore, key documents pertaining to

small states were transported to metropolitan

libraries. Further, initially libraries in many small

states were deemed to be the preserve of ex-

patriots; thus, during colonial times and for some

time thereafter, membership to libraries and

other centres of information was granted
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on a subscription basis. Therefore the culture of

reading was not encouraged, stimulated or

developed as a mass activity. Thus, historically,

approaches to library services as well as literacy

could be termed “elitist”. The absence of a reading

culture in many small societies can be interpreted

as a negative vestige of colonialism.

Changes in recreational and entertainment habits:

Prior to the advent of technology as a supportive

platform for recreation and entertainment, reading

was the primary means of satisfying these needs.

Internationally, technology has led to a decline of

reading as many persons, particularly those who

live in urban areas, are diverted to other channels

of recreation and entertainment. Thus, the

primordial role that libraries used to occupy as

recreational and entertainment activities has

declined. This has also been evidenced in small

states.

Perception of librarianship: Writing in 1988,

Partridge commented on the low regard and

esteem that was accorded to libraries and

librarianship in developing countries. This

perception persists and affects the level of interest

displayed by school leavers in librarianship as a

profession. Compounding the issue is that

opportunities for training in librarianship are often

not readily available in most developing countries.

As many small states are themselves developing

countries, factors linked to the perception of the

profession impact negatively on the profession at

all levels in such states.

Of concern to some librarians in small states is

that many policy makers fail to make the link

between vibrant library services and national

literacy levels. Arguably this is because policy

makers see literacy as being principally a matter

for educators, completely underestimating the

educational role of libraries, particularly for post-

school individuals. Additionally, there are some

librarians who have failed to connect with the new

teaching-learning role of libraries and

librarianship.

Gender issues: Librarianship in many small states

is predominately a female occupation. While the

impact of gender is not overt, this author submits

that in a number of small states gender obliquely

impacts on every issue, including those associated

with the development of vibrant library services.

The preceding examination demonstrates that

measures used to determine smallness can also

be successfully utilized to analyse the state of

librarianship in small states. Further, it has been

demonstrated that there are some social and

cultural issues associated with smallness which

impact on the development of libraries in small

states.

Impact of Smallness on Distance
Librarianship

The factors that impact on traditional librarianship

in small states also affect the practice of distance

librarianship in these states. Looking specifically

at distance librarianship in small states the

following are other issues which pertain directly

to distance education.

Demographic

Many distance learners in small states are

registered with non-national distance teaching

institutions. Therefore, in any one small state

several distance teaching institutions may have

students, but the class size for each may be a single

student. Thus, small student numbers and multiple

distance education institutions are the norm.

Distance teaching institutions often do not make

adequate arrangements for library services for

their students. Local libraries are unable and/or

unwilling to provide a quality library service for a

single student, particularly if the area is highly
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specialized. Thus, the challenge to access

information resources is often greater for distance

students than it is for students in small states who

are pursuing traditional programmes in local

institutions.

Spatial

Rural distance learners in small states are

particularly challenged with regards to accessing

information services. The time required to get to

a library or receive information may exceed the

time available for the particular task. Providing

equitable access to library services in cluster states

forces varying levels of multiplication and

duplication of services, materials and facilities.

Students in the disparate parts of states such as St.

Kitts and Nevis; Antigua and Barbuda and St.

Vincent and the Grenadines all need access to the

same materials, at the same time, for the same

course. Isolation also reduces opportunities for

networking and increases communication

costs.

Economics

The cost of purchasing textbooks and other

reference sources for a course is often outside the

financial abilities of many learners resident in small

states.  Access to electronic sources of information

in terms of hardware and software requirements,

electricity and telecommunications charges is

financially challenging, where such services are

available.

Social and Cultural Factors

In many small states, traditional beliefs and mores

are still strictly observed. Thus, information that

conflicts with these values sometimes does not

find favour with censors or other determinators

of relevant or appropriate knowledge.

Conclusion

The measures which determine smallness can,

with success, be used to analyse librarianship in

small states and in particular the practice of

distance librarianship in such states. Further this

analysis of distance librarianship in small states

reveals that there are some issues which are

peculiar to distance librarianship in small states.

Out of this exploration, a useful follow-up would

be the development of a theory of librarianship

in small states. Such a theory could then be used

to inform the practice of distance librarianship in

small states, as well as the creation of appropriate

guidelines for librarianship and distance

librarianship in small states. Such guidelines will

be very helpful for any benchmarking activities

of librarianship and distance librarianship in

small states.

Understanding the issues affecting librarianship

in small states aids the development and

institution of quality library services in small states.

Recognizing these issues is very necessary for the

development of strategies to counteract the

challenges associated with distance librarianship

in small states. The creation of supportive policies

for traditional library services in small states

impacts positively on the provision of library

services for local distance learners. Accepting

the responsibility to provide quality library

services in small states is an important first step

in the development of distance library services

that effectively meet the needs of distance learners

in small states. Policy makers, distance educators

and librarians in small states must ensure that their

distance learners have access to quality library

services. They can and should do no less for their

distance learners and ultimately the development

of their countries.
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Introduction

Small states have traditionally faced many

challenges: lack of adequate financial resources,

small population sizes and constant loss of

population through migration. These invariably

impact negatively on the ability of the territories

to deal with their economic and social

development. The effect is particularly strong in

the area of education. It is a challenge for any one

territory to independently put in place the quality

tertiary education and training needed to provide

skilled personnel and at the same time satisfy the

people’s need for social mobility through higher

education.

One strategy that has been used successfully to

address the problem is regional cooperation in

tertiary education. The most notable examples are

the University of the South Pacific (USP) and the

University of the West Indies (UWI). USP began in

1968 and serves eleven territories while UWI,

which began in 1948, serves fifteen.

Student Support with Particular Reference to Library Support:
The Case of the University of the West Indies Mona Campus Library

Evadne McLean

The University of the West Indies, Mona Campus Library

Abstract

Distance education is seen by many as the answer to people’s desire for lifelong

learning that will help them to maintain their competitive edge, especially in a

difficult socioeconomic environment. For most higher education providers, it

is seen as the answer to their need to expand student access in order to maintain

viability in the face of increasing competition and decreasing student enrolment.

An overwhelming motivating factor for the University of the West Indies (UWI)

is the need to make tertiary education accessible to the growing number of

students in campus and noncampus territories without forcing them to leave

their homes, jobs and families.

Most of the students engaged in this mode of learning have a different profile

from the typical on-campus student, and face some disadvantages which must

be mitigated for them to complete their studies successfully.  Adequate student

support is necessary, therefore, if distance learning is to be effective. Library

support is a significant link in the student support chain. This paper looks at

the nature of the library support being offered by the UWI Mona campus

library and the challenges it faces in doing so. It also looks at the existing

guidelines for library support and international practices in the field, with a

view to determining the additional services the Mona library needs to

implement in order to enhance its offerings.
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A more recent strategy is distance learning. There

are many definitions of distance learning.

Rowntree (1992) defines it as, “learning while at a

distance from one’s teacher – usually with the help

of prerecorded, prepackaged materials. The

learners are separated from their teachers in time

and space but are still being guided by them.”

Distance education has been greatly enhanced by

the ongoing development of communication

technologies and it is convenient for reaching

students isolated by geographical barriers,

distance, disabilities and other life circumstances.

Johnson (1997) says not only does distance

education play a democratizing role, but it can be

focused towards specific issues. Distance

education, however, is not the exclusive preserve

of small island states. Throughout the world

traditional and newer institutions of higher

learning have been turning to this mode of

education delivery. According to Koul (1992), “it

is a total system in which development must

embrace personnel, instructional materials and a

delivery system of courses and programs,

including necessary networks and student support

services.”

This paper will look at the infrastructure of

student support services and particularly library

services, which are necessary for good quality

distance education. Using the UWI Mona campus

as a reference point, it will also look at some ways

of advancing effective library support in small

island states

What Is Student Support?

The literature on student support gives different

views of this topic. Bailey (1987) uses the term

“guidance” to describe the support service

function. It involves a range of processes aimed at

helping individuals become more self- reliant and

more able to manage their own personal,

educational, and vocational development. Seven

sub-processes are involved in the guidance

concept: informing, advising, counselling,

coaching, assessment, advocacy, and feedback to

systems. She also states that guidance concentrates

on personal growth and is based on normal human

development, equal relationship and the belief that

individuals have the capacity to help themselves.

Croft (1991) divides student support into two

broad areas – administrative and learner support

functions. In this system, record-keeping,

information provision, admission and registration,

and library services are considered administrative

support while counselling, tutoring and advising,

residential schools and study groups are seen as

supporting the learning process.

Student support has been greatly enhanced by the

same technologies that have expanded the

delivery of distance education. Audio, video and

computer mediated communication support are

now quite popular. Support should cover the pre

course, during course and post course periods of

a distance learner’s life.

Why Is Student Support Necessary?

According to Lalande (1995) students who study

via the distance mode have particular

disadvantages: isolation from other students,

responsibilities to job, home, families and

communities which may interfere with their

studies, and problems relating to inadequate study

skills, time management, learning style and career

decisions. These put them at a higher risk than

on-campus students for attrition, low grades, or

decreased learning. It is precisely because of these

characteristics that a range of adequate and timely

support services is so vital. Rowntree (1992)

points out that students without support are most

liable to delay completion of a programme or drop

out altogether.
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Croft (1991) also notes that support services help

students deal with the institution, augment the

package of course materials, improve their

educational experience, provide some extra

assistance to weaker students, and provide

counselling for those who have personal

difficulties.

Student support is also an indicator of the

academic quality of an institution and can

therefore affect the marketability of a distance

education programme.  According to Peter Whitely

(2000) “Distance learning programmes must be

managed to safeguard both the quality of the

student’s learning experience and the academic

standards of the awards.”

Rationale for Library Support Services

The arguments proffered for student support are

to a large extent the reasons for library support.

This is so because the library is a vital part of

education at all levels and modalities. Popoola

(1992) states that “the library plays a central

support role in educational programme and must

be responsive to curriculum development, to

group and individual learning needs and to

changes in teaching methods . . . the library has an

important role to play in helping to overcome

problems, facilitate learning, and develop skills.”

Jackson and Parker (1998) point out that the

provider institution, the academic staff and the

students themselves will all benefit from academic

support to distance learners. They argue that

university funding is more and more being linked

to student numbers and based on efficiency gains,

therefore institutions need to attract and retain

students. The investment put into planning,

conducting and resourcing courses is lost if

courses are not successfully implemented. The

quality of learning support services is also a

necessary element in teaching quality assessment.

Jackson and Parker also say that students’ success

reflects favourably on academic staff and that their

career trajectory may be adversely affected if the

courses they teach fail to attract students or have

a high dropout rate. Finally, they posit that without

support students may fail to realize their true

potential or drop out all together. This would be a

waste of valuable student time, financial loss for

the students, and diminish prospects for

employment.

Edge and Edge (1998) advance as a reason for

library support the fact that the technologies that

have expanded the delivery of distance education

courses and the technologies that are providing

library resources are converging in ways that argue

the need for strong on-going partnerships

between libraries and distance education

programmes.

The literature points not only to the fact that

library support is necessary but also addresses the

important issue of equity between the services

provided to distance students and those provided

to on-campus students. Rodriques (1996) says,

“The library needs of distance learners are not

unique. They are similar to those of the on-

campus students. Apart from the manner in

which they are accessed, requested and delivered,

the same resources are required, the same

questions are asked and the same quality of service

is expected.”

Kascus and Aguilar (1988) also support

equivalency of service by arguing that since

distance students pay the same or higher tuition

fees they are entitled to services comparable to

those offered to on-campus students and that

traditional academic values should be maintained

no matter where instruction is being offered.

Some Barriers to Library Support

Although there are strong views that institutions

serving students who do not come to the campus
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should feel obliged to provide them with access

to the critical services needed for their research

and study, for many institutions library support

for distance learners is low priority. Speaking of

the Third World, Watson (1997) identifies library

support as the weak link in the critical support

chain. Some distance education providers and

librarians posit that distance students have all the

learning resources they need – texts, workbooks

and in some cases supplemental reading, so they

do not need additional support. Burge, Snow and

Howard (1989) express the view, however, that

“it is unethical to deny learners access to

information by encouraging the attitude that all

the student’s information needs are in the course

manual, or in a very small deposit collection sent

to a few sites”.

Some librarians also hold the view that library

support spoon-feeds and mollycoddles distance

students, since in some cases the librarian does

for them what they ought to be doing for

themselves. The provision of literature research is

often cited as an example. It is felt that when

librarians execute searches for the students, they

(the students) are deprived of the opportunity of

developing research skills, which are life skills and

that good research skills often relate to better

scholarship and the latter to job success. There is

also the view that employers will favour

candidates who have more experience in this area.

Additionally, the on-site students who are not

similarly treated are at a disadvantage (Culpepper

1998).

Another reason for not providing service can be

found in the observations of de Four (1997) and

Lee (1999), who argue that many libraries see their

role as maintaining and enhancing provision for

on-campus students and are just beginning to

come to grips with the needs and challenges of

this newer group of students.

Fulcher (1999) also notes that when it comes

to distance learning there needs to be much

dialogue between library staff and course

providers but that this has been lacking.  This

has led Rosenquist-Buhler (1996) to say that: “In

order for universities to provide courses and

programmes at a distance that are comparable to

those offered on campus, libraries need to be a

highly visible and active partner in the planning

and implementation processes.”

Finally, library support provision is sometimes not

implemented because there are those librarians

who are protective of the library services provided

for on-campus students and stick to their

conviction that libraries should not venture to

support distance students without added

budgetary support from the parent institution.

Dugan (1997) notes that lack of adequate funding

to support distance education programmes can

be a catalyst resulting in inequitable services

between on- and off-campus students.

Service Models

Slade and Kascus (1998) have identified four basic

models for providing library services to distance

learners. One such is on-site collections and library

resources at remote sites. In this model students

have access to core reading for the courses taught.

This is a very popular arrangement in Asia and

other parts of the world. Another model com-

prises inter-library cooperation, resource sharing,

and students’ use of other libraries. This model is

very popular in such places as the UK and the US.

The third model, which involves the delivery of

library materials from the main campus to

students, is widely used in Canada and Australia

where there are disperse populations. The fourth

model they identify is one in which there are

technologies that facilitate access of electronic

sources of information from off campus. This

model is becoming increasingly popular in the
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developed countries such as the US, UK and

Australia.

There are also models for the coordination of

services to distance learners. There can be a

department or unit dedicated to providing the

services. In this case a librarian coordinates the

function and is the main contact for students. An

outstanding feature of this approach is the

personalized service that it provides. The second

is the integrated or distributed model. In this

approach no one person is responsible for services

to the distance learners. The students direct

queries or requests to the reference desk staff and

these are dealt with in the usual way. According

to Heller-Ross (1999) the integrated approach

brings all staff into the work of meeting the

research and information needs of distance

learners. The third is the branch campus model. It

does not provide students with the range of

services enjoyed by the on-campus students and

at the same time the librarian is isolated from

colleagues at the main campus.

Institutions should choose the model or mix of

models that will give their students the best and

comparable services to those offered to on-

campus students. Ideally, services should consist

of access to adequate facilities, adequate funds,

core collections, professional library staff and

supplementary materials.

Distance Education at UWI

Background

In 1983 the UWI began experimenting with

distance education as a strategy to better serve

the noncampus territories. Today, the university is

a dual-mode institution offering tertiary education

face-to-face on campus, in collaboration with

tertiary level institutions (TLIs) and via distance

education technologies. Distance education

courses are offered in the areas of management,

education, accounting, economics and public

administration.  The methodologies used are audio-

teleconference with campus lecturer; self-study

texts with course guides and in some cases

supplementary readings; tutorial sessions using

the audio-teleconferencing system; and/or local

face-to-face tutors. Audio and videocassettes may

also be used to provide support.

The UWI comprises three campuses namely: Cave

Hill, Barbados; St Augustine, Trinidad; and Mona,

Jamaica. For the purpose of distance education

administration, distance learners are assigned to

one of the three campuses according to their

geographical location. The Mona campus, for

example, is responsible for those in Jamaica, and

these are to be found at ten intra-island sites, as

well as those in the Bahamas, Belize, Cayman and

the Turks and Caicos Islands. A site coordinator

and an administrative assistant administer each

distance education site. The UWI Distance

Education Centre (UWIDEC), with headquarters

in Barbados and offices on the St. Augustine and

Mona campuses, coordinates the distance

education service on behalf of the University.

As an institution serving small island states, the

educational goals of the university are constrained

by all the challenges that face these territories.

Nevertheless it must engage in those activities

which are necessary to preserve the quality and

standard of its distance education programmes.

One of these is the implementation of student

support with its important component of library

support. If it does not, it will face many problems,

including that of losing its students to its

competitors. One of the challenges facing the

programme is small enrolment resulting no doubt

from small population sizes and competition. This

means insignificant tuition returns and lack of

economies of scale. For the academic year 1999/

2000, a total of 2,215-distance education students

registered with the university. Of this number, Cave
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Hill accounts for 1,054, St. Augustine 297, and

Mona 864 (Registry, April 2000). There is also the

problem of lack of adequate financial resources.

Contributing territories, reeling from the effect

of decline in key productive sectors, are

sometimes unable to adequately fulfill their

financial obligation to the university. In Jamaica,

for example, the government budgetary allocation

to the education sector moved from $17.4 billion

to $18.37 billion, an increase of only 10.1 percent.

One can surmise that allocation to the university

would be way below what is required.

Distance Library Support at the Mona
Campus, Jamaica

The UWI Mona Campus Library

The Mona library has 502,000 volumes, including

7,599 current and 6,260 non-current periodicals

in the main and two branch libraries. Automation

of its catalogue is still in progress. The catalogue

can be accessed off-campus via the World Wide

Web. Users can access in-house databases and Web

databases, as well as CD Roms, Internet services,

electronic journals and printed reference sources.

The library acknowledges its responsibility to the

UWI off-campus clients and has identified a

number of services to meet their information

needs. These by no means give the distance

learners comparable services to those offered to

on-campus students, but are a step in that

direction. Most of the services are provided from

the main campus and are integrated into the

campus library services. However, there is a

librarian with responsibility for the coordination

of the services.

Local tutors have reading and reference privileges

when they visit the campus library, while distance

students have access to all the library services

offered by the library, if they are able to visit. If

they cannot visit, they have access to:

• A designated contact person

• Interlibrary loans

• Photocopies and document delivery

• A small on-site collection

• User education

Designated Contact Person

Site coordinators, administrative assistants,

students and local tutors may fax, e-mail (there is

a dedicated e-mail address for distance students),

telephone or mail requests and queries to this

person, who they know by name and who will

ensure that they receive the material requested

in as short a time as possible. This service can be

implemented without incurring extra cost to a

library that does not have a large distance clientele

and perhaps no extra budgetary allocation for

distance students. The person so designated can

carry out other library functions as well.

Interlibrary Loan

Through their site coordinators, distance learners,

as well as local tutors, may borrow, for one month,

books from the main collection. These are sent to

the site coordinators by courier. Site coordinators/

administrative assistants are responsible for the

return of the books to the main campus.

Small On-Site Collection

This is a collection of key texts, which students

can access at the UWIDEC sites. There are also

past examination papers in addition to copies of

articles that are recommended readings. Site

coordinators are encouraged to preserve these

collections, as financial constraints do not allow

for unnecessary replacement.

Photocopies/Document Delivery

UWIDEC sites may request photocopies of journal

articles or book chapters from time to time. These

are also dispatched to the sites by courier.
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User Education

This refers to various types of library skill

programmes, including bibliographic instruction.

When they visit the campus, students may request

personalized user education. However, some

amount is given at orientation. A brochure giving

information about the library services is also given

to each student at the beginning of each academic

year.

Challenges

It has not been easy providing even these basic

services. Some of the challenges arise at the level

of course providers. Reading material may be

needed where students are without readers and

study guides or may just need a greater breadth

of knowledge of their area of study. However, it is

sometimes difficult to get guidance from some

course providers as to relevant supplementary

reading. Secondly, it is sometimes not easy to

obtain information to satisfy a query or request

from a student because a response to a telephone

call, e-mail or fax may not be prompt or fails to

materialize.

Other concerns are at the level of site

administrative staff. Their substantive

commitments prevent them from giving full

attention to the distance learners’ business.

Telephone calls are sometimes not returned and

in many cases there is a lack of response to queries

and requests for information. The on-site collec-

tion may not be properly monitored and items

may disappear. Despite the effort to fulfill requests

in a timely manner, students sometimes do not

get the items requested, as the packages may not

be opened promptly. However, this situation

should gradually improve as full-time admin-

istrative assistants are now in place at the sites.

A challenge at the level of the library is that

requests from sites for some kinds of resources

may not get a timely response as administrative

procedures, instituted by the university to monitor

spending, could delay this. Secondly, there may be

considerable delay between the ordering and

receipt of material requested by sites.

Finally, public libraries and other tertiary

institution libraries do not have the academic

resources required by UWI students. As a

consequence, the UWI library cannot engage in

interlibrary cooperation as a means of

supplementing its academic support to its

distance learners and must therefore provide all

the academic support required by its students.

What of the Future?

Despite the challenges, the future should be a

bright one for distance learners of the Mona

campus. As the distance education sites receive

Internet service, students will be able to access

from their sites a mixture of both paper-based and

Internet-based resources. Prior to this, however,

the library will conduct a user survey to determine

the services that meet the students’ needs most

effectively. The end result will be a truly client-

centred library service to distance learners.

Conclusion

A critical infrastructure of distance education is

student support. This involves many elements,

including library support, to which all distance

learners whether in small states or elsewhere are

entitled. The support services they receive should

be comparable to those given to on campus

students so that they (the distance students) will

be properly equipped to compete in the global

marketplace. The Mona library will play its part in

order to make this a reality for the distance

learners it serves.
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Introduction

The development of life-serving information

gathering skills is one of the most important user

services provided by academic libraries in face-

to-face education (Watson, 1996). In training

students to use information resources, libraries

impart a lifelong skill and academic libraries have

recognized the need for action to help develop

the ability of distance learners to use library

resources and services effectively. Libraries must

therefore have a role in the education of students

who are expected to learn traditional values of

critical assessment, independent discovery and

rigorous thinking. Whether students are on

campus or at a distance, these essential qualities

of higher education can only be acquired through

exposure to the ideas and insights of others

(Wolpert, 1998).  According to the ACRL Guidelines

for distance learning library services:  “The instill-

ing of lifelong learning skills through libraries is a

primary outcome of higher education. Such

preparation is of equal necessity for the distance

learning community as it is for those on the

traditional campus” (ACRL, 1998).

Developing Information Literacy Programmes for Distance Learners:
Accepting the Challenge at the University of the West Indies, St. Augustine

Sharida Hosein

Librarian, the University Libraries,
the University of the West Indies, St. Augustine, Trinidad

Abstract

User education is an integral part of library services to all of its users. Most

library instruction or bibliographic instruction programmes are designed to

enable the users to make the most efficient use of their libraries and teach

information literacy principles that will be useful even after leaving the

academic environment, thus facilitating lifelong learning. For students studying

via the distance education mode this type of instruction is equally important.

Even if they do not have access to their university’s libraries they will be able

to use other libraries and other information sources, including the Internet.

To teach the basic principles of information literacy, we at the St. Augustine

campus of the University of the West Indies have developed a Guide to Finding

and Using Information for Lifelong Learning. It includes guidelines on choosing

the appropriate information resource for the question, evaluating information

resources and preparing reference lists and bibliographies. It addresses print,

electronic and online information sources. So far this guide has been used,

with modifications, by the Medical Sciences Library for students in the

postgraduate programme in Primary Health Care and Family Medicine. The

aim of this paper is to discuss the issue of user education for distance students,

and students’ reaction to the Guide to Finding and Using Information for Lifelong

Learning.
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Information Literacy and Libraries

One of the most cited definitions of information

literacy is that put forward by the American Library

Association (ALA) Presidential Committee on

Information Literacy. This states that to be

information literate a person must be able to

recognize when information is needed and have

the ability to locate, evaluate and use effectively

the needed information (ALA, 1989). If students

are to continue learning throughout their lives

they must know they have an information need

and be able to access, evaluate, organize and

present information from all information sources

– books, journals, mass media, online databases,

community experts, government agencies, the

Internet and CD ROMs – all of which are effective

learning tools (Breivik, 1999). Information literacy

focuses on student empowerment to do

independent, self-directed research and to

contribute positively to society.

Libraries have been teaching bibliographic

instruction and other information related skills for

a long time and one of the tenets of bibliographic

instruction librarians is that teaching library skills

is worthwhile not only for classroom assignments

but for lifelong learning. Librarians can show

students how to systematically evaluate what they

find (Engeldinger, 1998). Librarians also provide

vital gateways to information and must play a key

role in preparing students for the information

demands of today’s society. They can develop

programmes to teach students the information

literacy skills required for them to identify the

nature of their information needs, to locate the

needed information and synthesize it to meet their

needs. Information literacy is directly related to

critical thinking skills and emphasizes such

activities as selection, rejection, evaluation,

organization, topic definition and question

definition (Harkness Connell and Franklin, 1994).

Information Literacy and the Distant
Learner

There is no such thing as a “typical distant learner”,

but much research has shown that they are mature

individuals, usually employed, with limited time

for studying. They choose distance education

programmes for the flexibility they allow and they

are highly motivated. Like traditional younger

learners these distance adult learners require

ancillary services, especially library services, to

help them conduct research and fulfil their

assignments. These learners need to be taught

information literacy skills so that they can

effectively use the information resources available

to them. More and more learners can rapidly

access databases through personal computers or

from their workplace. The librarian’s role is to

assist such learners by demonstrating how to use

these data services and how to develop a search

strategy that will allow them to conduct searches

in the most efficient manner. Formal training in

information retrieval skills must now go beyond

traditional bibliographic instruction services in its

goal to build the independence of the information-

seeking student. This type of training is even more

critical for the distance education student, who

may never set foot on the traditional campus

(Madaus and Webster, 1998).

Teaching Information Literacy to Distant
Learners

The literature provides some examples of how

various academic libraries have tried to meet the

demand for information skills from their distant

learners. The following example from the

University of South Africa (UNISA) has some

relevance to our present situation. Their

experience showed that there was an increase in

the number of students from environments where

library services are either very poor or nonexistent

and therefore many of their students do not know

how to use libraries or their resources. Students
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were unable to find material independently in the

library even within the simplified arrangement of

the Study Collection designed specifically for

distant learners. Lecturers at other universities

where UNISA graduates enrolled for postgraduate

qualifications complained that these students did

not have the necessary library or information skills.

The library therefore tried different methods to

teach the students these skills. These included

orientation lectures in selected first year courses

where the initial group visit to the university

campus was used to provide students with a basic

introduction to the library service. They developed

a workbook explaining the use of the library,

posted it to 5,493 students in selected first year

courses; they organized workshop sessions during

study group visits and distributed pamphlets on

various aspects of how to use the library. They

did all of these things because they believe that

learning how to use the library effectively should

not only increase the students’ chances of

academic achievement but should also provide

them with a lifelong advantage (Willemse, 1991).

The St. Augustine Experience

At the University of the West Indies (UWI) St.

Augustine we also recognize that information

literacy is a requirement for independent learners,

and information empowerment is crucial to their

total development. Like most other academic

libraries we have a long tradition of providing user

education to our patrons. This started in 1964 with

the library orientation tour and developed over

the years into more formal training sessions where

users were taught how to use the catalogues, basic

techniques of searching for information and

introduction to major sources of reference.

Increasingly students are being taught how to

search online databases and information sources,

including the Internet, as the library acquires

access to these resources.

Recognizing that distance learners deserve the

same user education as face-to-face students we

developed the “Guide for Finding and Using

Information”. The guide teaches the basics of

bibliographic instructions and library orientation.

It is a practical guide designed to make students

competent in using libraries: using catalogues,

locating information from various sources,

evaluating information and presenting sources of

information according to international

bibliographic standards. It is intended to provide

a framework to enable the student to:

• Effectively manage the process of finding

information;

• Understand the various kinds and formats of

information available and the tools that can

be used to help locate them;

• Develop skills in searching for information and

appraising what is found;

• Gain experience in using some of the more

popular sources and tools.

It gives an overview of how libraries are organized

according to standard classification schemes. The

example given is the Library of Congress

Classification Scheme as used by the University

Libraries at St Augustine. In addition to this basic

information most information sources are

described and some of their advantages and

disadvantages outlined. Anticipating the growing

access to electronic information technology and

online sources, the Guide also examines various

types of electronic information, including the

Internet. A checklist for evaluating printed and

electronic information sources is provided so

users can make objective use of the information

they obtain.

The Guide provides comprehensive guidelines on

referencing, giving examples of the standard

format for writing up references from printed and
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online sources of information. Examples of simple

queries are given to illustrate the development of

a search strategy by selecting and combining

keywords. At the end a short workbook follows a

search question through all of the steps of an

enquiry until the final answer is achieved.

Testing the Guide

The Postgraduate Diploma in Primary Care and

Family Medicine is currently taught at the Faculty

of Medical Sciences, St. Augustine. There are

nineteen students in this programme, all medical

practitioners in Trinidad and Tobago. At the

beginning of the programme, staff at the Medical

Sciences Library (MSL) conducted an orientation

exercise for all students. MSL librarians also

facilitated Phase II of the first course, Learning

and Teaching in Primary Care. Phase II is entitled

Information Resources for Learning and Teaching

in Primary Care. The three-week course is a

practical one, the major objective being that the

participants learn new skills and are introduced

to new concepts in the use and management of

health information resources. It covers such topics

as locating and evaluating health information,

retrieving information, and report writing and

research. Content from the “Guide for Finding and

Using Information” was used in the teaching of

this course. The Guide was also amended to

include additional resources relevant to health and

medicine. At the end each student was given a

copy of this amended guide along with a short

questionnaire for evaluating its usefulness.

Most of the students returned completed

questionnaires, mainly because I visited the class

during one of its on-site sessions and collected

the responses. I wanted to test the clarity,

relevance and usefulness of the Guide to their

present course and to their needs after finishing

the course. I used a scale of 1 to 3 in descending

order of effectiveness. Approximately 75 percent

of respondents agreed that the Guide was easy to

understand and all of them thought that it was

relevant to their needs at this time. Sixty-three

percent thought that the information was very

useful, while 37 percent said that it was useful to

their course. There was a 50/50 split between

those who thought the Guide would be very

useful and useful to them after finishing the

course. I asked for any additional comments

regarding presentation, relevance and usefulness

of the Guide for the course and for lifelong

learning. Most of the students thought that the

information was well presented and organized and

hence easy to understand. Most thought that it

was relevant to their present information needs

and that it would be useful in the future. One

suggested regular updating, especially on the

recommended Internet sites.

Even though this was a small group and the results

may not have statistical significance it does

provide an indication that this approach is on the

right track with respect to providing distance

students with information literacy skills. It also

indicates that such skills are considered necessary

to satisfying lifelong information needs.

User Education in a Small State

By any definition Trinidad and Tobago is a small

state and in the context of number of students

enrolled, UWI St. Augustine is a small campus. In

the case of the Postgraduate Diploma in Primary

Care and Family Medicine smallness was an

advantage. It was possible for the students to meet

on the campus and have a face-to-face learning

experience. They had all the opportunities for

interaction with their lecturers, having a first-hand

look at the library and its resources. During their

programme they could visit the library and make

use of the facilities, including a dedicated

computer for carrying out information searches.

It would seem that these students had the best of
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both worlds, the flexibility provided by learning

at a distance and the advantages of a face-to-face

situation.

The majority of distant education students

registered at the St. Augustine campus live within

Trinidad and Tobago. They come to the campus

for registration and during this orientation week

they can join the library orientation tours. They

are also invited to attend the library instruction

seminars that are held during the first semester.

No statistics are available on the number of

students taking advantage of these opportunities

to learn about the library and information skills.

These students also visit the library occasionally

when they have information needs that cannot

be met by their course materials. It would seem

therefore that our small size provides our “local”

distant education students with more advantages

than disadvantages. However, this campus is also

responsible for students in other islands and at

the moment the library does not have a strategy

for supporting them. This is of concern and work

is ongoing to develop a policy for providing for

the information needs of all our students.

Harnessing the Potential of Information
Technology to Meet the Challenge

The development of the “Guide for Finding and

Using Information” is one step in that direction.

In its printed format it can be sent to the students

as part of their course packages. It is also on the

library’s Web site in PDF format and can therefore

be accessed by anyone who has Internet access.

The Library has made major strides in the

development of its information technology

capability over the past three years. The local area

network is fully operational and so is the Intranet,

the OPAC is now available via the World Wide Web.

In addition our students have access to several

online information services and there is an

information centre where students with research

questions can come to access the information

services to which the library has subscriptions,

or any other Web site where they can find the

information they need. It seems a natural

progression, therefore, to make these facilities

work in favour of our distant learners. It is

envisaged that in the near future all of our students

will be given authentication to access all the

information resources available from the library

wherever they are and at their convenience. This

will go a long way in meeting their information

needs. It will also make the teaching of information

literacy skills an essential part of their education.

As librarians we will have to accept the challenge

to help our users become independent learners,

making them information literate and prepared

for lifelong learning.
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Introduction and Background

GUIDE was first established in 1995 by agreement

and financial arrangement between the Guyana

Ministry of Education (MoE) and the British

Overseas Development Administration (ODA),

now the Department for International

Development (DFID).

GUIDE’s remit is to provide inservice training to

untrained teachers. It does this using a mixture of

distance and face-to-face education. It has

developed materials largely by adaptation of those

available in the Caribbean and elsewhere. These

materials, together with the support system, aim

to bring teachers up to teacher training college

entry level by providing modules on English,

Mathematics, Science, Education and Social

Studies. Teachers sit the end of course

examinations having studied for a period of

between 18 months and two years. These

examinations are recognized as qualifying

successful students for entry to the national

teacher training college, Cyril Potter College of

Education (CPCE), and are equivalent in these

terms to CXC.

ODA’s role in the first three-year phase of the

project was to assist with the development and

establishment of the course, including its

administration and tutorial systems and the

identification and procurement of suitable

curriculum and study materials. ODA provided a

resident expatriate technical cooperation officer

(TCO) for this phase. The TCO worked alongside

the national project staff, and in this phase the

major human resource development input took

the form of on-the-job counterparting of Guyanese

colleagues recruited to work on the project.

Additionally during the first phase, skills

development workshops were held for tutors and

course writers using a visiting trainer on

consultancy from the International Extension

College (IEC). During a one-year extension of the

initial phase of ODA support, following the

departure of the TCO, a six month resident adviser

consultancy continued the counterparting role,

though with more emphasis on planning than on

capacity development.

In recent years DFID has provided financing for

the technical inputs to the project and in June

Maximizing the Human Resource Base in Distance Education in Small States:
Guyana and the Guyana In-Service Distance Education Project (GUIDE)

Felicity Binns and Jason Pennells

International Extension College, Cambridge, UK

Abstract

Staff of the Guyana In-Service Distance Education Project (GUIDE) and

associated personnel have benefited from a range of on-the-job skills

development opportunities. These were consciously built into project support

and management as a subsidiary aim of strengthening the capacity of Guyana

to deliver distance education programmes to help address its educational and

developmental challenges.
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1998 it engaged the IEC to manage and make the

inputs for a second, two year project phase. To

provide these inputs IEC undertook activities that

amount to capacity building of GUIDE and to

development of the human resources of the

GUIDE staff and their part-time colleagues.

In contrast to the earlier ODA/DFID support, the

support by IEC was designed to be delivered from

a distance with intermittent visits by a range of

specialist counterparts and consultants from the

UK institution to assist with the development of

GUIDE staff capacity in specifically targeted areas.

These inputs were set in the context of a

continuing background level of support through

which GUIDE and IEC discussed issues and

developed staff training programmes as needs

were identified.

The IEC is a small specialist non-profit organization

which works to promote development and

improvement in the quality of life in less-

developed countries through the expansion of

educational opportunities. IEC provides training,

consultancy, information and technical support in

the design, development and delivery of distance

education programmes.

IEC first became involved in the GUIDE project

in 1995 when called upon to provide a series of

training inputs as part of the first phase of the

project. IEC’s occasional involvement continued

throughout but came to be a major role only with

the start of the managing consultancy contract in

1998.

Human Resource Development (HRD)

Human resource development took the form of a

variety of activities aimed at providing a number

of differing opportunities and experiences:

• Workshops were delivered in country, each

designed to provide specialist training to

GUIDE staff and its commissioned writers,

editors, reviewers and researchers.

• Study tours were conducted within the region,

offering participants the chance to see a

similar programme to GUIDE in operation in

Belize and the opportunity to share

experiences with those providing this

programme and to participate in regional

distance education conferences.

• Short-term technical inputs were provided by

specialists in materials development, record

keeping, financial administration, research and

learning resource centres.

• Collaboration with local institutions and

projects was facilitated.

• Participatory research methodology was

encouraged.

• Professional training of staff was made

available and there is now a group of ten

studying on the University of London’s

postgraduate degrees in Distance Education

taught at a distance.

Management of the Human Resource
Development

IEC’s agreement with DFID was to manage DFID’s

project inputs from the UK. To facilitate this IEC

developed a number of strategies:

• UK-based counterpart support to activities

• Short-term visits by IEC staff to Guyana

• Use of available technology

• Involvement of GUIDE staff as coordinators

of specific areas of project activity, each one

with a counterpart function providing

ongoing support (research; database and

records; finance and administration; materials

development; learner support services;
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learning resource centres; materials

procurement)

• Exploiting incountry expertise

The application of this may best be illustrated by

the model adopted to facilitate the development

of research expertise within GUIDE.

The HRD Model in GUIDE’s Research
Activity

The HRD dimension of the GUIDE research is

intrinsic to the participatory character of the

research process. The research process started by

agreeing among Guyanese stakeholders what it

would be most useful and feasible to find out. It

proceeded to use Guyanese personnel resources

to direct and implement the research (including

planning, designing, conducting the data

gathering, interpretation and reporting). It

concluded with disseminating and discussing the

outcomes of the studies among the stakeholders

and drawing up action plans based on the key

findings and on stakeholders’ reactions to them.

The basis of the model was that research would

be carried out by the practitioners and

stakeholders, and supported by technical

assistance from within and outside Guyana.

Centred in and coordinated by the GUIDE unit,

the research studies involved people from

educational institutions, ranging from the Ministry

of Education (from where, for example, the chief

planning officer convened one of the research

teams), through the University of Guyana and the

national Cyril Potter College of Education (from

where many of the core research team members

were recruited), to hinterland schools (where data

collection and interpretation was conducted by

selected local teachers).

Each of four studies was identified, designed,

conducted and reported within Guyana, bringing

together the researchers with counterparts from

IEC at key stages in the process. For each of the

studies (a hinterland study; a costs study; a review

of options for the institutional future of distance

education in the country; and a baseline data

study), a team was established with a convenor

incountry, and a counterpart was linked to the

team from IEC, according to the specific area

involved.

Those involved in the research process thus

included GUIDE unit staff, others in the Guyanese

education sector, and the many categories of

people consulted for their views or for

information. Each of these groups developed a

greater awareness of the issues under discussion,

and in particular the core research team members,

both from within and outside GUIDE’s staff

compliment, gained experience in conducting

action research. In instances where those involved

were themselves experienced in research or had

other skills, they shared this expertise with their

research colleagues in the relevant team.

The counterparts from IEC supported the research

teams by liaison from the UK (through e-mail, fax,

telephone and courier) and through visits, which

included in some cases specific skills

development, such as designing, using and

maintaining a database, and in others contributing

to workshops, advising on conceptualizing,

conducting and reporting the research, assisting

with the drafting of terms of reference for

component tasks and with other functions.

A key feature of the model adopted was a research

team structure which included a convenor for

each team, support from the GUIDE unit, the IEC

counterpart already mentioned and, perhaps most

significantly, an incountry research mentor to

provide professional support to the four teams.

This latter role, for which a leading Guyanese

educational researcher with an international
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reputation was recruited, was in due course

strengthened to become research manager – a

more interventionist role, to help the process and

particularly its reporting reach its culmination in

the latter phases of the undertaking.

Supporting the research at one step removed, as

key interested parties not directly involved in its

execution, were the DFID education field manager

(EFM), the GUIDE Project Steering Committee

(including the permanent secretary of the Ministry

of Education and the chief education officer,

among other significant positions), the director

of GUIDE, and IEC. As a by-product of this

involvement, there was reciprocal enrichment of

ideas and awareness of agendas among the parties

involved.

Technology was used in such ways as were

appropriate through the research process. There

was (as might be expected) heavy reliance on e-

mail for communication between the UK

counterparts in IEC and the research teams

(generally, but not always, through the GUIDE

unit). Relevant staff were trained in and used a

database suitable for the level of equipment and

expertise available and for the task in hand. Data

collection and processing methods were kept

consistent with what was useable in the Guyanese

context (hinterland and metropolitan).

How the HRD Aspect of the Research
Activity Worked in Practice

Features of the HRD dimension of the research

activity as it was actually carried out which may

be noted include:

• Database training carried out in Guyana and

the UK

• An interim seminar where teams gained

valuable experience in preparing and

presenting their draft findings

• Counterpart and visiting expert guidance and

feedback in financial analysis of distance

education

• Inclusion in research teams of individuals not

formerly involved in research or evaluation

• Adherence to the policy of interpretation and

reporting of data by the research teams

engaged in gathering the information, under

the guidance of the team convenors and

incountry research mentor/manager

• A final presentation seminar, following up

from the interim presentations, which enabled

research team members to join with

stakeholders, including senior education

sector personnel, in formulating action plans

in response to these findings.

Benefits and Impact Inside GUIDE

In HRD terms (as distinct from the achievement

and exploitation of the prime informational

research aims), the research process made a

significant contribution to the development of the

skills and competence of the GUIDE staff.

Component roles fulfilled by GUIDE staff which

were beneficial in this respect (if at times

demanding) included ones such as designing,

refining and querying research instruments,

processes and data; developing and manipulating

a computer database; collating, analysing and

interpreting cost data; preparing and presenting

findings in seminar and conference settings;

liaising with and coordinating teams of researchers

from a wide range of institutions and backgrounds;

and, overall, using an action-research approach to

improve practice.

These gains for GUIDE staff are seen as part of

their professional development and should be

useful to them in their future work within and

beyond GUIDE.
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Benefits and Impact at the Wider Level

Others outside the GUIDE staff involved in the

research have benefited in ways similar to those

noted above.  Additionally, it is hoped that a wider

impact will be felt in the form of an increased

readiness, desire and capacity in the education

sector to incorporate action research into

planning and implementation of projects and to

evaluate the programmes and activities of

institutions. Most especially, it is hoped that the

experience of the GUIDE research projects will

give confidence to those involved in the research

and to those who see its outputs that there exists

a resource of expertise in Guyana which can

usefully and satisfactorily set up and carry out such

research, and maintain ownership of the agendas,

the processes and the outcomes.

The Project as a Catalyst

From the preceding example it is clear that the

capacity building of GUIDE is having effects

outside GUIDE itself. It is worth expanding here

on some of the outcomes as they are several and

varied and they illustrate how a project focused

within one part of the education sector can serve

as a catalyst and support for broader

developments.

• An advisory committee has been formed. This

advisory committee brings together

institutions from across the education sector

to develop a coherent national strategy for

distance education. In its early, formative

stages, it met to review the terms of reference

of prospective visiting consultancies to

GUIDE and to agree on how these technical

inputs could best be put to use in informing

the broader interests of the sector. Such an

example was a GUIDE consultancy to help

develop plans for learning resource centres;

another example was related to the definition

and subsequent dissemination of research

studies carried out under GUIDE.

• Collaboration among institutions, the MoE and

other projects in Guyana is bearing fruit. In

September 1999 Guyana hosted a distance

education conference with the theme

‘Promoting Quality, Pragmatism and

Partnership in Distance Education Delivery’,

which brought together distance education

practitioners from around the world and

particularly from around the region. The

conference was planned and coordinated by

a committee whose members came from

collaborating organizations in Guyana. This

present conference in Jamaica is in fact a

follow up to that Guyana conference.

Information sharing through the development

and use of the project’s database, as described

below, illustrates another example of the

collaboration and cross-fertilization

engendered by GUIDE.

• Professional development, not only of GUIDE

staff but also of staff from other projects and

institutions, is taking place. These include

CPCE, the National Centre for Education

Resource Development (NCERD), the

Institute of Distance and Continuing

Education (IDCE), the University of Guyana

Faculty of Education and Regional Education

Offices.

• Dissemination of the research findings, which

culminated in a seminar to draw up action

plans to carry forward the development of

distance education nationally. This seminar,

held in May 2000, was designed to engage key

decision makers and stakeholders in distance

education and teacher training in Guyana. Its

purpose was not solely to make these people

aware of the conclusions of the research

studies conducted under GUIDE but, more

importantly, to create an opportunity for this

wider community to reflect on outcomes of,

and issues raised by, the research and to

convert these reflections into a coordinated
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approach throughout the planning of relevant

components of each institution’s activities.

The GUIDE Database

One of DFID’s requirements was that a baseline

study should be undertaken to assess and record

the level of GUIDE’s students and provide a

measure against which progress could be

monitored. To facilitate this it was necessary to

establish a database of student records in GUIDE.

Transfer of the skills to develop, maintain and use

such a database took place over many months.

Stages in this process were as follow:

• Attachment to the UK of a GUIDE member of

staff

• Incountry training

• Sharing of live files through the use of e-mail

• Continuing support, from the UK and through

follow-up incountry visits, as the GUIDE unit

and researchers developed their use and

exploitation of the database.

Learning was done using real data from the outset.

Data and access to it were tailored specifically to

research needs.

The value of this database has been recognized

widely in Guyana, and later training events have

included the Guyana Basic Education Training

(GBET) project and other interested stakeholders

in the education sector as participants alongside

the GUIDE staff who maintain and expand the

database.

As has been mentioned, the database was designed

to meet the specific record keeping and analytical

needs of GUIDE and of the research projects

commissioned under GUIDE. From the outset,

however,  an aim has been to make the experience,

the skills, and the data collected available as a

resource to other legitimately interested parties.

Accordingly, the national advisory committee on

distance education and specifically interested

units such as GBET, IDCE and MoE have been

engaged in discussions on adopting or adapting

the GUIDE database for their respective

requirements. The data accumulated are also

established as baseline data to act as a resource

for future longitudinal studies on GUIDE students

and graduates. The lessons learned from the

process of developing, maintaining and querying

the database are available to feed into other

education sector information systems initiatives.

Conclusions

The process of developing the human resource

at GUIDE has led to improved performance of

GUIDE and its staff. It has also provided the means

to build capacity of a much broader nature. So

often it is the case that information and learning

from one project is not shared effectively with

other projects or institutions that we must ask

ourselves why this aspect of GUIDE has been so

successful in Guyana. To find the answer to this

we must consider not only the players in this

drama but also the stage.

Guyana is a small state; it has a population of

between 800, 000 and 900,000 and covers

approximately 215,000 square kilometres of

mostly rather inaccessible mountains and rivers.

Most of the population lives in the relatively

developed coastal strip. Those living in the

hinterland are very thinly scattered and far more

isolated from education and other services

delivered from central government or private

agencies. Delivery of education under these

conditions requires innovative and ingenious

methods. There is a deep interest in distance

education in the country but there are a small

number of institutions and individuals involved.

The timing was right for such cooperation, as
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Guyana seeks to provide better education to its

communities, particularly those marginalized by

inaccessibility: the country is hungry to learn the

lessons of the projects and programmes it is

fostering.

There are four main characters operating on this

stage whose performances we should consider

carefully.

GUIDE itself is a small project with a narrow focus

but in putting forward its agenda it has addressed

wider issues, it has engaged interest and sought

support from Guyana’s experts in the MoE, the

University of Guyana and in other projects. It has

done this through its structure of an inclusive

Project Steering Committee; through engaging

individuals from other institutions in the

education sector as resource persons in its course

development, tutoring and research activities;

through its active pursuit of openness, sharing and

exchanging with other projects and units with

compatible aims and concerns in the country; and

through maintaining good personal contact with

relevant offices, both in central institutions and

in the outlying regions where the course is being

run, wherever possible involving these people in

GUIDE planning and development activities.

GUIDE often talks of itself as a ‘family’ and, as in a

family, while there may be disagreements, all voices

are listened to, problems are talked over openly

and the underlying assumption is that every

member is responsible in some way to all the

others. Being part of this ‘family’ gives staff the

confidence to look outwardly from GUIDE.

The MoE was right to make GUIDE an integrated

unit and to retain a stake in this unit and its affairs.

The ministry has been interested in making the

project work and has been active and involved in

the research. The ministry, regional education

offices, regional administration, teacher trainers

and other stakeholders have joined together in

the Project Steering Committee, which decides

policy and pushes matters forward. This

committee is chaired by the permanent secretary

of the MoE, and includes very senior figures such

as the chief planning officer and the chief

education officer, as well as core GUIDE staff.

Thus GUIDE both enjoys a level of operational

autonomy and also is integrally tied into and

answerable to a wider constituency.

Often we find funders are remote from a project,

seemingly only interested in financial

accountability and reports. Not so DFID with

GUIDE. The DFID representative in Georgetown

cares deeply for Guyana and for GUIDE. He has

been led by project needs as we see reflected in a

willingness evidenced to use funds in ways that

benefit the wider community at the same time

as promoting GUIDE’s aims and capacity. Aside

from the definite effect of individual personalities

here, this perhaps reflects a positive effect of the

structure DFID now adopts of having an education

field manager (EFM) incountry – an education

professional, but not attached to any single project.

This structure arguably seems to encourage a close

interest, understanding, responsiveness and

responsibility from the EFM post along with the

distance needed to draw broader connections and

to encourage integration of the project with wider

educational and developmental aims.

IEC itself is a small professional organization that

devotes itself to providing what is needed

incountry rather than arriving with ready-made

solutions. It works using participatory techniques

to identify issues and problems on the ground and

then facilitates the development of solutions. IEC

has worked at a distance on this project, fostering

independence and self-reliance but making itself

available as a sounding board at all times. Project

needs are the first priority. Through such a

relationship, the external technical support agency

can achieve a healthy balance between personal

involvement and understanding between staff of
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the respective organizations and remaining distant

enough not to compromise the project staff’s

autonomy or stifle their decision making or ability

to find creative solutions. In short, it does not deny

them the learning experience, which can be the

case with provision of too direct a form of

technical support.

A Closing Word

In this paper we have highlighted an example of

how technical assistance to a narrowly focused

project can have a wider HRD impact than would

be defined by addressing solely the immediate

needs of the project. We have also suggested the

potential developmental benefits of such a

broader view and that it is not only compatible

with but can also enhance achieving the specific

objectives of such a project.
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Introduction

In this paper we discuss the involvement of the

University of Sheffield in teacher education in the

Caribbean. We trace the development of this

involvement as a collaborative process and

explore some of the key issues that we have faced.

Attention is given to the reflexive and critical

engagements that have taken place through this

collaboration, as well as to the tensions and

potential conflicts that arise from them. Finally,

the paper considers the possibilities that are

currently opening up through the

‘Caribbeanization’ of the structures of the

university, and highlight some of the implica-
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Abstract

Over the past 15 years, the Department of Educational Studies at Sheffield

University has been working in partnership with educators in the Caribbean,

developing teacher education programmes by distance learning. Using a dialogic

approach, this paper discusses the University of Sheffield’s involvement in

teacher professional development in the Caribbean within the context of

colonial history and the legacy of educational development in the region. It

also explores recent trends towards globalization in education and the

implications of this for collaborations between educators in post-colonial and

post-colonized societies.

We have sought a mutual examination of our different local contexts and of

the politics of globalization which situate the power relations between us.

This examination has demanded and facilitated a reflective practice focused

upon the struggle to understand ‘difference’ and transform the relations of

power. We seek to challenge first-world values, assumptions and technologies

of knowledge, questioning not only who we are as teacher educators in the

twenty-first century but also how that ‘we’ is constituted. This requires not

only a reconceptualization of teacher education but also a reconceptualization

of the mission, role, and organization of those institutions involved in teacher

education. Attention is given to the reflexive and critical engagements that

have taken place through this collaboration as well as to the tensions and

potential conflicts that arise from them.
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tions of this ‘experiment’, for the way in which

the mission of the university is being

reconceptualized.

Origins of the Caribbean Collaboration

The relationship between the University of

Sheffield and the Caribbean had its genesis in the

mid-1980s when a young special education

teacher from Trinidad, Dennis Conrad, was an

MEd student at the University of Sheffield. After

Conrad returned to Trinidad, he vigorously

advocated for the provision of recognized

certificated courses for teachers in the field of

Special Education. The Marge Report (1984) had

estimated that 16.1 percent of children between

the ages of 3 and 16 (approximately 28,500) in

Trinidad and Tobago had ‘some form of disability’

and their educational needs were not being met

(Education Plan, 1985). Moreover, the country was

facing economic and social challenges brought on

by a decline in oil revenue and there seemed to

be an ever-increasing population of children at-

risk who required special educational support. The

Marge Report further identified the need for 736

professionally trained special educators to cater

to the needs of the 16.1 percent, some of whom

had spilled into the mainstream. Despite

acknowledging the importance of this Report by

including its general findings and

recommendations in the Education Plan (1985–

90), no commitment was given by the country’s

government, nor resources made available, to

address the identified teacher education needs.

During the early 1980s, teachers in Trinidad and

Tobago had been exposed to special education

sensitization programmes offered by the

University of Manitoba in conjunction with the

Government of Trinidad and Tobago and funded

by the Canadian International Development

Agency (CIDA) (Chee Wah, 1998). These

programmes had successfully raised the awareness

of teachers in the country to the needs of children

with disabilities and learning difficulties

(approximately 1,100 teachers participated in

sensitization workshops between 1981 and 1984)

and a much smaller number received training as

workshop leaders. However, despite the large

amount of money invested in this programme,

sensitization workshops were insufficient to meet

the need for rigorous training and internationally

rated certification.

Conrad forged relationships with several special

education organizations and the Trinidad and

Tobago Unified Teachers Association (T&TUTA)

to explore the possibility of providing certificated

courses in Trinidad and Tobago to address the

shortage of trained special education teachers

(Namsoo and Armstrong, 1999). A series of

workshops and seminars were organized which

served as a needs assessment exercise where the

opinions of teachers were sought on the areas of

training need. The successes of the workshops

coupled with the demand for internationally

recognized, certificated training encouraged a

group of young teachers to put together their own

course and recruit their own lecturers

(comprising key lecturers from the University of

the West Indies, Ministry of Education officers and

senior special educators).  The Certificate/Diploma

course in Special Education began in July 1989

with an enrolment of 110 students (Namsoo,

1998) and was validated by the University of

Sheffield.

Forging New Alliances

Building upon this initial collaboration between

educators in Trinidad and Tobago and the

University of Sheffield, a distance education

programme was subsequently introduced which

offered master’s courses in Special and Inclusive

Education and Educational Studies.  The University

of Sheffield’s Department of Educational Studies

began to develop a distance education profile in
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the late 1980s and early 1990s. These programmes

were developed by the department on a relatively

small scale (though they were soon to account

for the great majority of the department’s work

in the area of in-service teacher education).

Although the programmes differed in significant

ways among the different locations they were

characterized by pedagogical diversity (which

included face-to-face study schools, local tutorial

support networks and specially produced distance

education materials) and by an attempt to develop

curricula with both an international and local

relevance. This system of consultative

collaboration ensured that the Caribbean

programme was firmly rooted in the on-going

discourse between teachers and their

organizations and the university.

The taught modules of the programme were

collaboratively designed to address specific local

concerns (such as the organization and

administration of special educational services in

Trinidad and Tobago), as well as international

issues (difference and difficulty). Moreover, the

local tutorial system, which was of central

importance in the development of the Caribbean

identity of the programme, was staffed by leading

local educators in the field. The first cohort of

students, who graduated in 1995, included many

of the leading figures who had struggled to

introduce the initial Certificate/Diploma

programme. In 1999, at the behest of the St. Lucia

Teachers’ Union and with the active support of

the Ministry of Education of St. Lucia, the

university introduced a new distance education

Master’s Programme in Educational Studies for

teachers in that island. Recognizing that research

is an integral part of national development, the

university has also entered into new partnerships

with the Ministries of Education of Trinidad and

Tobago and St. Lucia to provide certificated school-

based staff development programmes in a number

of pilot schools.  These programmes are supported

by distance education materials developed in part

and taught by local staff of the university in the

Caribbean.

The central role played by Caribbean educators

in developing the university’s work in the region

was to give the necessary impetus that in 1998

led to the launch of a joint T&TUTA/University of

Sheffield Centre for Research and Professional

Development in Trinidad and Tobago; and, in 1999,

to the foundation of a University of Sheffield

Caribbean Institute for Research and Professional

Education, built upon partnerships between

teachers, education ministries, teacher

associations, and other non-governmental

organizations, researchers and professionals in

Trinidad and Tobago, St. Lucia, Barbados, the Turks

and Caicos Islands, and elsewhere in the

Caribbean.

Key Issues Arising from the
Collaboration

Many issues and challenges have faced us in

developing our work in the Caribbean. In this final

section of the paper we identify three key areas

and discuss the ways in which we have attempted

to address them in our practice.

1. Collaboration or the Tyranny of
Distance?

Open and distance learning programmes raise

questions of both access and invasion.  The growth

of distance learning as a means of creating

international markets for educational institutions,

emphasizing generic and transferable skills,

provides evidence of how educational practices

are contributing to and intensifying the process

of globalization. Blainey (1966) referred to this

process as ‘the tyranny of distance’. Mass

education, provided through distance learning, is

fast becoming a major vehicle through which a

global technological civilisation is being formed.
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One consequence of this can be the destruction

of local culture and expertise as programmes are

developed in one national/cultural context to be

applied in another (Rowan et al., 1997). Yet,

distance education may also be seen as opening

up new opportunities for educational access.

Bolton (1986) referred to ‘the opportunities of

distance’ as a means of overcoming ‘the tyranny

of educational distances’ and there has been a

proliferation of institutions offering access, often

to adult, nontraditional, students.

In providing access to educational resources on

an international scale, distance learning

programmes create opportunities for the free flow

of information and knowledge and for

internationally accredited certification of learning.

On the other hand, as invasions they can be seen

to weaken national initiatives to develop local

educational provision which might be better

suited to local needs.

The main impetus for the development of the

University of Sheffield’s distance education

programmes came from teachers in the Caribbean

working collectively through non-governmental

and governmental organizations to address the

shortage of trained teachers. Access to training

opportunities was made possible through a firm

foundation of collaboration between Caribbean

educators and the university. The process of this

struggle contributed to sustaining the momentum

and vitality of a shared vision. This vision was part

of a self-liberating movement where teacher-

participants were encouraged to become

ref lective practitioners through self-

empowerment generated by the struggle for social

justice and rights (Namsoo and Armstrong, 1999).

Thus began the revolutionary thought of changing

schools and, by extension, the education system

from within. In an interview with a former

first vice president of T&TUTA, Jennifer Lavia,

Conrad emphasized the importance of the

collaboration with the University of Sheffield:

The partnership between a teachers’ union, [a]

community based organization and a university,

and the focus on teachers shaping and

constructing their own professional

development, emerged as the first of its kind.

The project is evidenced by the commitment of

a people to shape its destiny in a collaborative-

consultative capacity with a highly respected

university. There is a clear policy of mutual

respect and regard for each partner in the

collaboration. The acknowledgement of the local

special educators as experts on the professional

needs of special educators in Trinidad and Tobago

has been realised through their consultative role

in the development of programme curricular and

local administration. (Lavia, 1998)

2. Distance Education and the
Commodification of Knowledge

As the world has physically contracted through

the growth of new communication and transport

networks, ‘knowledge’ has become a commodity

that is traded on an international scale. Ideas

capable of mass consumption increasingly have

value as commodities in the marketplace. To

maximize the financial returns on ‘knowledge’, it

must be produced and exported cheaply. In

consequence, local contexts, including local

intellectual and cultural life, may become

increasingly irrelevant to the dominant systems

of knowledge production. The potential is

therefore created for postcolonial dependency on

the global providers of the ‘virtual campuses’.

By contrast, the University of Sheffield’s

programmes have been built upon local

collaborations and contextualized curricula,

reflecting on-going debates about the changing

character of universities in the twenty-first cen-

tury. This work is not without its challenges.  As

Michael Apple (1996, 33) has argued:
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A democratic curriculum and pedagogy must

begin with a recognition of the different social

positionings and cultural repertoires in the

classrooms, and the power relations between

them.

This argument is applicable to the cultural

repertoires within which collaborations around

teacher education are situated. It is also applicable

to the power relationships between countries that

provide both a historical and a political context

for those collaborations and in some measure even

define them. Moreover, the globalization of

knowledge may reinforce patterns of behaviour

born of the history of colonialism which have

given rise to ‘ways of thinking’ that frequently lock

people into a dependency syndrome.

Freire (1985) has discussed the character of this

dependency on the first world and the inequality

of knowledge production as evidence of a ‘culture

of silence’. However, Freire’s argument focuses

upon institutional relations of power. It does not

deal adequately with the complexity of conflict

within the dominant societies and how this opens

up the possibility of new alliances being forged

across cultures through engagements that

challenge the culture of silence in both dominated

and dominant societies. It is at the juncture of the

local and the global that empirical analysis is

appropriate, examining the character of specific

interactions and alliances, rather than making

sweeping, universalistic assumptions about the

hegemonic character of globalization. Freire’s

argument is mistaken, both in its characterization

of the work of educators based in the first world

as globalizing (rather than as an engagement

across localities) and in undermining the role of

teachers who enter into such alliances to shape

their own professional identities.

An example of our engagement with this issue

can be seen in our use of the Educational Enquiry

Module as a catalyst for the writing of a social

history of education in St. Lucia by the current

MEd students. This history is being researched

and written using life historical methodologies and

will be published by the university in its series

Teachers Voices from the Caribbean.

3. The Changing Role of the University

Universities around the world are facing

challenges brought about by globalization and the

development of new forms of communication and

the flexible systems of access that derive from

them. The modern university can be understood

in terms of one of three models.  The traditional

university operates as a highly centralized

institution to which students attend on campus.

Other universities are taking advantage of new

technological developments to become ‘virtual

universities’ with a clientele distributed across the

world. This model remains highly centralized,

adopting common curricula.  An alternative model

to the above builds on the opportunities for

international collaboration that have arisen from

new modes of communication, whilst respecting

the integrity of social and cultural practices of the

students. Though it is acknowledged that the

globalization of educational provision through

distance learning carries its own inherent dangers

as a colonizing and controlling process, it can be

argued that developments in distance education

pedagogies do offer genuine opportunities for

engaging in collaborative, yet critical initiatives and

interventions.

Critical pedagogy must be based upon a

theoretical and practical engagement with the

politics of post-colonialism, incorporating a mutual

analysis of the lived experience of educators and

students in the different locations. When building

partnerships between ‘insiders’ and ‘outsiders’,

there is a need to identify the tensions that could

exist or might be created through the power

embedded in the university as a ‘validator of
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knowledge’. Contesting Eurocentric curriculum

content and materials is of paramount importance

to countries that have a history of colonial rule,

especially since distance education practices

could very well be frowned upon and perceived

as another form of ‘instant’ consumption, by

traditionalists who received their tertiary

education in a traditional university. The

reconceptualized university must develop both

curriculum and pedagogy which are de-centred

through the creation of partnerships. Rather than

enhancing the centre through an expansion of the

international student body (that is, more effective

marketing of the university as a virtual entity), it

is about the need to enhance international and

intercultural collaborations through teaching and

learning engagements based upon a shared vision

and mutually determined goals.

Conclusion

These are challenging issues and they do involve

tensions and dilemmas. However, we believe that

it is important to move away from a mere

structuralist interpretation of neocolonialism and

reflect upon the actual practice of educators who

are collaboratively engaged in contesting the

politics of domination using the opportunities

made possible through distance education.
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Abstract

The Government of Trinidad and Tobago recognizes that education and

training are pivotal to sustainable development, and that the need to increase

participation ratios in tertiary level education is critical. This powerful

indicator has been a major influence on the public policy initiative to launch

a National Distance Learning System in December 1998. Prior to that action,

introductory educational and enrichment programmes were being aired,

and several nationals pursued credit and non-credit programmes from higher

education institutions at home and abroad.  The launch of a Distance Learn-

ing System marked a concerted policy succession thrust to promote and

pursue the concept of lifelong learning and so increase and enrich the

level of human resource development using, especially, existing and

emerging information and communication technologies.

This paper examines the unique initiatives of the Ministry of Training and

Distance Learning to date, as the Ministry establishes a National Distance

Learning System that promotes the concept of inclusion, that provides for

equality of opportunities, and that promises to transform the country into

a learning society.

Introduction

The Government of the Republic of Trinidad
and Tobago acknowledges its obligation to
prepare its citizens to prosper in an information
economy. In recognition of the importance of
economic diversification for the survival of
Trinidad and Tobago, education and training
continue to be regarded as being of paramount
importance to national development. A highly
skilled human resource component is

determined as imperative for development in

this technology-dependent era. Distance

education has been deemed both a distinct

alternative and a logical complement to

traditional education and training methods.

In pursuit of its mandate, the Ministry of

Training and Distance Education is actively

promoting the establishment of a National

Distance Learning System that will position

Papers – Day 2
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‘managed’ by several disparate organizations and
individuals. Among these are research and
development, the identification of support
systems, programme development, acquisition
and delivery, the establishment of parameters
for the provision of courses and programmes
to the national community.

This paper will attempt to review the country’s
efforts at addressing these issues by examining
the government’s strategic intention and
objectives, its initiatives to date and its short-
and medium-term goals in establishing a
sustainable National Distance Learning System.
Since such a system was launched in December
1998, several key activities have taken place.

Research and Development

The commissioning of a needs assessment of

the secondary level and further education

leavers and also of the non-school adult

population was an early diagnostic initiative.

The result of this survey is now being used to

inform distance learning policy.

Preliminary analysis of the survey data indicates

a preference for television and print as the main

delivery modes, closely followed by video

cassette, radio and the Internet. With respect to

access to audio-visual equipment, 97 percent

of the respondents had access to radio and

television, 14 percent to computers, and 8

percent to e-mail and the Internet.

Programme Development, Acquisition
and Delivery

• The development and delivery of a

vocational skills training programme

targeted to “host home operators”, formerly

called bed and breakfast operators, was

another early initiative. This training

programme was delivered using print, radio,

Trinidad and Tobago as the regional leader in

the development and delivery of distance

education programmes and related services.

Such a system will:

• Provide citizens with cost-effective

equitable access to a range of training,

information and educational services;

• Afford priority focus to residents of more

geographically and socially isolated

communities;

• Support traditional methods of delivery by

incorporating distance learning modalities;

• Provide the technological framework and

promote the market for education and

training applications in distance learning;

• Establish a network that might be used to

initiate teachers, trainers as well as residents

in a lifelong learning stream; and

• Facilitate national development.

“The official launch of NDLS took place in

December 1998, marking the formal com-

mencement of a concerted thrust to widen

access to educational and training opportunities.

A significant element in the diagnostic and

formative evaluation that immediately followed

the launch was the formulation of a

comprehensive plan titled ‘An Overview of

Issues and Concerns in Establishing a National

Distance Learning System (NDLS), and Enabling

Action Plan 1998-2001’. A Distance Learning

Secretariat was also established with

responsibility for the administration and

implementation of the Distance Learning

Programme.”

Several key issues have been addressed as the

country embarks upon a system that is national

in scope, that already exists in various stages of

development and is being independently
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television and face-to-face tutorials as the

delivery modalities. This experience at

programme development and delivery

vividly demonstrated the need for a team

approach and an abundance of financial

resources for such a venture.

• Other non-credit enrichment programmes

are being developed to meet expressed

needs of citizens. The secondary school

survey indicated a need for assistance with

Mathematics, Spanish and Principles of

Accounts. Programmes in these areas were

developed and delivered via television.

• Delivery of enrichment programmes to the

national community utilizing broadcast

radio and television was facilitated by

agreement with international educational

institutions. Ryerson Polytechnic University

in collaboration with CJRT-FM Radio

provided a series of programmes that are

being broadcast over national radio. These

include topics such as: Entrepreneurship;

Gerontology – Aging and You;

Organizational Behaviour; Economics;

Psychology:  The Study of Human Behaviour;

Sociology: Understanding Sociology; and

Nutrition and Society.

Eleven community based distance learning
centres were established as a critical
partnership endeavour. Computer literacy
courses are being offered at these centres as a
prelude to the introduction of advanced training
utilizing a range of distant modalities.
Community residents are also able to access a
range of enrichment programmes provided on
video and through the broadcast media – radio
and television.

Graduates of the computer literacy programme
access online training courses in such areas as
SAT Preparation, A+ Certification, Networking
Essentials, Mathematics and Grammar Skills.

This is another attempt at preparing nationals

to embark on distance learning programmes for

credit.

The Distance Learning Secretariat continues to

explore other partnership agreements with

internationally credible distance learning

programme providers, with a view to

establishing provider partnerships for local

delivery of programmes that are culturally

relevant.

Partnerships

The Distance Learning Secretariat recognizes

the importance of forging partnerships with

local, regional and international stakeholders

(both public and private sector) for project

funding and implementation. This will afford

nationals the opportunity to participate in

national skills and educational upgrading. The

following partnership initiatives have been

explored:

Local Partnerships

• Local community organizations, to establish

community based distance learning centres.

• Shell Trinidad Limited and Computers and

Controls Limited, with respect to

programme delivery and acquisition.

• B.P.  Amoco, in the establishment and

operation of a rural community based

distance learning centre.

• The Telecommunication Services of

Trinidad and Tobago (TSTT), for the

provision of initial Internet facilities at the

community based distance learning centres.

Recognizing the need for a national information

highway that utilizes a broadband network, the

Government of Trinidad and Tobago effected a

Memorandum of Understanding with a
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nationally registered company to finance the

construction and operation of a nationwide

digital wireless network to assist in the

establishment of twenty-five virtual classrooms

in the country. The government will be afforded

free access to the network to provide distance

learning content and transmission.

Regional Partnerships

The Inaugural meeting of the Education Satellite

(EDSAT) Americas Technical Team was co-

hosted by the Government of Trinidad and

Tobago in Port of Spain, on April 22 and 23, 1999.

This team was established to formulate a

proposal for a largely satellite-based distance

education system and common infrastructure

to link education and health care institutions

across the countries of the hemisphere. A

standing committee continues to monitor

implementation of the results of the initiative.

International Partnerships

• The International Telecommunication

Union (ITU) funded a visit to distance

education institutions in Canada for the

acquisition of quality information useful in

the development of strategies to advance

distance learning in Trinidad and Tobago.

• The Distance Learning Secretariat, in

collaboration with the University of the

West Indies Institute of Business and Design

For Learning International, a British

organization, co-hosted a conference,

“Distance Learning: A Caribbean

Perspective”. The overall objective was

to demonstrate distance learning method-

ology, support systems and materials

and to involve national stakeholders in the

development of action plans for imple-

menting the system.

• The Ministry of Training and Distance

Learning continues its quest to forge

partnerships with international

organizations such as the United Nations

Education Scientific and Cultural

Organization (UNESCO) and the

Organization of American States (OAS).

Support Systems

A number of agencies have been identified to

support a system that is national in scope as it

discharges its mandate, including the

following:

• The National Library and Information

System Authority.  The Ministry of Training

and Distance Learning held a sensitization

session for librarians at the launch of the

National Distance Learning System. NALIS

is also involved in planning sessions at the

ministry. Electronic databases library

services are available through the library

services.

• The National Training Agency has a role in

the accreditation of programmes.

• The National Broadcasting Network, which

provides programme delivery via the radio

and television.

• The National Information Systems Centre,

which provides training, maintenance and

support for the computer literacy

programmes.

• The Government Printery – a valuable

support for materials production.

• The Trinidad and Tobago National Distance

Learning Association, which is due to be

launched in September and also provides a

forum for distance learning professionals to

inform the direction of the national system.



217

• Proposals are currently being developed for

the establishment of a Teaching and

Learning Technologies Laboratory and a

Centre for Innovation in Teaching and

Learning.

Policy Issues

The Ministry of Training and Distance Learning

recognizes the vast categories of public policies

and a range of specific issues that continue to

be addressed in order to position Trinidad and

Tobago as a regional leader in distance learning.

Management of the System

To this end a Cabinet-appointed Management

Committee has been established to oversee and

monitor implementation of the distance

learning programme, and to serve in an advisory

capacity regarding the operations of the

National Distance Learning System. The

membership of this committee is representative

of major stakeholders of the education system

– the Ministry of Education, the University of

the West Indies, the College of Science

Technology and Applied Arts of Trinidad and

Tobago, the Office of the Attorney General, the

Ministry of Finance, private sector distance

education providers (ROYTEC), and the

telecommunications sector.

Access

Meeting student demand: The establishment of

community based distance learning centres and

virtual classrooms will ensure that all citizens

have equitable access to appropriate

programmes.

Institutional strengthening/capacity building:
Developing a cadre of qualified professionals

to guide the instructional process is critical to

the acceptance of distance learning and quality

assurance in content development and delivery

as well as the management of the national

system. Provision has been made for continuing

training in distance education for all categories

of staff through participation in training

programmes, staff attachments, sourcing short-

term consultancies and the like.

Costs/provision of resources: Whereas distance

education may make it possible to expand

education without investment in buildings, it

needs a higher investment in course

development and the technological

infrastructure necessary to facilitate distance

delivery.  The provision of material resources to

facilitate distance learning is made from public

funds. Budgetary commitment is enshrined.  Any

fee reduction realized as a result of negotiations

with education providers (the Distance

Learning Secretariat will perform some

administrative responsibilities for the providers

on exchange for a reduced fee structure) will

be transferred to the student to ensure that

education is not only accessible, but affordable.

Distance Learning for ‘All’ of Education

Given the number of nationals with incomplete

secondary level certification, as well as students

who are inadequately prepared and require

remediation, distant learning modalities would

be instituted to augment universal access to

educational opportunities and improve

participation ratio particularly at the tertiary level.

The establishment of virtual classrooms in

secondary schools, community colleges, and

teacher training institutions will ensure that all

education in Trinidad and Tobago will be

delivered in a dual mode in the not too distant

future.
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Distance Learning Ownership

Intellectual property rights, copyright and

royalties are major issues for distance educators.

It is proposed that the government will invest

in distance learning course development.

Legislation will be enshrined to define

ownership and royalty rights of distance

learning materials and courses and ensure that

all materials developed with government

funding will be available to all institutions for

use at minimal cost.

Technology Infrastructure

Recognizing the pivotal role of technology in

distance learning delivery, the core component

of an infrastructure network will be provided

by the state. The government is providing the

technological infrastructure to facilitate distant

delivery.

Engaging distance modalities for education

delivery necessitates access to technology by

both students and instructors. Making

technology a requirement necessitates financial

support. Computer loan facilities have been

provided.

Student Services

• A National Resource Facility is being

developed at the Secretariat to provide a

distance learning walk-in Educational

Information Centre that employs television,

computers, video and print modalities.

• The creation of a web site – www.dls.gov.tt

is an essential service.

• Budgetary commitment has been made for

the engagement of a student support

services coordinator.

Distance Learning Projections

The Ministry of Training and Distance Learning
sees the way forward to a sustainable distance
learning system being in the direction of:

• Continuing partnership initiatives with
public and private educational institutions,
private sector companies and quasi-
governmental agencies to promote
entrepreneurship, national skills develop-
ment, literacy, enhance rural educational
upgrading and training in entrepreneurial
activities.

• The utilization of distance learning
modalities to fuel national education
approaches – formal, non-formal, public and
private, to facilitate retraining and human
resource development for social and
economic development.

• Comprehensive studies to inform distance
learning strategies and approaches and
influence policy succession regarding the
adoption of appropriate new technologies
and management systems.

• Comprehensive strategic and operational
planning involving all major national
stakeholders.

• Aggressive staff recruitment, training and
development.

• Establishing of a distance learning standards
body.

• Fostering locally developed programmes for
cultural development (private and social),
as well as for certification.

• Exploring with local, regional and
international information technology
industries and educational institutions
the development of a learning technologies

industry for domestic and export purposes.

• Development of industries in the advanced

training technology sector, which will profit
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from the innovative environment, trained

staff and advanced telecom infrastructure.

Conclusion

The distance education initiative of the Ministry

of  Training and Distance Learning is an attempt
to improve educational opportunities for the
Trinidad and Tobago citizenry. The distance
learning innovation is intended to facilitate
lifelong learning, thereby fostering national

growth and development.
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Abstract

As we venture into the twenty-first century, it is becoming increasingly

clear that our ability to cope with the rapid changes and challenges brought

on by the new information age at both the micro and the macro levels will

become the primary measuring stick for success. These changes were

dominant during the twentieth century and will continue to dominate our

lives in the new millennium. Education is one sector that has been impacted

by these developments. The acquisition of knowledge has become a central

theme of development both for the individual as well as for society at large.

In response to this, many countries have placed a high priority on attaining

higher and higher levels of knowledge through widespread education and

training as one means of empowering their people in order to cope

effectively with these changes. There is therefore the need for greater access

to educational provisions by introducing more self-directed and more

flexible approaches to learning, so that a broader cross-section of the

population can benefit. The call is for distance education to address these

issues.

This paper attempts to address the role of distance education as one of the

major means of providing the opportunity to equip the population of the

Turks and Caicos Islands to deal more effectively with these new challenges.

Some of the main issues that can impact upon the successful delivery of

such a programme are addressed. The paper addresses certain pertinent

questions: What is distance education? What benefits can accrue to the

Turks and Caicos Islands? A primary concern has to do with the scattered

nature of the islands and how effectively distance education will help in

unifying these islands. There is also the question of management and funding

of the process. Unashamedly, the paper may offer more questions than

answers.
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Introduction

Several studies (Miller et al., 1994; Hamilton,

1998; Ellis, 1999; and Ministry of Education,

1999–2004) have spelled out the need for the

Turks and Caicos Islands (TCI) to provide a

higher level of training for its people to meet

the growing employment demand brought on

by an upsurge in economic activity as a result

of developments in tourism, off-shore banking

and construction. These studies also revealed

that the country is not producing the quantity

or the quality of highly skilled workers to

effectively manage this upsurge in growth and

development.

While addressing these fundamental challenges,

we have to ensure that the majority of the

indigenous population is sensitized to the

changing landscapes and that they are equipped

with the skills and expertise to deal effectively

with them. The paper will examine the role of

distance education as the primary instrument

that can help to equip the population with the

necessary skills, knowledge and dispositions

which will enable them to transform the

economy more profoundly.

It will also address certain fundamental

questions such as: What is distance education

(DE)? What benefits are derived from it? To what

extent is DE addressing the needs of the TCI?

What strategies can be employed to ensure that

the islands reap maximum benefits from DE

initiatives? The paper will examine some of the

DE initiatives in the TCI in addition to some of

the critical issues associated with it. Some

prospects for the future will be highlighted as

a means of revitalizing interest in DE. It is hoped

that these will help in some way to influence

policy guidelines in light of such initiatives.

As we venture into the new millennium, the TCI

will have to think more critically about nation

building and sustainability. It will therefore mean

providing greater access to DE so that more

people will have ready access to quality

education at a more affordable cost.

What Is Distance Education?

Hedge (1996) states that DE is exciting,

challenging and here to stay. He also sees it as

representing opportunities for continuing

education that further enhance the notion of

life-long learning. It provides the opportunity

for self-directed and independent learning. It

also represents a flexible mode of learning for

students, particularly the working adult

population who cannot afford to commit to full-

time studies because of their work schedules

and other related responsibilities.

Hedge (1996) also sees DE as learning in an

environment in which tutors and learners are

not, for the most part, in a face-to-face situation.

This definition challenges the traditional ‘talk

and chalk’ model of learning. This is why

‘openness’ and ‘flexibility’ are terms that are

synonymous with DE.

Holmbery (1982, 27), cited in Hedge (1996, 15),

makes the point that “distance learners are not

under continuous immediate supervision of

tutors present with their students in lecture

rooms or on the same premise”. This statement

tends to suggest a self-directed, independent

approach to learning. It also suggests a type of

environment in which the learners are relaxed

and comfortable, thus setting the kind of climate

that is conducive to learning. It shifts the

emphasis from teaching to learning. The

individuals “learn how to learn” as they progress

through their course of study. It also describes

a shift towards a more ‘learner centred’

approach to the delivery of education (Martin,

1997). It also provides the flexibility needed to
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tailor education or training to the specific needs

of employers and employees.

DE is a natural choice because it enables

colleges and universities to deliver programmes

and services where employees and students are

located, regardless of how remote or disperse

they may be (Keegan, 1996; Chute and Gulliver,

1999).

Distance Education Initiatives in the
Turks and Caicos Islands

Prior to the setting up of the University of the

West Indies Distance Education Centre

(UWIDEC) in the TCI, the University of the West

Indies (UWI) administered the Certificate in

Public Administration (Challenge Scheme) in

partnership with the Government Staff Train-

ing Unit. Lecturers from the UWI visited

periodically to teach the programme. This took

the form of face-to-face interaction in a

traditional way where lectures were given,

participation encouraged and materials relevant

to the course were disseminated. At the end of

the semester, formal examinations were written.

The papers were sent to the university for

marking. On successful completion of the

course, formal certification was awarded to

candidates.

In addition to this programme, the Institute of

Management and Production in Jamaica, the

Barbados Institute of Management and the Civil

Service Training College in the United Kingdom

were invited by the Staff Training Unit to run

short courses in Management for Middle and

Senior Managers in the Public Service.

These courses ranged from three days to two

weeks and were primarily geared towards

upgrading the skills and content base of

personnel, thereby helping to improve

efficiency and productivity in the workplace.

However, many of the persons who benefited

from this level of training were reluctant to

share the new knowledge they obtained with

their colleagues in the workplace. A lack of

accountability resulted in information not being

disseminated.

UWIDEC is currently the main provider of DE

in the islands. The programme started in

September 1998 on Grand Turk and

Providenciales. The University Centre is located

on Grand Turk. In 1999, the programme was

extended to South Caicos. Students are currently

pursuing certificate and degree level courses

in Business Administration, Public Admin-

istration and Management Studies. The number

of applicants for these programmes is increasing

annually. This is a clear indication that

individuals are recognizing the need for higher

education to unlock their potential for growth

and development.

UWIDEC has its headquarters at the Cave Hill

campus in Barbados with offices at the other

two main campuses. The site in the TCI is

administered from the Mona campus in Jamaica.

UWIDEC is responsible for facilitating the

planning, preparation and implementation of DE

programmes and services offered by the

university.

A site coordinator is appointed by the university,

with responsibilities for the administration of

the programmes and recruitment of staff locally.

Local tutors assist with the face-to-face delivery

of the courses since teleconferencing facilities

are not yet in place. UWIDEC is developing and

delivering quality programmes by distance to

the TCI which is a noncampus territory and in

so doing, it is meeting some of the higher

educational learning needs of the islands

far more cost-effectively than if students had
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to pursue the same kinds of training overseas.

With the coming of UWIDEC, it is anticipated

that the critical issues in DE in the TCIs will be

more adequately addressed. The paper will now

focus on some of these issues.

Critical Issues in the Development of
Distance Education

There are a number of critical issues that are

associated with the effective delivery of DE in
the TCI. I will highlight those which, in my view,

are seen as more pronounced. They include the
geographic and demographic features of the

islands, attitudes and administration and
management problems.

Geographic and Demographic Problems

The TCIs comprise approximately 43 islands

with an estimated population of 12,000 people
(1990 Population Census). Nine of the islands

are currently inhabited. With the alarming
growth of the economy, the population is

currently estimated at around 24,000 people
(Standard of Living Assessment Report, 1999).

It also estimates that approximately three-
quarters of the population reside in

Providenciales, which is the main hub of
economic activity. The disperse nature of the

islands results in duplication of resources.

Territories with small populations, such as the
TCI, can help to minimize the provision of

structures for the effective delivery of DE.
Thompson (1982) makes reference to this and

he also notes that particular attention needs to
be paid to the economic feasibility of DE

programmes and the ability of a small state to
sustain them. This is why Chute and Gulliver

(1999) tell us that when a small state (like the
TCI) is implementing such programmes, it

should build its course development capacities

in a manner that makes adaptation of existing
elements to new education needs and training
possible.

Travel between the islands is costly since the
main means of transportation is by air. Most of
the in-service training by the Department of
Education is conducted on Grand Turk (the
capital). Participants have to travel from the
various islands to attend such training. In
addition, they have to be accommodated for the
duration of the training. With such high cost
involved, very little in-service training is
undertaken. On the other hand, in the absence
of regular in-service training, individuals are not
generally kept abreast of new developments in
their specialist areas.

Attitudes are driving forces behind the
successful implementation of new initiatives.
There are serious attitudinal problems in the
islands. One such problem is that some adults
do not have much faith in the DE initiative.
They still believe that proper qualifications can
only be obtained through the traditional
classroom approach. There are some who
believe that this approach is superior to the DE
model. This could be one of the reasons why
there is a constant ‘drop out’ rate on DE courses.
Some students complain that the workload is
unmanageable, difficult and time consuming.
Others argue that the lack of library facilities
denies them the opportunity to have ready
access to information.

There are students who are of the view that
the government is obligated to finance their
studies and if such funding is denied, they
usually opt to discontinue their studies rather
than explore the possibility of acquiring funding
from other sources. Few take the initiative to
finance their studies privately.

There are others who do not see any benefits
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deriving from education. Ellis (1999) notes that

there seems to be a general lack of motivation

and interest in continuing education among

significant numbers of the population. She also

recognizes that many young school leavers

prefer to join the workforce with the

expectation that this will bring them a sense of

financial independence. She emphasizes the

seriousness of this attitude by quoting one

person in the islands as saying:  “You don’t need

no set of education to get a big job, it is who

you know. Plenty people in big positions not

educated” (p.15). This response is a clear

indication of the value that is being placed on

education by some locals. It tends to suggest

the ease with which they can obtain jobs.  There

are instances when people are given jobs as a

result of political patronage. It generally has

nothing to do with their level of academic

qualifications or their ability to perform on the

job.

Studies by Bizzocchi (1996) and Gallagher

(1995) show that increasingly students are

taking the necessary steps required to improve

their learning with the access to online courses

and the availability of computers at reduced

prices. There is the need for a more extensive

review and re-orientation of this mindset in the

TCI which goes beyond the scope of this paper.

Administration and Management

Historically, the dispersed nature of the islands

has given rise to island segregation and

discrimination. Since Grand Turk is the capital

and centre of government, it is generally

believed that it should also be the centre of

academia. This attitude severely hampers the

expansion of programme development in the

family islands and it also contributes to further

entrenchment of the resentment and animosity

among the respective islanders (Caribbean

Development Bank Draft Report, 1997).

When UWI proposed the establishment of a

distance education centre in the islands, Grand

Turk and Providenciales were suggested as the

two sites. In keeping with their policy, the

government agreed that a centre be established

on Grand Turk only. There are people in the

family islands who are reluctant to leave their

jobs and come to Grand Turk to study. Limited

employment opportunities on Grand Turk do

not warrant them doing this.

Some administrators have acquired their

positions as a result of the number of years they

have spent in the public service. Many of them

do not possess the qualifications required

for the specific job. As a result, they feel

overlooked and insecure when younger persons

are given the opportunities to pursue further

training. They also feel that they would be direct

threats to their jobs so they employ certain

strategies to deny them the opportunity to

pursue training.

Job promotion and training opportunities are

generally a reward for political patronage. Little

emphasis is placed on acquiring the appropriate

qualifications to enter jobs in the public service.

It is quite common to hear administrators admit

that the government does not pay for

qualifications. This raises concern as to the

quality of performance by persons in the public

service who lack the appropriate training and

qualifications.

Some administrators also believe that quality

education can only be obtained overseas rather

than at the local community college. It clearly

demonstrates a total distrust in the local

educational system. In cases where programmes

are not available locally, they tend to employ

tactics to prevent employees from pursuing

such programmes overseas. Little effort is made

to ensure that such programmes are made
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available through the college because of fear

that too many people would benefit from higher

levels of training. To them, knowledge is power

and the more they can suppress the acquisition

of it, the more control they will be able to

exercise over their subordinates. Even in remote

situations where persons get the opportunity

to pursue undergraduate studies overseas, on

their return they are generally exposed to such

frustrating situations that they are forced to seek

employment in the private sector. There is an

urgent need to sensitize administrators to

develop close collaboration in the workplace

to further enhance relationships and

performance of employees.

With its small size and population, it is necessary

that the TCI create a culture of learning (Quicke,

1999). This culture of learning should be both

lifelong and pervasive across all sections of the

population. It requires continuity and

coherence across all phases of the education

system. The next section of the paper seeks to

address the extent to which this is possible.

Prospects for the Future

There are several strategies that can be used to

promote DE in the islands. Because of

restrictions on this paper, I will highlight just a

few. These include the role of technology,

structured student support services, and

progress through partnership. These strategies

can help to maximize teacher resources,

facilitate improvements in the delivery of

education and meet the learning needs of an

ever-widening student population.

The Role of Technology

There is an exorbitant cost associated with the

present provision of training in the islands, given

their scattered population, geographic distances

and a heavy reliance on expatriate labour in

many key sectors of the economy. The Five-

Year Education Development Plan (Ministry of

Education, 1999–2004) notes that it costs the

government approximately US$400,000.00

annually to sustain the number of expatriate

teachers in the system. This does not include

other expatriate contract workers. In addition,

the Plan notes that the government also invests

some US$1.5 million annually on overseas

scholarships.  As a result, a significant portion

of the budget is allocated for training and

remuneration of expatriate staff.

The rapid expansion of the hospitality industry

on Providenciales has given rise to a rapid

increase in population on this island, resulting

in the need to provide more educational

opportunities so that the indigenous population

can be better equipped to take on leadership

roles and responsibilities (Caribbean

Development Bank Draft Report, 1997).

Technology is best suited to serve these

needs.

Video-conferencing facilities with computer

support systems should be installed on all of

the islands to better serve the educational needs

of the respective communities. The college can

be the main educational facility to which all

other workstations in the family islands will be

connected. With the use of these facilities, more

students will be able to benefit from courses

and workshops not only for academic purposes,

but also for in-service training. These facilities

will significantly reduce cost. Individuals can

meet at the respective centres located on each

island and interact as if they were in a face-to-

face situation. In the case of lectures, the college

will be able to facilitate individuals in all the

islands simultaneously. Instead of having a

lecturer for each course at each location, only

one person per course will most likely be

required.
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In the case of individual islands with small
populations, they will not be denied the

opportunity to participate in a particular course
of study because of a shortage of students or

because of a lack of available teachers or
trainers. Since all the islands will be connected

to the system at the same time doing the same
course, where there is a fall in numbers at one

site, it will be offset by increased numbers at
other sites. If a person is transferred to work in

another island, his or her education does not
have to be discontinued because the same

facilities and opportunities will be available on
all islands.

These conferencing facilities will also allow

locals to participate in workshops in other
Caribbean countries without having to leave

home, thus contributing to further cost
reductions and solving the problem of the

absence of individuals from their workplaces
for extended periods of time. It will, however,

require additional physical infrastructure to
be put in place to facilitate the process. The

various high schools in the islands can be
equipped to functions as centres. The centres

can be fully utilized by allowing the primary
and high school students to use the facilities

during the day and the adult population can
have access to them during the evening.

Despite these obvious benefits, the concern as

to whether this technology is contextually and
culturally appropriate to facilitate the training

and educational aspirations of the people needs

to be examined more closely.

Structured Student Support

The development of DE in the islands will have

to facilitate a wide cross section of the

population. The first step that is needed is for a

major public information campaign to sensitize

the population to the importance of DE (Chute

and Gulliver, 1999). Extensive use of the media
(both electronic and print) will have to be used
in this awareness campaign. Courses that are
developed will have to be user-friendly and
adapted to the respective needs of the
individuals and the community concerned in
order to encourage people to participate. The
language and forms of expressions should also
be a reflection of the culture of the society. The
success of this initiative will significantly
depend on the extent to which people can
easily identify with the courses that are being
offered.

Tutors will have to be appointed at the
respective centres to provide the necessary
support and encouragement to students. With
this approach, the role of the tutors will have
to be redefined. Tutors should be facilitators of
interactive learning and provide guidance and
timely feedback on work for students. They
will also have to work with the students from
initial enrolment to completion of their
programmes, encouraging them not to drop out.
It is anticipated that this will encourage a higher
level of enrolment and participation on the part
of students.

Different levels of entry matriculation and
different instructional techniques are essential
in order to facilitate mature students. The
traditional three-hour ‘mind bugging’
examinations should not form an integral part
of the assessment process.

Adequate electronic libraries are essential to
support this initiative so that students can have
ready access to the World Wide Web to obtain
information to assist them in their research
work. Student orientation and tutor training are

essential for continuity of this initiative.

In an age of scarce resources and emphasis on

collaboration, ‘partnerships’ have become a
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popular concept in further education.

Partnerships are essential for the

implementation and sustainability of DE in the

TCI. No single entity has the resources (financial

or human) to function independently. In order

for this initiative to survive, it will require joint

government/private sector partnerships. These

partnerships can be established by the

government introducing the kinds of legislation

that will require investors to make annual

financial contributions to the advancement of

education in the islands. On the other hand, the

government can assure them that certain tax

incentives will be offered for their corporations.

In order to further facilitate these partnerships,

the private sector should also be encouraged

to use the available facilities and resources to

assist in the training of their own staff. Chute

and Gulliver (1999) make the point that

organizations must train and retrain their

employees in order to increase their knowledge

base. This is essential because knowledge is

viewed as a corporate asset and the sharing of

knowledge is a key to future competitiveness.

To further facilitate this process, the local

college with its faculty, expertise and

instructional experience can award credits and

certificates of achievement on completion of

programmes to the participants. The private

sector can also help with providing technical

assistance and personnel to assist in the train-

ing exercises. They can also assist with the

provision of scholarships, purchasing of new

technology and upkeep since such technology

is not cheap.

In a rapidly changing educational environment,

colleges and universities must expand their

‘markets’, find new students or ‘consumers’ for

their ‘products’ and develop new products

geared to the needs of these new consumers.

Partnerships are emerging as an efficient and

effective means to achieve these objectives

(Chute and Gulliver, 1999; Perry and Ball, 1998).

Chute and Gulliver (1999) also state that

partnerships will help to break down the

barriers of understanding and communication

between academia and the workplace. As a

result, it will go a long way in helping to fuel

innovations.

Despite these positive benefits, Chute and

Gulliver (1999) also note that there are

difficulties with such partnerships. They argue

that partnerships require a great deal of effort

and willingness to compromise on the part of

each partner. They also note that there needs

to be clear, commonly understood expectations

on the part of all parties and that

communication is an important element in the

success or failure of such initiatives.

Some private sector organizations are primarily

profit driven rather than developmental

oriented. It will therefore require serious

commitment and collaboration from both

sectors for any such initiatives to work

effectively. These joint initiatives can help in

providing the TCI with a high-powered, skills-

oriented workforce to meet the needs of the

expanding economy (Hamilton, 1998).

The present growth and expansion of the local

economy in the TCIs has prompted the need

for additional skills through the delivery of

quality education so that its citizens can fully

grasp the opportunities presented for national

development (Miller et al., 1994; Hamilton,

1998). The paper notes that despite the

geographic and demographic features of the

islands, these factors should not inhibit our

attempts to provide quality education that is

central to policies on national development.

The paper also makes reference to certain

challenges that the TCI face in their efforts to



228

successfully deliver educational programmes. It

suggests that technology, student support

services and joint government/private sector

partnerships are extremely effective in

providing the necessary training in order to

meet the needs of the society.

Some alternatives have been suggested as a

means of facilitating these initiatives.  The paper

also shows how successfully these alternatives

have worked in other territories with similar

experiences to the TCI (Thompson, 1982;

Caribbean Development Bank Draft Report,

1997).

As we attempt to unlock our potential in the

new millennium, technology will continue to

influence our lives. The TCI has to provide the

necessary facilities and opportunities for such

potentials to be realized. If not, we will find

ourselves being left behind (Ellis, 1999). We have

to realize that mere size is neither a

measurement nor is it an inhibiting factor

towards our success. The challenge will be for

our institutions to keep pace with learner

demands as innovators make more options

available and geographical barriers begin to

dissolve (Martin, 1997). We have to be able to

compete globally if we are going to prevent

ourselves from being engulfed by the major

world powers. In order to compete successfully

in this global marketplace, it will require that

our people be adequately trained. Budgets

should keep pace with the upgrade paths in

technology and new options should be

considered. Policies should be flexible to

accommodate and facilitate the necessary

changes. Effective transition to these new

options will require a rethinking of

organizational priorities and structures. The

challenge is for the TCI to keep pace with these

new demands. It is suggested that distance
education can provide the kinds of training that

is required for the TCI to keep pace with new
innovations in the new millennium. It will also
empower people and bring about the kind of
mind-set that will enable them to be better able
to deal with the new challenges.
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Bahamas 2000

The Bahamas, with an estimated population of
300,000 spread over some twenty-two inhabited
islands, has always had elements of distance
education. Students on remote cays were
educated by correspondence and educational
broadcasts were introduced as early as the
1950s. Face-to-face courses were supplemented
by media, whenever available.

In 1985, the Organization of American States
(OAS) helped to fund a joint College of the

Bahamas/Department of Education Pilot Project

using distance methods. Programme developers

researched existing models for distance

learning, designed and wrote ninth-grade level

courses in Language Arts, Maths, Science and

Social Studies, and piloted the courses over a

period of two years. These courses are still

used by the College of the Bahamas to re-

mediate students with borderline entrance

requirements.

In 1992, the Bahamas hosted a conference

sponsored by the Commonwealth of Learning

on delivering technical/vocational education

Distance Education: Bahamas 2000

Mik Bancroft

Education officer (distance education),
Ministry of Education and Youth, Bahamas

Abstract

The geography of the island nation of the Bahamas (twenty-two inhabited

islands) and its scattered population have made distance education a viable

option for the provision of education to the almost 50,000 students in

more than 160 schools. The ability of the government to ensure quality

and equity in education for all is seriously affected by the need to duplicate

infrastructure and resources on each island. Not only will distance education

enable us to respond more adequately to the challenging demands for

tertiary education, but it will also allow us to address upgrading and

retraining issues. In addition we can offer access to sound secondary

education to those students living on the more remote islands and cays.

The demand for higher education in the Bahamas has always exceeded

availability, so elements of distance education – correspondence courses,

educational broadcasts and offshore programmes – have generally been an

integral part of our educational system. This paper presents a brief over-

view of distance education initiatives undertaken in the Bahamas during

the past 20 years. It examines existing programmes and gives the projected

way forward, focusing on adult education and “at risk” populations on the

Family Islands as well as New Providence.
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using distance education methods. The

delegates considered how lecturers who are

competent in the content area may be trained

in professional education methods, using

programmed learning and criterion-referenced

assessment methods “borrowed” from

educational institutions in Canada.

Until a few years ago correspondence courses

were still available, perhaps more organized

than before. There were educational radio

broadcasts for an hour every school day.  These

programmes, with the occasional TV special,

informed the public and supplemented

the curriculum. Audio- and videotape facilities

were provided to capture broadcast material

and place it in the hands of the classroom

teacher. There was borrowed programmed

learning for professional development.

In the last decade or so, the Ministry of

Education and Youth has placed renewed

emphasis on providing quality and equity in

education for all.  The use of a more structured

approach to distance learning was given

prominence, particularly as more than 100 of

the 163 government-owned schools are located

in the Family Islands. Cable Bahamas, with its

modern communications infrastructure, opened

up a range of possibilities for delivering quality

education to students of all ages on the remote

islands and cays. The capability to supplement

existing face-to-face programmes using distance

education methods has been immensely

improved.

Radio broadcasts and audiotapes are still, by far,

most readily accessible to a large majority of

the population, but advances in technology have

enabled us to extend the range of options for

delivering distance education, in order to

improve student performances in key subject

areas and to provide professional development

and retraining opportunities for teachers. The

Ministry of Education and Youth is currently

undertaking a number of distance education

projects:

• The “A Time for Education” radio programme

targets lower primary students and

preschoolers during the school day, and

includes the wider community in its

audience later during the day.

• The Technical/Vocational Unit of the

Department of Education, in collaboration

with the Commonwealth of Learning, has

implemented a training programme for

teachers. Enrolment includes teachers from

Andros and Abaco, as well as from New

Providence.

• The Ministry is using a fully equipped

mobile studio to produce a series of

videotapes of master/senior teachers in the

classroom. This “best practices” project will

expose teachers to subject content and

current strategies and techniques for

professional development, while

supplementing the specialist subject areas

for students in schools where specialist

teachers are not available.

• A dubbing centre produces copyright-free

material for teachers on demand. Cable

Bahamas transmits many programmes that

are copyright-free and videotapes for

supplementing lessons are available in many

subject areas. Many teachers, particularly

those on the Family Islands, find these quite

beneficial.

• A virtual Maths programme, which focuses

on grades seven to nine, is being piloted this

September.  The course will be available

on the Internet and also on CD-ROM, and is

designed as a stand-alone or teacher-assisted

programme.
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• A technology integration project is being

implemented in primary schools, to

familiarize students with the Internet and

computing hardware that will enable them

to progress faster in the future.

In September 2000, the Ministry will have its

own dedicated satellite link to the Internet and

by April of 2001, twenty-seven primary schools

and twenty-three secondary schools will be

linked to it. Twenty-seven satellite up/down-

links throughout the Bahamas to resource

centres and schools will make research easier

and quality education by distance will be within

the reach of the vast majority of school students

and adult learners in the Commonwealth.

Although it is expected that our distance

education initiatives will be technology driven,

in our efforts to allow “at risk” sectors of the

population to learn at their own pace

opportunities to use print and other “low-

tech” media will continue to exist. The

immediate focus is on a comprehension

textbook, emphasizing independent and

individualized learning using indigenous

resources. This will be piloted in primary

schools starting in September of this year.

The phasing in of modern technology to the

primary schools will allow us to customize

existing instructional programmes, to provide

culturally relevant and socially acceptable

content for use in distance learning.

The Bahamas realizes that educating a society

comprised of small communities is fraught with

a number of challenges – the provision of

trained, highly skilled manpower in adequate

numbers, the appropriate, necessary

infrastructure and, of course, financial support.

Nonetheless, it remains firmly committed to

ensuring that as many citizens as possible are

given the opportunity to become productive

members of society.
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No two countries have introduced distance

education (DE) necessarily for one and the

same reason. The UK Open University was

established to provide a second chance to those

who had, for whatever reasons, missed their first;

Fern Universitate in Germany introduced DE to

counter falling registrations in higher education;

while in India the major arguments were

economic, the need for mass education and the

tyranny of distances.

Generally, persuaded by its significant features

of economy, conquest of distances and mass

application, states in the developing world

favour it as the ultimate solution to their

educational problems. Seemingly, in contrast

with the case of large states, small states with

small populations, short distances and the

tendency of reaching saturation levels in short

periods of time cannot justify adopting DE

on those very grounds. The explanation for the

rise of DE in such states may variously be

attributed to the glamour of going with the

slogan and jumping onto the bandwagon, falling

in line with the directives of funding agencies

that tag DE components to their educational

projects or, as in certain cases, to some

situationally relevant arguments. It is therefore

not unusual for most of the small states engaged

in DE to question the rationality of their

decisions and/or activities at one or the other

stage in the process. At times the authorities

themselves raise these questions, and then there

are field operators within the system who raise

them and in many cases, convinced of the

defiling role of DE, even work for sabotaging it.

This is what may be termed the state of

DYSTOPIA. Obviously, we are still in need of a

Dystopia to Utopia and Beyond:
A Case for Distance Education (DE) in Small States

Badri N. Koul

Director, the University of the West Indies
Distance Education Centre, Cave Hill, Barbados

Abstract

Political favour for, and cost-effectiveness of, distance education (DE) has

introduced it everywhere, including small countries, which find it difficult

not only to justify it, but also to assimilate it within their traditional

educational systems. Consequently, though they would like to, they do not

manage to exploit the full potential of the DE methodologies at the actual

operational level, whatever the technology. This paper presents a critique

of the UWI distance education operations, both in terms of their history

and what obtains today. Following on that, it outlines the present

environment and proposes a utopia of distance education for the

anglophone Caribbean. So long as the proposal remains on paper it remains

a utopia. Transforming it into a reality demands imagination and action!
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strong and robust argument for DE in small

states, so that once introduced it is not stifled

but exploited proactively to its full potential.

It is true that, as in countries like India, small

states cannot reap economies of scale in their

DE operations, equally valid is the point that

distances are no real problem in such places,

nor is mass education such a burning issue as it

may be in places like Indonesia, Bangladesh,

Brazil or Egypt. Notwithstanding the apparent

inapplicability of these classical arguments in

their case, small states do need DE in no

uncertain way.

As has been said, we never know what a

newborn baby will do and achieve, so with an

innovation! The classical arguments had their

best currency in the late ’60s and ’70s, and hold

good for large countries even today. In the mean

time, however, the educational environment has

changed significantly, mainly due to advances

in communication technologies and partly due

to a better understanding of educational

transactions, and the classical arguments for DE

have manifested in new forms and on new

grounds. Economies of scale through DE

operations have become relevant for all,

including small countries, in view of the

possibilities of collaborations among different

institutions from different countries, different

institutions within the same country and among

different faculties and/or modes within the

same institution. The issue of distance is no

longer seen only in terms of hundreds and

thousands of miles, instead it is now conceived

in terms of the ease and the time one may take

in transferring information, volumes of text/data,

voice and/or images from one point to the other,

be it across oceans and mountains or within

the boundaries of one and the same town or

building. And the size of the population in

need of education may not be seen in terms of

the gross numbers and the institutional

registrations only. Contrasting with the

percentage of students, in the relevant age

group, engaged in higher education in advanced

countries, developing countries show dismal

statistics. Roughly, anywhere between 96

percent and 84 percent of the aspiring young

populations in the latter have no access to

higher education. The classical arguments for

DE do stand in the case of small states too.

In addition, DE practices over the past three

decades have shown the possibilities of its

pervasive inf luence, its f lexibility for

customizing education for varied student needs

and dovetailing with face-to-face teaching, its

potential for promoting equity in educational

dispensation and penetrating conservative

cultural environs in the process of educational

globalization and its responsiveness, as well as

sensitivity, toward technological advances to the

extent that it is seen as the mode of the next

century. Small states can neither avoid it, nor

do without it.

Evening and part-time teaching-learning

transactions can, in most cases, be assimilated

within DE operations, overcrowded classes can

be rationalized by shifting part of the transaction

to DE operations and shortage of qualified

teachers, space and lack of equipment can be

mitigated to a great extent by adopting DE as a

regular component of any educational system

anywhere. By incorporating DE techniques into

the existing training programmes, institutional

contribution of ace trainers can be enhanced

substantially, and larger numbers of trainees

catered to in a given period of time. Teachers

at all levels can have more time for their research

work and greater effort and attention can be

given to highlighting and incorporating local

and culture specific components within

the existing curricula. At this point in time it
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should not be difficult to visualize a new

educational culture, exemplified by the

emergence of the new learner and virtual

universities/schools, which is too pervasive to

be contained by nostalgia, turning a blind eye

to the happenings around us or the

conventional norms that govern higher

education today.

The foregoing exposition points to the fact that

whether the states are small or large, DE has to

be allowed (and it is taking) its due place in

today’s educational enterprise. The states that

have introduced it are better off, whether or

not they have fully realized the value of their

venture.  The problem, as we have tried to show,

is not with the WHY of it.  It is the HOW of it

that turns things upside down, a UTOPIA into a

DYSTOPIA, and brings all the doubts and

hesitations against it to the fore. Here is a case

to put the point across.

A well-established institution takes a well-

intentioned decision to go dual mode, thus

laying the foundation of a UTOPIA.

1. It is assumed that 20 percent of the allotted

institutional time is not utilized by the

Faculty, and that this spare capacity would

be devoted to DE operations in each and

every faculty.

2. It is assumed that the academic as well as

the administrative fraternities of the

institution would accept and assimilate the

top-down decision and its implications for

their work norms and collective output.

3. It is also assumed that DE operations would

be seen as the routine institutional activities

at all the places which function as the

interface between the institution and the

student body.

4. It is assumed that the rules and regulations

currently in operation for the face-to-face

students would more than suffice for the

DE students, and so they are treated as the

part-time students of the institution.

5. It is decided that the faculties concerned

would drive the system and the existing

administrative provision would suffice to

manage the additional DE student

registrations, examinations and certification.

6. It is decided that funds would be allocated

to every major unit of the institution to carry

out the DE mandate efficiently and

effectively.

7. Deputy deans for each faculty, programme

coordinators, course coordinators and in

certain cases assistant registrars for out-

reach purposes are designated to manage

the academic and administrative activities

generated by the system.

8. A loan is taken to upgrade the existing

communication network, train the academic

and other personnel for taking up

assignments emerging from the DE

initiatives. Part of the borrowed money is

allocated to the related civil works and the

preparation of DE study materials.

9. For purposes of policy formulation,

implementation and overall monitoring of

the system, a new board also is created.

10. Specialist human resources in the persons

of curriculum development specialists,

editors, production assistants, technicians

and communication personnel are put in

place to perform specialist functions within

the system.

11. Procedures for appointing local tutors are

spelled out and remuneration schemes

outlined to pay for various services.

12. Even a marketing officer is appointed to

market the products of the system.
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13. Strategic plans are worked out;

implementation schedules prepared and

work started in earnest.

14. It is given to understand that in one’s career

advancement some weight will be given to

one’s work done for DE.

15. Thus every thing being in place, courses are

advertised and students registered, all

hoping for all the best.

All the sails set and the prow pointing to the

destination, the cracks start leaking as soon as

the first waves hit the vessel.

1. In general, the Faculty do not subscribe to

the wishful assumption that they leave 20

percent of their institutional time unutilized,

consequent upon which, they find no time

to give to DE operations. They would,

however, work for DE in their own time,

provided they are paid for it.

2. The purport of the decisions taken and their

implications have not been internalized

uniformly across the units; if otherwise, then

they have not been accepted by each and

every department. There are units, big and

small, which count DE work as additional,

and would like to be paid for it over and

above their normal salaries.  And some units

are actually paid for this so-called additional

work. Some of the administrators do not

count the DE students as those of the

institution and treat them indifferently.

3. As at the institute itself, in many cases the

staff, who interact with DE students on a

regular basis at the local sites, also remain

sore about the additional workload which

the DE operations impose on them.

4. The rules and regulations currently in

operation are those that have been framed,

and are modified from time to time, for face-

to-face students. They are patently

insensitive to the needs as well as the

concerns of DE students who display a

profile very different from that of day

scholars. Their being adults with multiple

commitments and anxieties is not an

institutional concern, with the result that

their learning experiences come to be bitter

and frustrating.

5. Faculties too consider DE work as an add

on, for which they have either no time, or

must be paid separately. In certain cases,

engrossed in watching a cricket match, a

course coordinator will not hesitate to

cancel a teleconference; another one will

bulldoze a question paper with faulty

instructions, and admonish the officials in-

charge of the operations to mind their own

business as the system is faculty-driven; and

yet another one deems DE as an unbeatable

competitor and so must oppose it tooth and

nail.

6. Funds, of course, are provided to the major

units, but because of the absence of a clear

understanding regarding the costs in

relation to the services to be rendered, each

unit goes its own way not only in utilizing

those funds, but also in assessing their

adequacy or otherwise. Generally, the funds

are seen as awfully inadequate.

7. Not every programme coordinator is

genuinely interested in DE work;

overwhelmed by their routine

responsibilities, DE affairs slip down on their

priority lists, consequent upon which

crucial decisions get delayed, to the utter

disgust of field workers and students,

bringing a bad name to the institution which

it can ill afford.

8. As the implementation of the loan-project

is the responsibility of a temporary unit that
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has scant regard for DE operations,

expertise, personnel and their considered

opinion, it should not be surprising to find

the funds going to nonessentials while the

essentials get starved. On top of that, if the

implementation starts with no reference to

any cost-benefit analysis whatsoever, it must

face unusual ups and downs and may

ultimately prove to be lop-sided.

9. An additional board to look after DE affairs,

among other things, cannot function to its

full potential if it has to do so either as a

recommendatory or a subordinate body,

subservient to other senior boards which

have traditionally been governing the

institutional affairs, are well recognized and

well entrenched within the institutional

ethos. Further, this fledgeling board cannot

manage the plethora of activities generated

by DE without creating appropriate

mechanisms for that purpose which it has

yet to put in place.

10. The task of the specialist personnel is

immensely frustrating as the conventional

classroom academic behaviour, partly on

account of personal views and beliefs

pertaining to good practices in teaching and

partly because of a lack of commitment to

DE, conflicts with the scientific instructional

design which DE is based on. This conflict

results in inordinate delays in course

development and dispatches, and at times

in aborted courses, sending both the

specialists and the students helter-skelter in

search of replacements which are not

available in each and every case.

11. The system advocates local tutorials for each

and every course without having any idea

about the availability of adequately qualified

people for all the possible levels and at all

the local centres.  The course packages (not

being flexible in terms of their components)

disorient students when a tutor is not

available.  Then, there are cases where local

practices transgress the official regulations,

creating anomalies such as paying tutors

over and above what they should be paid

under the institutional regulations.

12. The marketing officer’s appointment

proved to be premature. Since the

institution did not have a reasonable body

of products to offer, nor a realistic plan,

followed by successful implementation for

assured and timely supply of products, the

position has become an unnecessary drag

on resources.

13. The strategic plans supposed to guide the

operations of DE at the institute are patently

idealistic. As the assumptions that form the

basis of these plans have proved to be

unrealistic as well as incorrect, the plans

have not gone beyond the drawing board.

Consequently, no reasonable projections

have been possible all along, nor can such

projections be made unless the basic

assumptions are reworked to be realistic.

14. Contrary to the assurances given from time

to time, DE work, by way of course

preparation, course coordination, etc., has

yet to find a place in the scheme of career

advancement at the institute. Consequent

upon which, work for DE continues to be

scoffed at. It is a situation neither tenable

nor acceptable at dual mode institutions.

15. The case outlined in the above fourteen

points results in problems for students

registered for the various DE courses

available under this dispensation:

• Confusion with registration, selection of

courses and award of exemptions;

• Delayed and/or piecemeal supply of

study materials, defective instructional
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design in certain cases and confusion

in assignment handling;

• Confusion in the organization of

teleconferences, absenteeism among

course coordinators, local tutors and

students and indifference to learners’

queries;

• Delayed appointment of tutors, non-

availability of adequately qualified tutors

and, in certain cases, demotivating size

of tutorial groups;

• Confusion in the conduct of

examinations, distribution of wrong

question papers, loss of answer scripts,

problems with remarking or review of

answer scripts, inordinately delayed and

lost results.

Of the above two sets of fifteen points each,

the first shows how a UTOPIA may be

conceived and put in place with the good

intention that it would materialize itself, while

the second set shows how and why it turns into

a DYSTOPIA at the operational level. The

obvious way out is to revisit the UTOPIA and

assess its components in relation to the

corresponding ones in the DYSTOPIA,

rationalize and correct the assumptions, revise

the decisions accordingly, lay out realistic plans

with due attention to budgeting and funding

and then implement them after their

operational feasibility is assured on theoretical

as well as practical grounds.

As the operations are mid-stream and must

continue, this DYSTOPIA needs a multi-pronged

corrective for its transformation.

Prong 1: A concerted effort has to be made to

reduce the inconveniences that the students are

facing in their day to day educational

transactions. This demands constant vigilance

for academic as well as administrative

misdemeanours and mishaps, and timely action

for their redress and the needed overhaul;

concerted and quick action to build up the

necessary documentation, bringing home all the

relevant rules and regulations and make them

available to all the concerned; persistent effort

to build and maintain contacts with the relevant

personnel within faculties and administrative

units so that correctives whenever needed can

be implemented immediately; and identification

of gaps, ambiguities, distortions and anomalies

in the existing regulations and practices that

cause frustrations and inconveniences so as to

work for their removal and/or modification

consistently and relentlessly.

This prescription is difficult but not impossible

to materialize. It has to be materialized as it is

the only way to keep the current operations

from lapsing into a failure or coming to a

grinding halt.

Prong 2:  Work assiduously for bolstering the

six major operations DE depends on – suport

services, course preparation, dispatch and

distribution of materials, recruitment and

training of tutors, accurate scheduling for

teleconferences and top level functionality of

the digital network. This will enhance and

consolidate the good effects/results of the

activities under prong 1.

Prong 3: Build up sustained bottom-up pressure

for modifying the relevant rules and regulations

together with the related practices, so that the

total potential of DE as a system becomes

realizable as half-hearted lip-service to the

system is shunted out, fears and hesitations are

ameliorated and rhetoric is replaced by genuine

cooperative action. Such a proposal for modified

legislation has implications for administrative
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structures and work culture. It may necessitate

transfer of responsibilities, rights and powers

from one person and/or section to another and

through a process of sharing they may need to

be distributed appropriately. Titles/

nomenclature of the existing positions may also

need to be modified. Of course, these

modifications have to be incorporated with the

least possible changes in the present set up.

Prong 4: The above three stages cannot be

materialized unless there is a thorough

understanding of and reasonable handle on the

budget and funds. No proposal or policy

statement is worth its name unless it is

supported by not only a matching budgetary

allocation, but also the actual control on funds

and fiscal flow. It is therefore necessary to

develop a full understanding of the budgeting

process, its content and structure and the

sensitivities involved therein and then free it

from unnecessary shackles, so that subordinate

allocations can be rationalized, investments can

be made where they are needed most and a

desirable balance struck between the revenue

earned through DE and the sums invested in it.

The system needs to perform at a level of

efficiency that returns at least 20 percent of its

economic cost, if not more.

Prong 5: While continuing adherence to the

currently used course package, it is time that

attention was turned to online and Web-based

course offerings, gradually but steadily and

surely. The existing major hurdles in terms of

the problem of access from the students’ side

are poised to be eliminated by means of the

new net-appliances together with CDROM

applications. These hold promises for resolving

problems pertaining to tutors, transportation of

study materials and loss of time in transactions

through conventional means. Plans have to be

prepared to decide on and implement a

judicious mix of the existing course

components and what may be presented

online and/or through disc-devices. Again,

well planned investments have to be made on

equipment, transfer of the required technology,

related training for the personnel concerned

and the procurement of new staff for the

purpose.

Prong 6: The existing network has gaps in

terms of its infrastructure, personnel and utility.

These need to be identified accurately and filled

as soon as possible.

Prong 7: The board has to come into its own

– revisit and reiterate its responsibilities,

establish mechanisms to fulfil them and

establish its credentials at the right level of

protocol, so that it may formulate policies and

also implement them without losing time in

looking for comments, which anyway may not

be forthcoming.

The seven-pronged operation as outlined above

will not only transform the existing DYSTOPIA

into a UTOPIA, but also materialize it.

Small states need DE as much as the large and

the advanced ones do. Difficulties, however,

arise when the doubts and hesitations about the

WHY of it get reflected in the HOW of it. Such

a HOW is bound to be dysfunctional. Herein,

we have seen that those doubts and hesitations

are not justifiable and also that a dysfunctional

HOW can be made functional.
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Introduction

The University of the West Indies (UWI) was

established in 1947 as the University College of

the West Indies, a college of the University of

London. UWI received its first students in

October 1948 and became an independent,

degree-granting institution in 1962. It serves the

English-speaking Caribbean and is supported by

fifteen Caribbean governments (see Appendix

1). UWI consists of three campuses, in Barbados,

Jamaica and Trinidad and Tobago, a Centre for

Hotel and Tourism Management in the Bahamas

and University Centres in the noncampus

countries (NCCs). UWI’s programmes are

delivered on-campus, by distance education

methodologies and in collaboration with

regional Tertiary Level Institutions (TLIs). The

total number of students registering at UWI has

risen from about 10,800 students in 1986 to

over 20,000 in 1999 (UWI, 1999a).

UWI and the Expansion of Access

Although, as noted above, there has been a rapid

expansion of student numbers at UWI the

growth of registration numbers from the various

contributing countries has not been equal and

Assessing the Quality of Distance Education:
The Case of the Univ ersity of the West Indies

Peter Whiteley

Office of the Board for Undergraduate Studies,
University of the West Indies, Mona campus, Jamaica
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The University of the West Indies (UWI) delivers its programmes on three

campuses, in Barbados, Jamaica and Trinidad, by distance education

techniques and through regional Tertiary Level Institutions (TLIs). UWI is

working to expand access to its programmes and one strategy involves

increasing the range and number of programmes offered through the

Distance Education Centre (UWIDEC), which was established in 1996.

The Chancellor’s Commission on Governance mandated the development

and implementation of a full system of quality audit and quality assurance

at UWI. The Commission’s report led to the establishment of a Board for

Undergraduate Studies (BUS), which began its duties in August 1996. One

of the main duties of BUS is to plan and direct the evolution of the UWI

system of quality audit and quality assurance. This paper notes the aims

of presenting programmes by distance education at UWI; outlines the

quality assurance and quality audit systems at UWI; highlights possible

criteria for the assessment of distance education programmes; and considers

implications for the further development of distance education

programmes.
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consequently there is now an ‘imbalance’ in

favour of the campus countries. Figures for

1997/98 indicate that student registration from

campus countries was 93 percent of the total,

with just 7 percent of the registered students

coming from the NCCs (UWI, 1999a), and these

proportions have not changed significantly for

some years. The campus countries, however,

contain only about 78 percent of the region’s

population and the NCCs about 22 percent.

These figures strongly support arguments for

increased access for potential students in the

NCCs, through distance education or otherwise.

Even within campus countries (and particularly

in Jamaica) the need to make better provision

for potential students who, for example, have

considerable family commitments or are unable

to stop working for an extended period for

financial reasons, has been recognized. UWI is

addressing these issues in several ways.

UWI and Articulation with other TLIs

Whiteley (in press) describes the efforts of the

university to become closer partners of the

regional TLIs. UWI delivers its programmes to a

growing extent through these institutions and

this mode of delivery was encouraged by the

report from a major internal study (UWI 1994).

The report argued that there was a need for

greater articulation between UWI and regional

TLIs, with particular reference to increasing

access for students from NCCs. The Tertiary

Level Institutions Unit (TLIU) was set up in 1996

to be responsible for managing the links with

the TLIs, as until then articulation agreements

between UWI and TLIs had grown in a relatively

unplanned fashion. The forms of articulation

now include being an affiliated institution or

being an associated institution with a quasi-

affiliation arrangement, a franchising

arrangement, a validation arrangement or with

a qualification from the TLI being granted

matriculation or advanced placement status

(OBUS, 1997). These arrangements can be

generally understood as “mutually adjusting

programmes at UWI and other TLIs so that

students can continue from one to another with

the minimum of delay” (UWI, 1995: 12). Roberts

(1999) suggests that the diversity of Caribbean

tertiary education allows for appropriate

responses to local needs. She argues, however,

that coordination through a variety of

articulation models is also useful to facilitate

regional mobility for employment or further

studies.

UWI and Distance Education

The regional nature of UWI and the expense of

travelling among the contributing countries lead

naturally to the consideration of distance

education as one way of increasing access.

Peters (1998) notes the following general

advantages of distance education for

universities:

• University education becomes less

expensive

• Overcrowded campuses can be relieved

• People are able to study while continuing

to work

• People are encouraged to gain further

qualifications

• New groups of students are formed

• Lifelong learning has a greater chance of

occurring

• More people are able to take part in the

cultural life

• Greater democratization of society may

occur

The UWI Distance Teaching Experiment

(UWIDITE) began in 1983 with lectures and

tutorials being presented through tele-
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conferencing using an interactive radio
communication system. By 1986 students had

access to programmes in Social Sciences, Arts,
Education and Law through this facility. Since

then it has expanded greatly, there are now over
thirty sites in fifteen countries and in 1996 UWI

established the UWI Distance Education Centre
(UWIDEC) with a considerably broader

mandate, having adopted a policy of being a fully
dual mode institution in 1992. Jennings (1999)

provides a useful history of the development
of UWIDITE. It has been suggested that UWIDEC

is the “window of opportunity for many mature
adults who want to achieve a higher education

degree” (OBUS, 1999a).

Other Possibilities

Apart from the further development of links

with TLIs and the establishment of UWIDEC it

has  been suggested that more financial

scholarships for students should be provided

by UWI, as the number has remained constant

for many years. It has been noted that recruiters

in Barbados, Jamaica and Trinidad and Tobago

find places and secure scholarships for

Caribbean students in high quality educational

institutions in the United States and Canada

(OBUS, 1999b). Another suggestion is that

UWI consider granting the status of university

colleges to selected regional TLIs, in a manner

analogous to UWI being a University College of

the University of London from 1947 to 1962

(Beckles, 1999). These possibilities are not

discussed further in this paper.

The UWI Quality Strategy

The Chancellor’s Commission on Governance

(UWI, 1994) mandated the development and

implementation of a full system of quality audit

and quality assurance at UWI. The Board for

Undergraduate Studies (BUS) began work in

August 1996 and one of its main duties is the

development and implementation of the system

of quality audit and assurance. The Office of the

Board for Undergraduate Studies (OBUS) carries

out the policies of BUS. A recent publication,

UWI Quality Strategy, outlines the quality

assurance system at UWI (OBUS, 2000a). The

information in this document is divided into

four sections on: the university, the students, the

academic programme and quality assurance and

quality audit.

The University

It is noted that, consequent on the publication

by the university, its faculties and departments

of mission statements, strategic plans, aims and

objectives and the like, there must be a related

and thorough system of reporting. These reports

allow the university to demonstrate to its

various stakeholders (students, parents,

employers, regional governments) how and to

what degree the short-, medium- and longer-

term objectives are being achieved. The

structure of the various councils, boards and

committees that monitor and direct the

university’s work is also outlined in the UWI

Quality Strategy.

The Students

The Charter of Principles and Responsibilities

(the Student Charter) outlines what a student

can expect from the university. The university

has a policy of being student-centred and

student-friendly and this policy informs all of

its procedures. The rights of UWI students to

the resources, in the broadest sense, that are

necessary for the attainment of their learning

objectives are described in the Student Charter.

The Charter also argues that the rights and

privileges accorded to its students go hand in

hand with corresponding duties, obligations and

responsibilities and outlines behaviours that are

inappropriate or damaging to the university and
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its members. In further pursuit of its policy and
to help provide an adequate learning
experience UWI now has several methods that
ensure that its students receive adequate
information, counselling and support during
their time at UWI.

The Academic Programme

In all educational institutions there needs to be

a set of quality assurance methods directly
associated with the academic programme. At

UWI matriculation requirements are set by
BUS and it periodically reviews policy with

regard to these. The members of academic staff
in departments are the usual source of proposals

for new courses or programmes and all
proposals undergo a thorough process of

scrutiny by colleagues throughout the
university. Campus-based proposals are then

sent to the relevant Faculty Board and Aca-
demic Board for approval. New programmes are

also given final approval by BUS. All regional
and cross-campus programmes have to be

approved by BUS.  Each department has a
Curriculum Review Committee to review the

curriculum, consider the modes of assessment
and analyse examination results.  The committee

may also receive feedback on the courses and
programmes from students, employers and

graduates. The conduct of the examination
system is also subject to rigorous control at UWI.

Quality Audit and Quality Assurance
at UWI

In recent years most universities have
developed formal systems of quality assurance
and quality audit. The term quality assurance
at UWI relates to processes designed to more
directly monitor and enhance the quality of the
learning experience of UWI students. A major
component of the quality assurance process at

UWI is the series of quality assurance reviews

of the teaching of the disciplines that OBUS

undertakes in a five-year cycle. The academic
staff within a discipline on a campus undertakes
a self-assessment exercise and produces a report
on this exercise. The work in the discipline in
the department, section or unit is considered
under the headings Curriculum, Teaching and
Learning, Student Profile, Assessment and
Learning Outcomes, Resources for Teaching and
Learning and Quality Assurance and
Enhancement. Within the self-assessment report
qualitative and quantitative data and information
on each of these aspects are presented. The
academic staff is guided in the work of the
review by material produced by OBUS in which
is a series of questions that the report attempts
to answer (OBUS, 1999c).

The overall goal of the self assessment is for the
academic staff of a discipline to determine the
extent to which the stated aims and objectives
of the teaching of their discipline are being
realized and identify issues that have an impact
on the learning experience of their students.
While there is descriptive material in a self-
assessment report, the primary aim of the self
assessment is to understand, analyse and
evaluate, not merely to describe or defend. The
report may also guide future planning within
the discipline.

A review team is appointed and receives the
self-assessment report before visiting the
campus. On campus the team meets with
academic and support staff, undergraduate and
postgraduate students, graduates, employers of
the graduates and faculty and campus
management personnel and inspects the
relevant facilities. The review team examines
other documentation and data and then submits
its report. The team is guided in its work by
material produced by OBUS (OBUS, 2000b).

At UWI quality audits are undertaken to

investigate performance in a particular aspect
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of the university’s work. A quality audit can be

a review of the quality assurance procedures of

a department or faculty. Such an audit can be

useful, particularly to the professional faculties

(Law, Medical Sciences and Engineering) and

the documentation needed for a quality audit

is considerable – an indicative list is given in

Appendix 2.  This list can, however, also be useful

in identifying activities that need to be pursued

and maintained within a full quality assurance

programme. Alternatively, a quality audit may

be concerned with the monitoring of the

procedures used in the administration of the

university (with particular reference to relations

with its students) and with other issues such as

the Summer School, the operation of the

libraries and so on.

Quality Assurance in Distance
Education

The Open University in the United Kingdom is

one of the premier and largest universities

offering its programmes in a distance mode. In

the 1980s the Open University used mainly

‘conventional’ methods to assure academic

standards. These included, for instance, the use

of external examiners, accreditation by

professional bodies, the use of rigorous

appointment procedures for staff and the use

of external opinion when preparing courses.  At

that time the university placed little emphasis

on course presentation and student services.

Since then it has recognized the need to include

other aspects of the delivery of its programmes,

including, for example, the quality of customer

service and staff development (Mills and Paul,

1993).

UWI and Distance Education

Koul (1999) has raised concerns about aspects

of the operation of distance education at UWI.

He considers that there is a need to assess the

university’s human and material resources and

the extent and variety of educational demand

it has to meet and organize its funds and

resources to satisfy optimally both demand and

use of the available resources. He argues for a

“reasonable degree of re-engineering –

curricula, financial management, regulations and

operations must change to match differing

learner populations and their aspirations, (and)

varied delivery systems” (Koul, 1999, 111).

At UWI the curricula of courses and

programmes presented through distance

education techniques are subject to review

under its quality assurance review programme.

Koul’s concern may imply the need for a

separate audit of distance education provision

at UWI. Further, the nature and foci of the quality

assurance reviews is such that any evaluation

of distance education provision requires the

identification of the various other criteria that

ref lect the particular nature of distance

education more closely.

Criteria for Assessing Distance
Education Programmes

In the context of the management of ‘open’

systems of education, Freeman (1997) makes a

useful distinction between monitoring and

evaluation. He uses monitoring to mean

activities that are formative and of benefit to

current learners and evaluation to mean

activities that lead to action that will benefit

future learners. He also notes that different

levels of monitoring are possible and that

different comparisons may be made. For

example, the programme, course, tutor or

learner may be monitored and comparisons may

be made with other similar programmes,

courses, tutors or learners or, alternatively,

against set (external or internal) standards.
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Programmes at UWI that are delivered by
distance education techniques should be
evaluated according to the criteria used for
other programmes as well as other more
specific criteria. In the context of this
conference the suggestions that follow are
expressly for discussion, modification, addition
and deletion. They are intended to reflect some
criteria that may not usually be used in a review
of a department’s work on campus, but some
overlap is to be expected. The criteria are
derived from the distance education literature
and from reports of the experience of UWI in
distance education provision. The criteria
suggested are divided into academic,
administrative, technological, and financial

criteria (UWI, 1999b).

Academic Criteria

Timeliness of development of courses and

course materials

Timeliness of setting assignments and

examinations

Quality of materials provided for students

Student data: access rates by group (e.g. age,

country, sex), dropout rate, throughput rate, pass

rates, grade distribution, etc.

Graduate destination data

Distance education and staff work loads

Administrative Criteria

Efficiency of communication amongst

administrative centres

Efficiency of distribution of materials and

examination papers

Response time to applicant and student

inquiries

Response time to decisions made within

institution

Technological Criteria

Appropriateness of the technologies used

Efficiency of the technologies used

Financial Criteria

Clarity of relationship between distance

education and other aspects of institution

Adequacy of funding

– for course and material development costs

– for course delivery, including tutorials and

   other student support

– for local centre staff

Developing Distance Education
Programmes

There are clear implications of the lists in the

previous section. While distance education

programmes allow students to access

educational programmes that would otherwise

be out of their financial reach, the development

and delivery of such programmes is not cheap

to the institution, if an appropriate quality is to

be maintained. An institution that decides to

provide such programmes must plan so as to

allow equivalence in the level of the student

experience to be achieved.

To hypothesize two simple examples in the

context of UWI:

• While the rapid return of assignments on a

campus may be relatively unproblematic

(they can be left in the departmental office

for students to collect) much more is

involved when the students are resident in,

say, thirteen countries across the Caribbean.

It takes time, personnel and money to

prepare and send the assignments to the

other countries and the time for receipt, by

the student, may then be further increased
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if the student does not have easy or regular

access to the University Centre.

• At UWI an examiner has to be present in

the examination room for the first half-an-

hour of all examinations to deal with any

difficulties. The regulations require that the

examiner be available by telephone for

other examination centres. Thus if there is

an error on an examination paper it is

considerably more demanding when there

are students sitting the examination in

centres across the Caribbean – or even

within one country.

This author strongly supports the expansion of
the provision of UWI’s programmes through
distance education methodologies, as the
campuses appear to have reached their limits
for any expansion of numbers. Any expansion
in distance education provision must, however,
be adequately resourced; such adequacy does
not yet appear to have been reached.
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APPENDIX 1: Countries contributing to the
University of the West Indies

Campus countries: Barbados, Jamaica, Trinidad

and Tobago.

Non-campus countries: Anguilla, Antigua and

Barbuda, Bahamas, Belize, British Virgin Islands,

Cayman Islands, Dominica, Grenada, Montserrat,

St. Kitts and Nevis, St. Lucia, St. Vincent and the

Grenadines.

APPENDIX 2: Indicative list of documentation for a
UWI Quality Audit

Strategic Plans/Aims/Objectives

1. Statements of Aims and Objectives of the

Department/Faculty

2. Department/Campus/University Strategic

Plans

3. Campus and Faculty Operational plans

4. Annual Departmental and Faculty reports

Course/Programmes

5. Course outlines

6. Department and Faculty handbooks

7. Reports on the proposals for new courses/

programmes

8. Minutes of curriculum/course review

committee meetings

Staff Meetings

9. Minutes of Departmental staff meetings

10. Minutes of subject group committees

11. Minutes of support staff/technical staff

meetings

12. Minutes of Faculty Board meetings

Student Feedback

13. Statement of student participation in

committees/boards of department/Faculty

14. Minutes of Staff/Student Liaison

Committee meetings

15. Responses and action regarding student

concerns

16. Student course assessment data

17. Student statistics (course pass rates, grade

distributions, throughput rates, class of

degrees awarded, etc.); evidence of use in

monitoring the teaching/learning process

Graduate Destination Data

18. Reports on destination data of graduates

External Opinion

19. Reports of surveys of graduates

20. Reports of surveys of employers

21. Reports of External Examiners and/or

University Examiners

22. Responses of department and Faculty to

these reports

Staffing and Staff Development

23. Reports of annual academic staff appraisals

by Head of Department

24. Reports on performance of technical staff

25. Staff development policies for both full-

time and part-time staff

26. Reports of staff development activities

Quality Assurance

27. Departmental/Faculty Quality Assurance

handbook

28. Self-Assessment reports

29. Quality Assurance Review Team reports

30. External Accreditation Reports

31. Minutes of meetings with OBUS; other

reports of Quality Assurance activities

APPENDICES
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Introduction

Many modern tertiary educational institutions

are now faced with the challenge of a

consistently growing demand for places in

various academic programmes. Increasingly, the

challenges for access to these programmes are

from potential students with geographically

distant and culturally diverse backgrounds. Many

educational institutions have responded to the

demand for increased access by adopting
distance education as a mode of delivery and
they have created virtual universities. An
appropriate definition of distance education
(DE), as proposed by Delling (1966, 186), is that:

Distance Education is a planned and systematic

activity which comprises a choice, didactic

preparation and presentation of teaching

materials as well as the supervision and support

Capacity Management for Continuous Improvement
in Distance Education
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Head of the University Centre, British Virgin Islands,
University of the West Indies

Abstract

The most significant trend in education in recent times is the rapid growth

of distance education. Many traditional universities are investing in the

technologies available and the required infrastructure. Distance education

is being used extensively as the vehicle for reaching students isolated by

distance, geographical barriers or life circumstances. However, in delivering

distance education these universities and colleges are constrained by limited

resources, including the amount of funds available for spending. Many state-

funded institutions, monitored closely by their various governments, are

demanding greater accountability and also the delivery of quality education.

These institutions have suffered financial setbacks due to financial

difficulties at the state level; and this situation is compounded by a resistance

by students to tuition increases. These tertiary institutions, especially in

small island states, are forced to operate with these constraints while

satisfying demands for increased access, conserving resources, controlling

costs, and finding alternative sources of revenue, at the same time trying to

maintain optimal capacity levels. This paper discusses capacity management

and continuous improvement as a means of satisfying the above conditions

within a distance education framework. It advances the idea that before

there is any consideration of greater investments to increase existing

capacity, the educational institutions first confront the situation as

a management problem by using the techniques of the Theory of

Constraints (TOC) and Total Quality Management (TQM).
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of student learning and which is achieved by

bridging the physical distance between student

and teacher by means of at least one appropriate

technical medium.

Delling sees distance education as a

multidimensional system of learning and
communication processes, with the aid of an

artificial signal carrier (Keegan, 1996, 57). Saba
(1999) postulates that, “a systems approach is

necessary to describe distance education and
define a set of prescriptive principles and rules

for its effective use, as well as a set of criteria to
determine its effectiveness.”

The systems approach to defining and analysing

the organization and its processes is now widely
accepted. Modern organization theory has

moved away from a highly structured, closed-
system approach towards the open-system

approach. Scott and Mitchell (1972, 55) state

that:

The distinctive qualities of modern organisation

theory are its conceptual-analytical base, its

reliance on empirical research data, and, above

all, its synthesising, integrating nature. These

qualities are framed in a philosophy which

accepts the premise that the only meaningful

way to study organisation is as a system.

Distance education institutions and the

processes in distance education, in a similar way,

may be conceptualized and analysed from a

systems perspective.

Delling’s definition also highlights

communication processes and such

communication has to take place by the use of

one or a number of technological media: print,

telephone, teleconference, audio, video,

broadcasting, computer. The systems concept

therefore incorporates these methods of

communication.

One of the major virtues of distance education

is that it can absorb the constraint on enrolment

that is created by the physical limits of the

campus facility. Enrolment is increased because

the physical capacity of the campus or the

geographical constraint of distance away from

it no longer restricts access. In effect, additional

capacity is created through distance education

and its use of the technological media.

Although, theoretically, additional capacity is

created through distance education, sometimes

bottlenecks occur in the processes, which then

diminish the gains achieved through distance

education. It is important, therefore, that the

management of distance education views

distance education as a system with many

related processes and that they manage these

processes.

Education Processes

A process is the transformation of a set of inputs

into outputs that satisfy customer needs and

expectation. The inputs can be such things as

actions, methods and operations and the

outputs are in the form of products, information,

services, etc., and are transferred to someone –

the customer (Oakland, 1994, 14).

The education process, then, provides inputs

in the education of students who emerge out

of the education system as graduates, the final

product. As such, every task in education,

whether it is distance education or otherwise,

must be viewed as a process. To produce an

output that meets the requirements of the

students or any customer in the process, it is

necessary to define, monitor and control the

inputs in the process, which in turn may be
supplied as an output from an earlier process.
For example, print materials may be the output
from the printing department, but they are
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inputs to the actual student learning activities.
Examples of processes in a university include:

1. Admission – the process of student’s
matriculation

2. Teaching – the process of didactic
inculcation of knowledge and skills

3. Curriculum development – the process of
subject content definition

4. Print materials preparation – the process of
educational literature expansion

5. Print materials distribution – the process of
teaching material delivery

6. Computer and information services – the
communication and information flow

7. Student support services – the process of
student accommodation and acculturation

In reviewing such processes from a distance
education perspective one has to determine,
among other things, the demographic
composition of the distance students, their
specific needs, their biases to learning and the
currently existing economic proclivities of these
students/customers.

Importantly, every distance education
institution must define its processes and ensure
the integration of these processes. In these
organizations there are many participants in the
various processes, including: academics, subject
matter experts, editors, instructional designers,
graphic designers, tutors, exam invigilators, who
generally work in administratively distinct units
of the organization. Therefore, according to
Woudstra and Powell (1989), “in distance
teaching institutions, intra- and inter-

departmental linkages are critical to efficient

and effective education.”

Since the organization is viewed from a systems

perspective, management must always be

mindful of the functional interconnectedness

of the various processes.  The improvements in

one process must be accompanied by

improvements in related processes and it must

also be monitored carefully to avoid the loss of

benefits from improvements gained elsewhere.

For example, the print quality of materials for

students may have been improved, but if there

are bottlenecks in the distribution process, this

enhanced print material may reach students

after the required time for its use, thereby

diminishing the benefits from the improved

quality. This further amplifies the usefulness

of the systems approach because, according to

McMullen (1998, 26), “it [the systems concept]

helps to show that things that appear to be

different and separate are actually one and

interrelated.”

The starting point in defining and shaping the

processes in education is an understanding of

the customer’s needs and wants (the customer

– product – process cycle). Since the inputs and

outputs change with the scope of the process,

process definition becomes important, and

process improvement becomes critical .To

begin with, in DE there are at least two

“customers”: (1) the students, and (2) those who

will use the services of those students. In

creating the processes of education, it is a

fundamental requirement that there be clear

articulation and understanding of the needs of

those who will use the services of those

students who graduate from the various

programmes. Adequate insight into customer

needs leads to product/service definition, which

in turn leads to a full description of process

parameters and definition of processes (Creech,

1995, 193).

Once the processes are defined and set in

motion, the execution becomes the next major

issue. This involves moving from the customer
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– product – process cycle to the process –

product – customer cycle. In the first of the

two cycles, the customer is used as the guide in

the product and process and in the second

cycle, the customer is the ultimate judge of the

product. “Quality is what the customer says it

is” (Stanleigh, 1992).

Capacity and Possible Capacity
Measures

Capacity is defined and measured in terms of

the facility being used to provide the product

or service (Maguire and Heath, 1997, 26). The

term capacity, in this sense, implies an upper

limit or a constraint on facility utilization. In

deciding on the best measure of capacity,

institutions may choose from a range of options,

all of them representing varying levels of

capacity. These options include theoretical

capacity, practical capacity, normal capacity and

budgeted capacity.

• Theoretical capacity assumes that all

personnel and equipment will operate at

peak efficiency. It is the maximum

sustainable rate of output of that facility over

its estimated useful life. It is theoretical in

the sense that it does not allow for

stoppages or interruptions. There is no

speculation about future technologies;

neither is consideration given to the

appropriateness of the existing facility. For

example, teleconferencing, videoconferencing

and other modes of delivery should be

operational 24 hours a day, and every day.

• Practical capacity factors in lost time due

to non-working days, such as shutdowns for

holidays, Sundays and any unavoidable

operating interruptions. Practical capacity

also includes idle capacity imposed by

industrial conventions and other things,

such as union agreements, which can

control the working hours and staffing

levels. In instances where idle capacity is

beyond management’s control, such as may

be imposed by legislative agreements, the

idle capacity does not represent waste. In

operating at the practical capacity,

management may choose to operate at a

capacity level below theoretical capacity.

However, care must be taken not to set the

activity at a level that hides inefficiencies.

• Normal capacity allows for human and

equipment inefficiencies and idle time.

• Budgeted capacity estimates the student

demand for courses for the current year.

The management of distance education

institutions must select the appropriate capacity

option for capacity management in their

organization. Practical capacity represents the

output level that managers could reasonably

expect. For distance teaching universities

offering tutorial support, practical capacity

would take into consideration a practical

constraint such as the number of qualified

instructors/tutors the university can afford to

hire.

Capacity management is a concept concerned

with the optimal use of existing facilities and

incorporates decisions about expansion,

contraction, replacement, or the use of

alternative technologies (Maguire and Heath,

1997). Given that distance education

programmes increase the intake of students,

such increased enrolment can create pressure

on the existing capacity’s absorptive capability.

But management may not have to resort to

spending more money and increasing the level

of investment to provide for any perceived

shortage of capacity as a result of this expansion.

An alternative approach would be to embark

on a programme of capacity management for
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continuous improvement. The aim would be

to use the existing resources and infrastruc-

ture while achieving the desired expansion

without impairing the quality of the education.

Continuous Improvement and Capacity
Management

“Continuous improvement (CI) is the relentless

pursuit of improvement in the delivery of value

to customers” (Maguire and Heath, 1997, 27).

Continuous process improvement of quality

(CI) is concerned with organizational

transformation. By refocusing organizational

attention on the quality aspects of its product

or service, many of the ingrained “business as

usual” norms start to collapse and the

transformation is set in motion. The key

concepts of continuous improvements are:

1. Planning the process and its inputs

2. Providing the inputs

3. Operating the processes

4. Evaluating the outputs

5. Examining the performance of the

processes

6. Modifying the processes and their inputs

(Oakland, 1994, 431)

From this list, it is evident that defining and
implementing the process is an important
element of continuous improvement. Once a
process has been defined, established and
proved capable of meeting the requirements,
the next thing to do is to continuously improve
that process. However, improving a process
requires first acknowledging that there is room
for improvement. Further, it must be a vision
shared by all in the organization: that processes
can be improved and, in turn, similar
improvements will be realized in design, output

and cost.

Improving the process may include eliminating
steps that do not add value and generally cause

unnecessary complexity. In this regard, CI drives
out scrap, discarded work; removing the need

to discard and start over work already done; and
CI also drives out rework, which means

eliminating the necessity to fix mistakes made
earlier in the process. However, to eliminate

scrap and rework, which are major goals of total
quality management (TQM), CI requires the

adoption of a philosophy of zero errors and zero
defects and changing the institutional culture

to ‘do it right the first time’. The desire to
enhance quality must of necessity inspire the

drive toward continuous improvement. CI in the
quality of services in distance education can

often be obtained without major capital
investment, if the organization marshals its

resources prudently, thoroughly understands
the processes involved and the linkages of these

various processes. As these improvements are
made, changes are in effect being made by the

organization or organizational transformation is

taking place.

Process Improvement – Tools and
Techniques

The moment management embraces the

concept of continuous improvement, it is in fact

embarking on the principles of TQM, since the

foundation upon which TQM is built is that of

“continuous improvement in quality,

productivity, and effectiveness” (Hanks, 1993).

In attempting to improve processes in the CI

drive within the framework of TQM, there are

certain tools and techniques that can be

adopted. But one need first bear in mind that

“in the never ending quest for improvement in

the ways processes are operated, numbers and

information will form the basis for

understanding, decisions and actions; and a

thorough data gathering, recording and
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presentation system is essential”, which

constitutes the basic elements of a quality

system (Oakland, 1994, 215).

While the Japanese quality guru Ishikawa

identifies seven basic tools that should be used

to interpret and derive the maximum use of the

data, Oakland (1994, 215) proposes the

following extended version:

• Process flowcharting – what is done?

• Check sheets/tally charts – how often is it

done?

• Histograms – what do overall variations look

like?

• Scatter diagrams – what are the

relationships among factors?

• Stratification – how are the data made up?

• Pareto analysis – what are the big problems?

• Cause and effect analysis and brainstorming

– what causes the problems?

• Force-field analysis – what will obstruct or

help the change or solution?

• Emphasis curve – what are the most

important factors?

• Control charts – which variations to control

and how?

These tools and techniques where used to

manipulate existing data can produce a positive

response in the way of continuous capacity

improvement. Dilton-Hill and Glad (1994) point

out that “capacity may change dramatically over

time as a result of the following: continuous

improvement, process reengineering,

outsourcing . . .”. They also point out that

successful continuous improvement

programmes always lead to surplus capacity,

because they attack quality problems (e.g.,

rework and scrap) and the excess time taken

to complete a task. In essence, a programme of

CI often uncovers excess capacity that was

hidden by inefficiencies or some other factors,

and thereby creates additional capacity.

CI also displaces the traditional standard-setting

approach, which tends to build in hidden

inefficiencies. With traditional standard setting

there is an acceptable level of waste or spoilage

and there is no institutional motivation to

eliminate this, since it is considered normal. For

example, an accepted level of student failure

represents an acceptable level of spoilage or

waste. When these students repeat courses this

is considered rework. But the precise aim of CI

is to eliminate rework. Consequently, reducing

such defects created by traditional standards

becomes a goal in the CI process; defects in a

general sense meaning any measurable quantity

that is in need of improvement (Kaplan, 1990).

In this regard, data collection on student success

rates and overall performances in distance

education programmes become a basis for

reviewing improvements over time.

CI is the means to an end and not the end itself:

if the goal is to increase the intake of students

by creating additional capacity while

maintaining a high quality of education and

maintaining or even reducing current cost

levels, then CI is the means to the institutional

goal. This goal may be expressed as the

maximization of capacity with the existing

infrastructure without increasing costs. This

move away from increasing capacity and

throughput through increased spending or at

the expense of quality facilitates the idea that

within the CI mode, management of institutions

can increase throughput without excessive

additional costs or at the expense of quality. It

proposes through TQM that if an educational

institution wants to increase its intake of



255

students using distance education as the

expansion mode, the infrastructure of the

distance education system need not necessarily

be expanded to increase institutional capacity.

Once the processes are determined by which

distance education will be delivered, then,

continuous improvement of those processes

can satisfy the objective of increased intake of

students without impairing quality or incurring

additional costs.

The Theory of Constraints (TOC)

In adopting a CI approach to processes, a review

of all the processes and the nature of their
interconnectedness must be undertaken. In that

review the basic assumption that should be
adopted is that there must be at least one

process that is a constraint on the entire system.
If it were not so, its output would be unlimited.

This constraint may impede the capacity of the
organization to perform at its optimal and the

organization may therefore not operate at its
defined capacity level as a result of this

limitation. This may then prove to be a hindrance
to the goal of the institution; it may also impact

adversely on the cost of providing a service or
it may even result in a reduction in revenue

intake.

The TQM continuous improvement to process
approach should be focused on the system

constraint where improvements can have the
greatest effect, because improvements in areas

where there is no constraint may not actually
lead to overall improvements in the system.

Sometimes in a distance education setting there
is an imbalance between the output capacity

of the infrastructure and the actual student
demand and this leads to either a surplus or a

shortage of capacity. If there is a shortage, there
must be a constraining resource in the system.

CI has to be executed with reference to this

constraint. The theory of constraints (TOC) is a

mechanism that can be used to identify that

constraint and thereby provide an approach to

eliminate the capacity shortages.

TOC is a management science mechanism

developed by Eli Goldratt, who was concerned

with managing production constraints in

manufacturing enterprises.  The techniques, just

like other management techniques adopted

from manufacturing enterprises, can be easily

applied to constraints in any distance education

institution. Justification for such adoption can

be ascribed to Woudstra and Powell (1989), who

have compared course development and client

service in distance education institutions with

the way in which a product moves through a

manufacturing organization from supplier to

user. Easterby-Smith (1987) has also lent support

to such adoptions by suggesting ways in which

corporate thinking may translate into a

university setting.

TOC is a disciplined approach to verbalizing the

intuition of persons in any organization. It allows

the organization the opportunity to master the

processes used to create breakthrough solutions

using the cause-and-effect mode of thinking, and

also to create other improvements that are well

tailored to the unique challenges and

opportunities of the organization.

TOC has as its core assumption that every real

system must have at least one constraint. This

constraint limits the system from getting more

of what it strives for. McMullen (1998, 32)

expresses the view that regardless of the goal, a

constraint can be defined as anything that

blocks the system from accomplishing its goals.

Similarly, Noreen, Smith and Mackey (1995, 27)

see a constraint in a system as anything that

limits the system from achieving its objective.
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If the existence of constraints is taken as a given,

then the problem is to figure out how to

optimize within the limitations it imposes. A

continuous improvement approach is needed

in breaking down the barriers created by the

constraint and it also aids in the optimisation

process. Indeed, Noreen, Smith, and Mackey

(1995) express the thought that “the TOC

approach to continuous improvement is a

perfect complement to total quality

management (TQM) – focussing TQM efforts

with laser-like precision on the point in the

system where they are likely to be most

effective.” In other words, the institution should

break the constraints rather than accept them

and this can be achieved through the TQM

continuous improvement approach.

Goldratt, the recognized authority on the

subject, gives five steps for managing constraints

that are very powerful tools for pursuing

continuous improvement:

1. Identify the system’s constraint(s);

2. Decide how to exploit the system’s

constraint(s);

3.  Subordinate everything else to the above

decision;

4. Elevate the system’s constraint(s);

5. If in the previous steps a constraint has been

broken, go back to step 1 (Noreen, Smith

and Mackey, 1995, 42–47).

Having posited these five steps, Goldratt

specifically warns organizations not to allow

inertia to cause a system constraint. He points

out that many systems are limited mainly by

policy constraints which, though logical when

instituted, subsequently become outmoded and

useless. Distance education institutions are no

different in this regard. For example, in instances

where campus-based universities adopt

distance education, many of the policies suited

to campus-based education are not useful in the

distance education environment and can

actually create constraints.

Tobin (1995) suggests that there are some areas

within the administration of distance education

that are in need of further examination,

including the organizational change that is

required, the effectiveness of organizational

structures established for distance education,

as well as the nature and extent of inter-

organizational cooperation, and professional

development for the changing roles of faculty.

Moore (1994) supports the need for continued

examination of management issues in distance

education. He too suggests that: “the major

problems are associated with organizational
change, change in faculty roles, and change in

administrative structures”. Equally, Murgatroyd
and Woudstra (1989, 15) observe that: “Of all

the areas of study in the field of distance
education, the field of management appears

most neglected.” What may be inferred is that
the management and administration of distance

education may be operating with a set of
outdated policies and procedures which

effectively create management problems, such
as the inability to cope with the changing

demands being experienced by the
organization. These outdated policies and

procedures become constraints in the system.
When a constraint is a policy, it should be

replaced with a better policy.  Therefore, steps
2 and 3 in Goldratt’s process of ongoing

improvement should be excluded.

Where the constraint is the result of policy, an
institution adopting distance education will

therefore have to review its original policies on
processes such as admissions, staff hiring,

delivery modes, student assessments, etc.  These
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policies may be in conflict with the goal that

the institution is trying to achieve through

distance education and may well act as a policy

constraint. In this regard, The Thinking Process,

a set of analytical tools, is devised in the pursuit

of solutions.

The Thinking Process

The Thinking Process is a set of analytical logic-

based tools developed by the Avraham Y.

Goldratt Institute (AGI). The process promises

to help people diagnose problems, find

solutions, and draw up successful

implementation plans. The Thinking Process

can be used to tackle policy constraints.

It begins with the premise that to improve,

people need to be able to answer three

questions: “What to change?”; “What to change

to?”; and “How to change?” The Thinking Pro-

cess has formal analytical tools that are intended

to help people answer these three questions

(Noreen, Smith and Mackey, 1995, 48).  The roles

played by the tools are summarized below:

The Current Reality Tree is used to diagnose

causes or core problems. Based on a pattern of

observed symptoms or “Undesirable Effects”

(UDEs) a common cause is deduced. The

Current Reality Tree moves persons away from

intuition to a formal cause-and-effect map

constructed with the objective of identifying a

few core problems that can explain all (or

virtually all) of the observed Undesirable Effects.

It answers the question: what to change?

Once the core problem has been identified
using the Current Reality Tree, the next question
is what to change to? The persistence of a core
problem often indicates that there is some
conflict that blocks the resolution. Goldratt
rejects any compromise solution in such a
situation. His view is to identify the assumption
that leads to the belief that a clean solution
is not possible. The technique used to identify
the assumption underlying the apparent
conflict and to break the deadlock is called an
“Evaporating Cloud”.

Once a solution is identified, a Future Reality
Tree is used to check whether successful
implementation of the injection will eliminate
the symptoms or result in any negative
consequences.

In answering how to change? all imaginable
obstacles to implementing the injection are laid
out in the Prerequisite Tree. The final tool is
the Transition Tree and it identifies the specific
actions that should be taken to overcome the
obstacles identified in the Prerequisite Tree.

The use of the TOC logic tree processes and

the five-step TOC focusing process virtually

forces management to home in on solutions

with great impact results. The main results in

distance education will be the enhancement of

quality through the process of continuous

improvement and the creation of additional

capacity without significant additional capital

investments.

What to change? What to change to? How to change?
◊ ◊    ◊

Current Reality Tree Evaporating Clouds Prerequisite Tree
Future Reality Tree Transition Tree

Source: Noreen et al. The Theory of Constraint
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Conclusion

This paper proposes that the capacity of a

distance education institution is sometimes

limited by the constraints imposed by the

structure of the system and the associated

policies. It contends that it is possible through

a process of continuous improvement to

increase capacity without any attendant

increase in cost or the sacrifice of quality. What

is needed, it concludes, is the adoption of the

total quality management (TQM) approach and

the theory of constraint (TOC) focus in the

search for solutions to the problem of capacity

management in distance education. The paper

also highlights that these two approaches are

compatible with the process of continuous

improvement. It further points out, albeit in a

rudimentary way, that the theory of constraint

(TOC) approach to continuous improvement

complements total quality management (TQM)

and assists in precision focusing of the TQM

effort for continuous improvement.

For distance education institutions, continuous

improvements using these approaches can

result in significant cost savings through

increased capacity. Increased capacity results in

the intake of additional students, which can

reduce the cost per student for the enterprise.

While pursuing increased capacity, through

continuous improvements, quality is enhanced.
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Background

The well-watered, fertile lands on the northern
tip of South America was the site of  “tug-o’-war”
by European settlers until they were ceded to
Great Britain in 1814. Gradually the agricultural
focus of British Guiana shifted from tobacco,
coffee and cotton to sugar cane sustained
through slave labour. The abolition of slavery
caused the importation of indentured labour
from Portugal and China, then India. Cultivation
of rice came with the Indians and thrived after

many were given land in lieu of return passage

to India. Missionaries from Europe always took

the responsibility for teaching the children of

the labour force. Small church schools offering

primary education were therefore established

in towns and villages. However, the children of

planters were often sent to the UK for

secondary education.

Queen’s College was started by the Anglicans

in 1844 and St. Stanislaus by the Roman

Catholics in 1866. Other secondary schools,

mainly in Georgetown and New Amsterdam,

Networking for Success: The Guyanese Experience

Florine Dalgety

The Guyana In-Service Distance Education Project
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were started by the churches and private

individuals. The discovery of gold in 1842,

bauxite in 1916, and diamonds in 1922 in

commercially viable quantities allowed the

creation of small settlements in the interior and

townships at McKenzie and Kwakwani. This

resulted in primary schools being built

throughout Guyana wherever there were large

communities.

Although primary schools proliferated there

were few secondary schools and these were

mostly privately owned.  They were established

mainly in Georgetown and New Amsterdam.

The Government Training College released

twenty trained teachers to the system each year.

The British Guyana Technical Institute opened

its doors in Georgetown. Guyanese vied with

other students in the Caribbean for entry into

the University College of the West Indies. More

affluent ones went to universities in the United

Kingdom, the United States and Canada.

Changes within Twenty Years

Within the twenty year period 1950–1970 there

were many changes to enable education to push

national development.  Thirty new government

secondary schools were built throughout the

coast and in key interior locations. Teacher

training was done by three institutions, with an

in-service programme allowed training outside

of Georgetown. The University of Guyana was

established and the link with the University of

the West Indies was discontinued. Broadcast to

schools was set up in 1954 and provided

curriculum support mainly to primary schools.

Many educational developments were taking

place, but in discrete pockets, not allowing

persons a sense of focused national educational

development. Changes in the decade 1970–

1980 pushed Guyanese to use initiatives. The

declaration of free education from nursery to

university was made against the background of

national financial recession. The policy of

providing quality education throughout Guyana

could not be sustained by the national economy.

Migration of qualified persons was rife.

Professionals who remained were forced to use

their own initiatives and contacts to retain

standards and create systems they found

necessary.

Initial Networking

One such initiative was the use of distance

education to train teachers.  Although education

professionals were not versed in distance

education strategies, they demonstrated a

willingness to be involved. Recognizing the

need for trained science teachers within the

secondary system, the Education Officer

Science initiated the use of distance education

to provide this training. Meanwhile other

professionals at the teacher training college

embarked on a distance education programme

for the training of primary teachers in the

hinterland. Both of these programmes drew on

the available skills within the “fraternity”.

These efforts resulted in the recognition by

politicians of the benefits that could accrue

through the sharing of skills and cooperation

among colleagues. Policy makers therefore

attempted to institute the National Council for

Distance Education and identified its leadership.

This initial effort petered out mainly because

professionals viewed it as an imposition.

Development of a Network

Within the last few years networking has

involved institutions rather than individuals.

The Institute of Distance and Continuing

Education (IDCE) has played the role of “big
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brother”, giving guidance with the birth of new
programmes. Staff of IDCE, the Cyril Potter

College of Education (CPCE) and the Faculty of
Education, University of Guyana helped with the

early development of the Guyana In-Service
Distance Education Programme (GUIDE). Each

of these units has contributed to the early
discussion on and development of the Guyana

Basic Education Teacher Training Project
(GBET), an externally funded foundation

programme for CPCE. Each new programme has
started in response to need.  Those responsible

have drawn on the knowledge and expertise of
others.  Two years ago the providers of distance

education staged their first local conference and
followed through with a Caribbean conference

last year.

With the imminent cessation of external funding
for GUIDE there was a need to establish what

impact it had made and explore its future. In
conjunction with the management consultants

of the International Extension College, GUIDE
initiated four action research papers to help

inform policy makers who would need to
decide on the development strategies for

GUIDE. In November of 1988 the providers of
distance education were brought together to

decide on the strategy of the research. The
research was commissioned during February

and completed by December of 1999. It was
during this period that providers, meeting on a

regular basis to ensure completion of tasks,
expressed the desire to work as a consortium.

The appointment of an in-country research
mentor/manager cemented this concept of a

group of distance education providers working
together. These providers saw the need for

articulation of a national policy on distance
education as critical and urgent. They decided

to work on the development of such a policy

as their first task.

In the meantime, GUIDE, concerned about

making learning resource centres more effective

in the delivery of support for its students,

organized a consultancy to examine and make

recommendations for the improved functioning

of these centres. The consultant lauded the

cooperative efforts of the providers and

suggested the immediate formation of a national

distance education network that would

coordinate programmes to be used in the

resource centres and link these programmes

with community needs. Another consultancy

examining the organizational capacity of the

Ministry of Education had also acknowledged

the benefits of this working together, noting the

lack of coordination except through the

initiative of the providers of distance education.

During May this year GUIDE organized a

seminar to allow dissemination of the “findings”

of the research and the resource centre

consultancy.  The distance education providers

worked together at this seminar articulating

action needed to take distance education

forward. Of central importance in taking

distance education forward is the

recommendation for the formation of a na-

tional council for distance education. The final

report is to be tabled with the policy makers of

the University of Guyana and the Ministry of

Education.

Although this body is not legally constituted,

the Ministry of Education would from time to

time seek advice on practical issues in the field

of distance education from the group of

distance education providers. Most recently

senior policy makers in the Ministry of

Education has asked that the network provide

a five year plan for the continued development

of distance education in Guyana.
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Conclusion

The group of distance education providers
meets once each month. Working together is
contributing to the cementing of ideas to help
with coordination of distance education locally.
Policy makers are beginning to appreciate the
difficulty of translating philosophical statements

into reasonable action.  They are looking to the

network for pragmatism.  The network, affording

all providers the opportunity to suggest and

share, is working. The strong feeling of

ownership and crafting of developmental

strategies by the providers themselves have

contributed to this success. Team spirit is

fostered and institutions are willing to

strengthen each other for the national good.
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International Collaboration in Distance Education:
A Case Study of the Commonwealth Youth Programme Diploma

in Youth in Development Work

Kala Dowlath

The Commonwealth Secretariat,
Commonwealth Y outh Programme Caribbean Centre

Abstract

The Commonwealth Youth Programme, the youth development arm of the

Commonwealth Secretariat, is collaborating with a consortium of sixteen

Commonwealth universities to deliver professional training to youth

development workers across the Commonwealth. Two thousand students

are registered in the pilot programme.  They use common learning materials

that were developed by teams of course writers and instructional designers

from across the globe. The programme is being delivered by supported

distance education methodologies in Commonwealth member countries.

This case study focuses on the rationale for, and background to, the

programme, the nature of the partnerships through which the programme

is being delivered, delivery systems being used in the Caribbean, delivery

methodologies and student support mechanisms. As well, it addresses the

many challenges encountered in delivering the programme in seventeen

small states in the Caribbean. Among the challenges are those related to

the logistics of coordinating development of a programme requiring inputs

from across the Commonwealth, materials development and distribution,

development and costing of delivery systems, collaboration between

educational institutions and other partners, communication barriers and

use of a competency-based, learner-centred model that is new to students.
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Rationale for an EDSAT-Americas
Project

We begin with some critical assumptions on
ingredients for sustainable economic growth.

The impact of education and

telecommunications on national long-term

economic growth cannot be overemphasized. In

an environment where competition has been

raised to a global dimension and where

information flows are of greater importance to

business than product movements, business

investments will migrate to those countries with

high levels of education and modern

telecommunications infrastructures. Hence,

investments that create a pool of skilled labor

and digital networks will improve long-term

country competitiveness, and as a result will both

facilitate its integration into the global economy

and enhance the ability to move up the

production value chain.

Although not directly linked to long-term

economic growth, numerous studies have shown

the indirect connection between

telecommunications and educational

investments and the growth of GDP. And we

believe that countries unable, or unwilling, to

make these education and telecommunications

priorities will become economic backwaters,

where growth is limited and foreign investments

scarce.

Business has over the last decades invested

heavily into information technologies and

employee training. Business is now focusing on

organizational recalibration in order to expand

core competencies, and then to leverage these

for competitive advantage in the marketplace.

In an environment where competition has been

elevated from the national to the international

level key ingredients to the successful execution

of corporate strategy are an educated/skilled

workforce and the efficient dissemination of

information. Telecommunications and primary/

secondary education perform vital functions in

realizing these objectives.1

The central role of education and training in
economic growth was also stated by Laura
D’Andrea Tyson, former economic advisor to
President Clinton, when she suggested that “the
American economy has enjoyed a robust
expansion . . . unfortunately, the economy’s
expansion has failed to reverse two disturbing
long-run trends: stagnant or falling real earnings
for the majority of workers and increasing
income inequality”.2

She further points out that: “lifelong learning is
a necessity if workers are to meet the demands
created by changing technology and
intensifying globalization”.3 In a Washington
Post editorial (July 16, 1997) addressing the pros
and cons and the successes and
disappointments of the North American Free
Trade Agreement (NAFTA), the editors suggest
that “job training and, in the long term, better
primary and secondary education is likely to
be key” to greater NAFTA success.4

The access and use of “technologies” to im-

prove and incorporate all countries’ demands

EDSAT-Americas, a Hemisphere-Wide Collaborative Network:
Is There a Demand?

Shelly Weinstein

President and chief executive officer , NETO/EDSA T
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for training and, in the long term, better primary

and secondary education are closely linked to

economic growth!

Rapidly evolving technologies are being applied

worldwide to address seemingly intractable

education problems, especially those related to

access and quality, but also as innovations to

anticipate future trends in the way educational

services at all levels could be delivered. The

demand for such applications is clear-cut.

Within school walls, teachers and students now

access information and knowledge through

Internet connections.  The electronic exchange

of ideas about teaching and learning has

generated new ways to enhance the curriculum

and to stimulate professional development.

Outside the classroom, students and teachers

more frequently interact through new

combinations of distance education formats. In

addition, connections to cultural and scientific

institutions, and the growth in connectivity

using various telecommunications modes in the

home and elsewhere, has led to expectations

that information and knowledge sharing and

learning seemingly have no barriers.

To capitalize on the potential of available

technology, countries now need to develop their

own educational strategies to make technology

integral to their education vision and strategic

planning for the year 2000 and beyond. In the

current dynamic environment, educational

decisions taken during the next few years

undoubtedly will have long-lasting

consequences for the educational and

productive future of all Latin American and

Caribbean (LAC) societies. Countries will need

to prepare a facilitating environment to

encourage both public and private sectors to

contribute fully to education in this regard.

Building the required infrastructure to

accommodate new education technologies

looms on the horizon. Current capacity varies

considerably in the LAC region. Investment

strategies must reflect the fiscal reality of each

country; however, as noted in the report,

educational technology appears within reach

of all countries of the region if it is carefully

selected and deployed at suitable educational

levels and where cost effectiveness can be

achieved.

An important consideration not to be

overlooked is the potential inequities that could

be perpetuated when planning technology

investments. All segments of the learner

populations should be considered, but special

attention should be given to technology access

by the poor in both rural and urban areas.

Above all, the incorporation of technologies

must be organized to maintain open societies

that encourage the free flow of information.5

The countries of Latin America and the

Caribbean have made important strides in

increasing primary and secondary school

enrollments. Despite such progress, countries of

the region confront major challenges in the

development of education in the years ahead.

Indices of education quality, such as the Third

International Mathematics and Science Study

(TIMSS), reveal that Latin America countries lag

behind many other nations in student

achievements on these measures. . . .

LAC countries have been using technology for

many years to deliver educational services,

mostly in the form of radio and broadcast

television. Both have been effective in addressing

specific education challenges, especially

reaching students in rural areas. The problems

that are addressed and the achievements are

significant. There are, however, significant

differences in the application and cost of

technologies now available for education.6
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Most LAC countries lack a comprehensive

strategy for incorporating technologies into

their educational systems – even though several

are now making significant investments. A few

major projects in some countries in the region

provide evidence of how best to proceed. In

addition some smaller, generally free-standing,

projects, not coordinated into an overall

educational planning framework, can be found

in most countries. More evaluation is needed

of these early investment efforts, especially their

cost and the application of lessons in other

efforts in the same or other LAC countries.

Ideally, investment in technology will become

an integral part of a country’s overall strategy

for education improvement. World experience

suggests that it is prudent to coordinate

technology planning and investment with key

educational goals rather than to consider them

as merely discrete applications. One of the

greatest opportunities is that technology may

eventually provide higher quality education to

substantially more of the population.7

Despite these and other efforts, and in spite of

the fact that Latin American and Caribbean

countries in the past 30 years have expanded

educational opportunities and improved

equality, there remains

Persistent inequality in the region, [and] low

quality of educational supply and outcomes, . . .

Educational inequalities clearly perpetuate

income and social inequity. Increasing the quality

of basic education for the poor, providing early

childhood education, and expanding access to

upper-secondary and higher education have

become part of a new strategic vision for

reducing inequality within LAC societies, and

dealing with disparities between LA and other

regions at similar stages of economic

development.8

Political and Educational Change

There is no question that many Latin American

and Caribbean countries have been prioritizing

education spending to provide access and use

of education resources through technology for

basic secondary and higher education, and to

improve the quality of education throughout

the system. While there are numerous examples

of distance education programmes throughout

the Latin American and Caribbean countries

there are no official statistics available on these

programmes.

On affordability and financial sustainability the

Work Bank finds that “one of the many issues

facing ministries of education in the Latin

American region today is ‘how’ – not whether –

to fund the introduction of computers in

schools, and on what scale . . . although funds to

support pilot educational technology programs

at selected schools can readily be found.”9 The

present educational technology and models

used by the Latin America and Caribbean

countries are largely employed with the help

of loans from the World Bank and the Inter-

American Development Bank (IDB).

The Internet

Before leaving this section on educational

change and pressure mention must be made of

the exponential growth brought about over the

last five to eight years in the number of users of

the Internet system and the services it provides.

The impact of the Internet and its potential

value cannot be overestimated for business,

government, education and other public

services, such as health.

As a result of the pressure from the growth in

Internet users and the global focus on e-

commerce to encourage consumer use, from

banking to gardening – i.e. information, trade,
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retail and wholesale commerce, research, etc.,
“the state of the development of
telecommunications infrastructure in the Latin
American and Caribbean countries will be
critical in planning for education uses of
technology by countries and in the region
generally.”10

The high cost of Internet access in most Latin
American and Caribbean countries is
prohibitive. Residents not only pay
comparatively high long distance charges, but
local calls are charged on a per minute basis.

Few if any will question that Internet
connectivity for rural areas, specifically to the
poorest schools, is the greatest challenge facing
leaders in Latin America and the Caribbean. For
example Trinidad and Tobago has started a major
National Distance Education effort for all
schools. In 1997 Trinidad and Tobago monthly
payments were $100 for 100 hours, $5/hour for
additional hours.

Along with the prohibitive cost barriers to
access the Internet/Web systems via telephone
lines, there are other substantial limitations and
cautions for educators and policy makers to
consider.

The Internet is primarily a point-to-point
individual system. Its applications for education
are suitable for research, information and news.
Where affordable it is one of many “tools” that
should be institutionalized and accessible for
education, instruction and health care services
as an efficient and effective means of improving
and raising education and teaching standards

in the twenty-first century.

Structure and Obstacles in Delivery
Systems

The costs for access to the Internet over

telephone lines have already been mentioned.
However, it is only recently that there is a better
understanding that Internet services can be
accessed through alternative delivery systems,
such as satellite, and brought down to connect
through telephone lines (copper or fibre) or
cable. This offers educational institutions two
advantages. It substantially lowers operating
costs and it simultaneously accesses greater
numbers of students and sites, substantially
lowering per student costs.

The Orbiter Newsletter of the Society of Satellite
Professionals International reports that,
worldwide, Internet delivery via satellite will
reach over “5% of overall satellite band width”
by the end of 1999.  They estimate the demand
for “high band width links to US Internet
backbone” by Internet service providers (ISPs)
reached $138 million in revenues in 1998. It
also reports on rapidly growing use of the
Internet: “Latin American Internet usage grew
250% in 1997 . . . and Intelsat’s service revenue
breakdown and growth requirements for [Latin
America] indicate that Internet services are
growing at a faster rate than other satellite
delivered services” found in this Internet
study.11

Satellite company officials and experts agree
anecdotally that the biggest buyers of satellite
time today are ISP companies. In fact the report
estimates that “revenues derived by satellite
operators providing non-US ISPs with satellite
connections to the Internet backbone doubled
in 1998.”12 The total revenue from the Internet
for six multinational satellite companies
exceeded $137 million in 1998 and it is
projected to exceed that by 100% by the end of
this year. Internet sales for Intelsat for 1998
accounted for more than 10% of their total
revenue. In the same year Loral Orion revenues
from Internet sales exceeded 14% of their total

revenue.13
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What is the significance of this for Latin

American and Caribbean policy makers? It

demonstrates that Internet services and sales

are a fiscally viable market for a consortium of

nations operating and managing satellite

capacity for education and health care.

Other Delivery Systems for
Telecommunications Services

Telecommunications “infrastructure” can be

sorted into three categories:

1. Transmission or “delivery” systems – satellite,

telephone and cable (fibre and copper

wire), sometimes called “pipelines”,

“backbones” or “highways”.

2. “Interconnectors” or switching systems

between different technologies and systems.

(The distinctions between these two

categories are becoming very blurred due

to deregulation and corporate mergers.)

3. “End-user” equipment – the classroom

hardware, software and programming

services. This arena, where the “end-user”

equipment is critical to the “use” question,

is often referred to as the “last mile”.

The three categories are relevant to costs and
effectiveness for an organization that may be
planning a system to connect education and
health care institutions. However, for the
purpose of this discussion our focus is on
telephone, satellite and cable delivery . . . the
“highway”.

In studies prepared for a conference on, “Has
Privatization Worked . . . The International
Experience?”, Columbia Institute for Tele-
Information (CITI), Columbia School of
Business, looked at many regions of the globe,
including Asia, Latin America, Russia, Europe,
New Zealand, India, the Far East and Africa.

With some exceptions, on a scale of 1 to 10,

there are wide variations of success where

privatization has been “accepted” (and in some

countries it has been rejected or rejected and

recently accepted); however, where it has been

accepted in all cases it has improved economic

performance, return on investments and market

valuations. However, with the exception of

South Africa which used a different model,

privatization has not fulfilled its ‘social role’ in

advancing “universal service, providing wide

access to Internet, sharing the benefits of

communications and advancing competition”.14

In almost all cases, but specifically Latin America,

privatization benefits are largely realized by

“business” and “service” remains a privilege of

the “elite”.  The benefits to business are high for

investors and financial institutions. Regulation

is weak, and largely serves to maintain

monopolies, often moving from public to

private monopolies.  The studies clearly indicate,

and are specifically alarming for Latin America

when they show, that “privatization has created

a two-tier information society, those that have

access, and those unlikely to ever have access”.

Forewarning of the real probability of  “creation

of an information underclass with serious long-

term implications” rings loud and clear.

What of the future? What implication does this

have for education reform in Latin American and

Caribbean countries? As we know, “education

and training” was the lead priority going into

the II Summit of the Americas. Education reform

goals as agreed to in the II Summit of the

Americas, had a strong component dedicated

to the use of information technology to improve

teacher and worker training, improving literacy,

science and math instruction and, first among

equals, to make basic quality education available

to all children in the Americas by the year 2010.
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The information technology models being used

in North and South Latin America and the

Caribbean countries are Web pages, linking

schools to Internet, computers and modems and

dedicated TV channels. Let’s look at how the

US information technology companies are

structured and financed to understand the

problem. Are they compatible with the de-

mands from the education market?

• Structure: Education demands and use are

different from consumer and business

demands and use. Education is a “horizontal”

business. The finance and structure of

telecommunications industries are designed

to serve the needs of “vertical” business. In

all cases, the telecommunications industry

is structured and financed for broadcast

(entertainment, news and sports), voice,

data/information and commerce. Pricing is

based on bandwidth, number of users, and

distance. These pricing structures are

incompatible with education, public health

and other social service goals. Education

users have the need to reach greater

numbers, lower the barriers of distance,

location and wealth, and still lower their per-

student costs while greater numbers are

reached.  Above all, the goal for education

and other social services is to close the gap

through equitable distribution of resources,

which is, more often than not, incompatible

with these structural elements.

• Financial: In the telecommunications

industries “financing” is based on pre-sales,

multiple investors with quick-turn-around

investments, long-term big buyer/users,

“pre-paid” unused time, etc. All tele-

communication industries try to

encourage “volume” and “longevity” with

price benefits. Broadcast, voice and cable

industries set their pricing and gravitate

their delivery systems to highly populated

and higher per capita income areas. On the

other hand, education users need long-term,

low-interest loans with long-term turn-

around structuring for use and return to

investors. Individually education is a small,

fragmented and disorganized buyer. (Its

buying power when aggregated is as large

as, if not larger than, commerce.) Education

makes post-payments for services, and

buying is based on need and demand, not

on population size and quantity. Education

is an uneven industry and public market

with wide-ranging sizes in populations in

rural to high density locations. Education

requires governance and control as a

nation’s constitution mandates, in order to

provide equitable distribution of teachers,

resources and services (in some cases, even

“equal” distribution). Population size,

geographic location and per capita income

cannot be the major determining factor in

the level of educational services.

• Organization: The current privatized and

liberalized telecommunications models are

organized around industry representatives

negotiating with ministers of communica-

tion and finance as government’s

representatives and decisionmakers.

Industry representatives in turn provide

government representatives with the

“model” for performance levels to

measure success. The industry measures

number of access lines, diversity of

telephones per population size, lines for

numbers of employees, operating and net

margins, revenue per line, cash flow and

cost per line, etc. These “performance

measures” do not relate to or provide for

public accountability for the country’s or

state’s education goals and plans, budgets

and costs, and above all, a time line for
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measuring performance applications.

Ministers of education and their US and

Canadian counterparts must be in the

driver’s seat for spending and services

(programming), and held accountable for

the integration, diffusion and use of

telecommunication services and tools in

classrooms.

• Industry: The telecommunication

companies that have grown to

extraordinary economic heights have

financing and structures that have

responded to the needs and demands of the

broadcast, voice and cable industries serving

consumers located in homes and

workplaces.  The demands and needs of the

education industries (for-profit, not-for-

profit, public and private) do not

correspond to the demands and needs of

the broadcast, voice and cable industries.

Education products and services are

curriculum, training, teaching and

information with users located primarily in

educational, cultural and community

institutions. Unlike consumers who

purchase independently and operate on

need; the teachers and public servants

purchase, teach and operate within the

demands and time structure of

“institutions”.

Summation

This paper documents a growing pressure from

elected officials and government ministers and

their communities for bureaucracies, educators,

teachers and their organizations to mitigate

intransigence to “change”, to encourage and

develop plans for the efficient and effective use

of new communication and information

technologies in teaching, learning and in

classrooms.

History and evidence is strong that the “costs”

remain the barrier to equity and affordability

even when there is a “glut” of capacity.

Specifically, small and less populated countries,

densely populated cities, and new, fragile

democracies are at greatest risk of being left

out of the Information Age.

Analysis of the financing, pricing and structures

of telecommunication industries clearly shows

these are incompatible with the demands and

needs of the education sectors, as institutional

users, as an industry and as global users.

Recent history also demonstrates that for the

most part, in comparisons to commerce and

consumer market demands for services and

products, the educational institutions are small,

fragmented and sporadic users of the same

technologies with different demands and

services. “Education” usually commands the

largest portion of state and nation budgets,

second only to defense. On the other hand, it is

“business as usual”, and booming at that for big

buyers – independent cable and telephone

companies and multinational corporations. They

merge together to lease or buy satellite capacity

and telephone lines, aggregate their buying

power to lower costs, gain access to greater

numbers of users, and are guaranteed control

of the timely delivery of their services and

products.

The speed with which technologies change,

dropping the costs for volume buyers and

access to mass markets, provides huge benefits

for investors, large companies, and the upper

crust of this hemisphere’s societies. This

scenario not only leaves little room for, but

frequently shuts out, low-per-capita

communities, small countries, and rural, ethnic

and community populations.
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We began this discussion with the knowledge

that most Latin American and Caribbean

countries lack a comprehensive strategy for

incorporating technology into educational

systems, and the World Bank suggests that

“ideally investment in technology will become

part of a country’s overall strategy for education

empowerment”.15

What benefits or added values will be gained

for countries like Trinidad and Tobago, Barbados

or Argentina to participate in a regional

cooperative effort, if they already have

implemented plans to install and operate their

national distance education plans?

Until recently, no Latin American or Caribbean

country benefited from a “connected” horizon-

tal or telephone infrastructure. All signals

were transmitted through and between US

ports. This kept costs and services very high and

“limited services”.

Educators are now assuming the installation of

broader bandwidth fibre, and stronger copper

trunk lines in many Latin American countries

will bring costs down and open access to

horizontal diversified services. There is no

indication or likelihood the telephone

companies will carry the stronger infrastructure

outside or beyond a major metropolitan area.

Therefore, absent a planned hemispheric effort

along with the ministers within each country,

planning together, education access is likely to

remain limited to population size, wealth and

resources.  The need to aggregate buying power
is critical for the students in Ji-Parana, Brazil,

Concepción,  Argentina or the Village of La Brea,
Trinidad, as well as Brasilia, Buenos Aires and

Port of Spain.

Ministries of Education should have options in

selecting end-user equipment and programming
by asking the questions, will it connect with

and to a “diversity of quality programming”, will
it provide predictable services, will it be easy

to use for end-users, and is it affordable? Without
a large cooperative effort by a group of small

and large countries, cost, wealth, distance and
use will remain large obstacles to education

equity.

There is an urgent need to explore another
“distance education model” which will balance

the public interests, such as education and
health care, with the economic and competitive

benefits for business and consumers, a model
that addresses the barriers of cost, equity,

governance and predictability to connect
education and health care institutions in the

Western Hemisphere.

In closing we are reminded of the late George
E. Brown, Jr., US Congressman, speaking to the

NETO/EDSAT International Working Group at
the OAS/World Bank meeting in 1998, when he

said, “As you well know, technology has made
the unimaginable possible, and has increased

the rate at which human culture advances. We
as a global community have the responsibility

to ensure that all people benefit from these
changes . . . The concept of an integrated,

hemispheric telecommunications system
dedicated to instruction is not necessarily a new

one . . . The longer we wait to act, the greater
the risk of more people falling behind and the

greater the divide between technology haves
and have-nots . . . The challenge we face is

turning ideas into reality!”
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Introduction

This paper will demonstrate that the effective
use of distance education through the
University of the West Indies Distance Education
Centre (UWIDEC) is a means by which groups
of participants representing small Caribbean
states can be brought together at one time to
be educated on topics which are significant to
the region, individual states, individual
communities and families. However, it will also
show that the extent to which this is viable will
depend on its perceived relevance and
effectiveness. A great deal of time will be spent
describing how Training in Health and
Environmental Health (THEH) in the Caribbean
Community (CARICOM), which was a Japanese
funded project, sought to overcome the
obstacles identified. The recommendations
made (the majority of which came from the

participants themselves), for strengthening the

viability of this technology will also be

presented.

At the very outset, the point must be made that

there are other options open to potential

students, such as:

• Traditional face-to-face instruction, in which

the student has to relocate to the site of

learning for a specified prolonged period

of time.  This option has implications for

travel-related expenses and interruption of

productivity on the part of working persons

turned students.

• Other distance education options, including

correspondence courses – entailing a great

deal of self-directed learning; computer

online educational courses – a very

individualistic approach to learning.

Distance Education in Health and Environmental Health:
An Option – Now Let’s Strengthen its Viability

Edna Walters

Health education and community development specialist, Jamaica

Abstract

The experience of the Training in Health and Environmental Health in the

Caribbean Community project has demonstrated that distance education

techniques is an effective medium through which participants in more

than eleven countries can be brought together to be educated on topics

that are significant to both the region and to individual countries. This

paper examines the means through which individuals are educated and

meaningful communication among them facilitated. The discussion eval-

uates the experiences of participants in relation to the technology; designing

of pre and post activities; selection and preparation of presenters; the setting

and ground rules established; and the interactive process utilized for the

project.
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Distance Education – An Overview

Distance education, to paraphrase Professor
Barry Willis (associate dean for Outreach,
University of Idaho) is the response of the
educational system to the challenge of providing
increased educational opportunities without
increased budgets. Given this definition, it is very
clear that distance education is therefore more
than:

just “one way for an individual with the

necessary baseline education to be linked with

an institution for higher learning if he or she

cannot, for one reason or another, be physically

located on the campus”.

 just “better than nothing” when it comes to the

furthering of one’s education.

This option which is designed to take place
when the presenter and participants are
separated by physical distance, has the potential
to become an effective means of (a) bridging
the health and environmental health
instructional gap and (b) exposing participants
to the most qualified members of the medical
and other health-related faculty. It must be seen
as having the capacity to provide educational
opportunities to an increasing number of non-
traditional participants in the health field and
those health and environmental health
professionals and para-professionals dis-
advantaged by distance and limited time, some
of whom reside in rural areas.

The Potential Impact of Distance
Education

Moore and Thompson (1990) and Verduin and
Clark (1991) have documented evidence which
shows that distance education, when compared
to traditional face-to-face instruction, can be as
effective once appropriate technology is used

and there is student interaction and teacher to

student feedback.

It is very clear that the effective use of distance

education entails more than bringing

participants to sit in a room under the tutelage

of a presenter for a period of time. It requires

deliberately planning, extensively preparing, and

efficiently implementing an educational process

which focuses on the needs of the participants

and the constraints faced by both participants

and presenters.

Embracing This Option in Delivering
Health Education: Training in Health
and Environmental Health (THEH)

The UWI Centre for Environment and

Development (UWICED) was the implementing

agency for this Japanese funded project

executed by the Pan American Health

Organization/World Health Organization

(PAHO/WHO), Caribbean Programme Centre

(CPC) located in Barbados.  The two-year project

was intended to function in thirteen Caribbean

countries, namely Antigua and Barbuda,

Bahamas, Barbados, Belize, Dominica, Grenada,

Guyana, Jamaica, Montserrat, St. Kitts and

Nevis, St. Lucia, St. Vincent and the Grenadines,

and Trinidad and Tobago. Of these thirteen

countries one (Guyana) did not have a UWI

Distance Education Centre site while one other

(Belize), had a site but would have had to

participate by telephone, which would not

have been cost effective. Hence delivery of

this project by distance was carried out in

the other eleven countries for all but the final

session, when Belize was invited (thanks to

UWIDEC) to participate on line. On-site

training was conducted in both Belize and

Guyana.

Aim of THEH

Through teleconferencing, computer assisted

learning and audio-visual materials THEH

aimed to:
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1. Upgrade the skills of 600 practitioners and

community workers in environmental

health and health promotion;

2. Develop eight training modules on health

and environmental health;

3. Train twelve health and environmental

health professionals and para-professionals

in multimedia and technical production for

public education in environmental health

and health promotion;

4. Increase public awareness through a

programme of public education reaching

2,600, conducted by the persons trained in

environment and health.

The effectiveness of this project depended on
the success of aim number 1, the foundation of

the project.

The Participants

The participants were required to be

professionals, para-professionals or community
members with the ability to analyse and apply

the instructional content taught.

The Intended Output of THEH

At the end of the training, the professionals and

para-professionals drawn from the public and
private sectors would function as agents of

change in programmes of community
education. In this capacity they would then

work in teams of five or six to extend the
training programme, aimed at increasing

awareness of the prevention and management
of environmental health problems and chronic

diseases, to targeted urban and rural poor
communities in the region.

Why (Training by) Distance Education?

The decision to use distance education was
influenced by UWIDEC’s track record in the

delivery of health education among its

numerous training programmes conducted over

the years.  The THEH Project Document (1996)

made reference to the following factors which

influenced the choice of this medium:

1. CARICOM’s aim to expand educational and

training opportunities in a cost-effective

manner for its people, with a view to

strengthening the human resource base of

the region.

2. CARICOM’s commitment to the

development of the distance education

facility as “a mechanism increasing access

to higher education as well as more broad-

based public education programmes”.

3. A review of (the then) UWIDITE,

undertaken by the Commonwealth of

Learning, which emphasized the

effectiveness of this mode of teaching.

4. The anticipated expansion and upgrading

of UWIDEC’s technological capabilities.

Preparing for the Delivery of THEH

Prior to commencing the training, efforts were

made to determine the pros and cons of

distance education through UWIDEC and utilize

the findings to prepare for an effective

programme. This information was gleaned

through first-hand experience at the project’s

teleconference planning meetings; the online

curriculum development workshop attended by

country representatives; observations of the

administering of teleconference sessions by

UWIDEC personnel; discussions with

professionals who had taught via teleconference

and health personnel who had participated in

training programmes by distance.

The strengths/facilitating factors (pros)

identified were:
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• Support/collaboration among the

participants and among the coordinators;

• Quality of presenters, once of a high

standard will make for effective delivery;

• Interaction – participants tend to be

enthusiastic about sharing with other

Caribbean persons and hearing their views.

The obstacles (cons) identified were:

• Frequent break down of the teleconference

system on Jamaican sites although the

systems in other countries remain intact and

on line;

• Technical problems, including buzzing on

the Jamaican end of the line, which proves

disruptive;

• Acts of God/disasters which disrupt the

lines;

• Undirected discussion on line, hence the

need for setting rules prior to the

commencement of the teleconference and

for the facilitators to regulate the

participation of the countries;

• Difficulty in monitoring the activities of

presenters not based at Mona;

• The mode of presentation by most

presenters is that of straight lectures, which

makes for boring presentations and

distractions among participants, hence the

importance of the inclusion of a session for

the master trainers on effective

teleconference teaching;

• Duration of presentation – participants

tend to get bored and restless if the

training sessions are extended beyond two

hours.

Suggestions Made by Professionals for
Enhancing the Effectiveness of
Teleconferencing

• Presentations are enhanced by the inclusion

of small group discussions/activities of

approximately ten minutes in duration;

• The audiotaping of all sessions is highly

recommended – these audiotapes would

then be made available to participants of

those countries that might have

experienced disruption of one sort of

another;

• Former participants suggested the inclusion

of debates among the countries to maintain

participation.

Developing an Effective Distance
Education Programme

Strengthening the Viability

It was recognized that UWIDEC had in place a

product that was taking root and had the

potential to grow and develop much further.

To facilitate this growth, which would be

manifested in effective programmes, efforts

should be made to (a) reinforce the strengths

and facilitating factors (the pros) and (b) at least

tackle those obstacles (the cons) that can be

controlled. To this end efforts were made by

THEH to identify these factors, beginning with

the pros. The following pros were identified.

Pro no. 1 – support/collaboration among the

project team/coordinators. Recognizing that

effective distance education programmes do not

happen spontaneously but rather through the

collaborative efforts of the members of the

project team, reinforcing this facilitating factor

is prudent. To achieve this the first major goal

was to engage the services of an efficient project

team comprising:
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1. A local project coordinator (LPC) nominated

by the Ministry of Health in each partici-
pating country. The majority of these

persons were health professionals who,
for the most part, had been involved in

conducting educational activities in their
respective countries. These LPCs were very

instrumental in identifying the participants,
facilitating the training process, maintaining

the register of participants’ attendance,
submitting reports and evaluation and

feedback to the coordinating centre.

2. Focal Point Advisory Committee (FPAC)

chairmen, the local Ministry of Health’s
representatives who chaired the country’s

committee responsible for monitoring the
project at the local level.  These individuals

were either resident tutors at the University
Centres, chief medical officers of health or

directors of the bureaus of health education.

3. The project’s technical committee, which

comprised health, environmental health,
communication and curriculum specialists

having the responsibility for preparing the
educational content and curriculum.

4. The presenters, who were medical health
and environmental health professionals

who conducted the training from Mona and
Montego Bay in Jamaica, St. Georges in

Grenada, and Port of Spain in Trinidad and
Tobago.

5. The support team, comprising secretarial
staff and staff members of the University

Centres who, although often not visible,
were responsible, to a great extent, for the

success of this project, seeing to the
scheduling of the training activities,

registration of participants, and distribution
of resource materials.

6. The UWIDEC technicians who maintained

the system through which the training was

transmitted also trained the LPCs and

advised the presenters and facilitators on

the operating and effective use of the

system.

7. The project manager who worked closely

with the project’s technical committee and

UWIDEC’s technical and support team in

planning and coordinating the distance

education programme. The responsibilities

of the project manager included ensuring

that technological resources were in place,

the educational materials were in the hands

of the participants and the needs of the

participants were being met while

achieving the aim and objectives of the

programme.

Pro no. 2 – the quality of the presenters. To

ensure a high standard of presentation,

emphasis was placed on training all the key

players.  The quality presenter must have quality

materials to make his or her presentations. For

this reason prior to the development of the

curriculum the UWIDEC curriculum specialist

from Barbados was invited to conduct an

intensive two-day workshop for professionals

who had been invited to be content writers and

presenters. At the end of this training the

project’s training plan was developed.

Presenters identified were among the best in

terms of knowledge of content. However, while

all had been participants in distance learning
by UWIDEC at one time or another, only one
had had previous experience at teaching by
distance. Whether or not one has had previous
experience at distance teaching it needs to be
recognized that each presenter is an individual
who brings to the setting his or her own
personality; a voice with a particular pitch, tone,
accent, sense of urgency or a lack thereof; a
unique speaking technique; a manner all his or
her own. While focusing on the role of teacher
and engaging in developing a working
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understanding of the technology through which
the lessons are taught he or she also needs to
understand the characteristics, needs and
expectations of the diverse group of students.
This is especially important since presenters are
required to employ appropriate teaching styles
to meet these needs and expectations having
face-to-face contact with very few of the
participants. Against this background a site
orientation and training session was conducted
by a UWIDEC representative at Mona. During
this session presenters were familiarized with
the medium.

Pro no 3 – provide orientation for FPAC
chairmen and LPCs. Meetings were convened
by the project manager with this group of
individuals at crucial points, namely: prior to
(that is, an introductory meeting which served
to set the stage and the pace for the delivery),
mid- and post-training. This provided the
facilitators with an idea of what to expect from
a technological point of view and to inform
them on the format and other details of this
component so they in turn could prepare their
participants. More frequent and regular
meetings were held with the LPCs.

The cons that were identified are listed below.

Con no. 1 – mode of presentation. To address

the criticism of boring presentations and

straight lectures, the approaches utilized in this

project included interactive exercises, group

activities, games and readings made available to

the participants at the University Centres. This

mix was designed to complement the

instructional content, which took the form of

course texts.

Con no. 2 – undirected discussions on line.

The setting of ground rules that were to be made

known to the participants was introduced.

Methods of facilitating interactive sessions, and

fostering support and collaboration among

participants were discussed and designed as a

means of overcoming this obstacle. Each

presenter indicated to the participants his or

her mode of teaching (for example, most

preferred to present for 15 minutes and invite

discussion after).  A list of countries present was

compiled by the project manager for use by the

presenter and deliberate efforts made to invite

countries to participate by calling upon them

in either random or systematic order, ensuring

that all countries participated.

Con no. 3 – difficulty in monitoring the activities

not based at Mona. Bearing in the mind the

importance of sustainability of this project, the

project manager along with the UWIDEC

technician conducted online training for the

LPC and an assistant health educator in Grenada,

and the presenter from Montego Bay. This

training was designed to give them exposure

to the manning of the distance education system

and prepare the Grenadian team to facilitate the

environmental health and chronic diseases

youth forum. This training served as a means

of testing and exposing these facilitators to the

difficulties that were reported to be

encountered often when using the system.

Con no. 4 – frequent “break-down” of the

teleconference system. This obstacle, which

was out of anyone’s control, could only be

addressed by the existence of contingency plans

that should be designed when the lessons are

being developed. The considerations are a

number of “what ifs”, such as:

• What if the system goes entirely? Would we

have to cancel the entire day’s proceedings?

• What if participants in a particular country

can hear the presenter but cannot be heard

by the presenter? Do we conduct the

session as if they were not there?
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• What if the presenter can hear the

participants but cannot be heard by the

participants?

• What if there is buzzing on the line?

Delivering THEH

Guided by the above, a total of fifteen training

sessions were delivered to 995 participants.

The training modules in diabetes were deliver

in four two-hour sessions. These were preceded

by one to two hours spent on site by the

participants, during which time they

participated in training exercises contained in

the manuals or engaged in discussions on the

topics to be presented. The training modules in

environmental health and chronic diseases were

delivered in eleven two-hour sessions. The

presenters spoke for 15 to 20 minutes initially

and invited participation by way of questions

or comments. The community education

sessions were mainly interactive.

The delivery of the modules should have been

complemented by the use of multimedia

material transmitted to the sites. This did not

materialize, as the upgrading of the UWIDEC

system was not completed to allow this to take

place.

Evaluation/Feedback

The final session in this project was delivered
on March 23, 2000. Instant feedback and general
evaluation of each session revealed that the
medium used for the training had a lot of strong
points. The evaluation instrument sought to
obtain participants’ reactions to the
arrangements and the setting, among other
things. The setting at the facilities was rated as
“very good”; references were made to the
physical accommodation which, except for one
site, was found to be very comfortable. At the
one site where participants expressed

discomfort, this was because they were
dissatisfied with the chairs that were provided.
The tone set by the staff of the School of
Continuing Studies, or the UWIDEC centres in
two countries, was rated “very good” to “good”.
Timing was not an issue for this project. In fact
persons complained that the two-hour sessions
were too short. We had to be chased off the
system by the presenter following our sessions.
We often hoped that there would be
cancellations of sessions so we could get
extended time.  This happened very rarely.

Aspects of the arrangements that had to do with
transmission got ratings ranging from “good”
most times (when there were no technical
difficulties experienced) to “fair” at the few
times there were. Very rarely, a few countries
experienced occasional times of not being
heard (Antigua and Sav-La-Mar in Jamaica) and
not hearing (Grenada and St. Vincent at times).

Young people who participated in the two
youth forums were fascinated at the ideas of
(a) receiving information from professionals
who were prepared to answer their questions;
(b) talking with their peers from other countries
about chronic diseases and environmental
health issues that affect them; and (c) discussing
ways in which they can begin to impact on
these health issues at a regional level. It should
be noted that this group was equally vocal at
expressing its disappointment when contact
with Grenada was lost while facilitating the
youth forum.  A very touching aspect was youth
with diabetes sharing with others their
experiences and the support system established
among them. A challenge to UWIDEC comes
through the request of these youth to be
accommodated at least once a year for this type
of interaction.

One observation worthy of note is the
difference in performance between those
countries that were on line and the two that
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were not (Guyana and Belize). The latter,

although not being on line, interacted more with

the project as the UWI resident tutor was in

touch with the university, being a part of its

system, and would received feedback from his

colleagues and be in touch with the project

manager when he attended meetings at Mona.

Guyana, on the other hand, had no other contact

than through telephone calls and the visit made

by the project manager. They were therefore

out on a limb, so to speak, not benefiting from

the camaraderie existing among the facilitators

and the participation which was cemented

through regular meetings and participating in

the training.

Everyone who participated in this training

recommended that this activity be continued

even on an annual basis, allowing them to

discuss strategies and to be given current

information on matters related to health and

environmental health, as well as to strengthen

their resolve to make a contribution to

addressing the health and environmental health

problems in their respective countries. One

striking feature of the networking that was

established was the assistance offered by
“stronger” countries to the “weaker” ones. In one
session Jamaica and Barbados, whose activities
were more advanced, were very helpful to the
other states, offering them suggestions that were
readily accepted.

The fact that Belize was able to participate in
the final presentation helped to boost the
morale of that team and its participants. Hence
the recommendation that, in future, ways be
found to have them participate on line more
frequently.

Delivering health education by distance is
highly recommended for the following reasons:

Its affordability to the region, the individual
governments of the small states and the
individual participant who can attend on a part-
time or full-time basis at minimal man-hours lost
to his or her organization of employ.

Its cultural soundness. The experiences and
needs of the state in which the participants
reside can be brought to bear on assignments
done in country and will more likely reflect
what is culturally sound and feasible than those
done on a campus “away from home”.

It provides a rich experience for the
participants. An example of this was the
outcome of a community health education
session in which factors impacting on the
management and control of diabetes in the
region were examined.  This sharing experience
had very interesting results.  Among them were
the feeling expressed by participants when they
learnt that as a region we tend to express the
same beliefs and display the same attitudes and
practices, with shades of variations; the joy of
hearing our colleagues express their own views
on common myths; the expressed resolve of
both health workers and community members
to reverse the ill effects caused by some of these
myths and the orchestrated desire, of all, to
respect the views of the community members
with whom we work and live, while enabling
them to adopt positive life styles even as we
further explore some of these myths for their
validity.

The question we ask ourselves is: have we begun
to overcome the obstacles? Hardly, did you say?

The THEH project has proven that the effective
use of distance education, in small states, is a
medium through which a large number of
persons can be brought together at one time to
be educated on topics which are significant to
both the region and individual states. It is a
means to strengthen Caribbean cooperation in
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health. Based on the experiences of the project
team and the feedback from the participants
and facilitators, distance education is indeed an
option in addressing the health education/
promotion needs of small states. It can be and
should be an important means by which
individuals are educated and meaningful
communication and interaction among them
facilitated. Before presenting suggestions for
strengthening its viability let me state that in
examining participants’ reactions to the
presentations an observer ascribed the high
level of motivation displayed to the fact that
health is a topic with which everyone identifies
and the modules taught contained information
to which the participants had had varying levels
of prior exposure.  Additionally, unlike a number
of other courses offered by distance, the
examinations set were to determine the extent
to which participants understood what was
taught and their further information needs and

not for grading purposes.

Strengthening the Viability of Health
Education by Distance

All users of distance education, as an educational

tool, need to plan for viability guided by the

results of the latest of an ongoing assessment

of the use of the system. Presenters tend to

evaluate the system and the recipients and not

themselves. Recipients tend to evaluate the

system and the presenters, and the system tends

to look at the presenter and the recipient. A

user however, needs to look at findings

regarding the presenter, the recipient and the

system to determine the effectiveness, the short

falls, the pros and the cons.

For THEH the networking among states, the

rapport established among participants, the

respect due and given to each participant, who

had something to contribute, and the fostering

of a united approach among small states in

tackling common health problems is very

important for sustainability which must be

initiated by the participants in the states.

UWIDEC has been successful at using the

interactive technology of telephone and audio-

conferencing along with the printed materials

circulated to all participants. Thanks to the

efforts of the technicians and the UWI Radio

Unit, audiotapes were made available to all

countries so those who for one technical reason

or another had missed a presentation or a part

thereof could have access to the information.

Because the use of visuals and graphics helps

students learn, the technological viability of

distance education in small states is going to be

strengthened when the educator has access to

a number of technologies and is able to select

those which best suit the needs of the students

and the delivery of the content. It means,

therefore, that there ought to be a wide range

of technological options with which the

presenters are familiar and which will

complement the telephone and audio-

conferencing in reinforcing the messages taught.

Examples of these are: slides, instructional pre-

recorded videotapes containing class lectures

and visually oriented content which can be

viewed at the same time by participants and

used to stimulate discussion; one-way or two-

way video. It is recognized by professionals

engaged in health education strategy design that

health messages are competing with numerous

other messages, some of which are counter

to a healthy lifestyle, for the time and interest

of the participants/target groups. These

competing messages may grab their attention

because of the style of the presentation, their

attractiveness, and the appeal to the various

senses of the target audience. For distance

education to be viable it must utilize that

approach; it must capture the participants’
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attention. When there is technological viability,

in a programme such as THEH the feedback

required to influence the development of

multimedia materials will be more instant,

resulting in a more representative final product.

More participants can benefit from the training

in multimedia by those participants already

trained under the supervision of a resource

person on line.

Viable Delivery Arrangements

To enhance the viability of distance education

in small states presenters must be lively,
conscious of the medium being used, creative

in making the lesson being taught as graphic
as possible. They must aim at holding the atten-

tion of the participants, and facilitating
understanding. It should be noted that distance

learners value instructors who are well
prepared and organized. Inherent in the concept

of the effective use of distance education is the
suggestion that there be in each receiving

country a facilitator.  The presenter should never
be expected to effectively and efficiently play

the roles of both presenter and facilitator; it is
just not feasible. In THEH the presenters relied

on the local project coordinators to act as
bridges between themselves and the

participants, allowing the presenters to
concentrate on teaching. Viability requires an

alert facilitator who is committed to the process,
an encourager, and a timekeeper having the

ability to maintain group activity/spirit, a
communicator who presents feedback to the

coordinator and the presenter. Viability resides
in the quality of the activity. In health, it has

been recognized that more is achieved when
individuals become active participants rather

than being passive recipients. Hence, the
principle of interaction as the process was

adopted very early in the planning. The ground

rules and the setting, both of which play major

roles in motivating participants, should be

maintained to facilitate the effective use of the

activities designed to reinforce learning.

Marketing this Viable Option

UWIDEC now needs to: (a) explore the market

to see what is being offered by other agents;

(b) let the small states know what is being

offered; (c) find out what the needs are; and (d)

plan effective programmes to meet these needs.

Conclusion

Distance education in the small states of the

region faces technological challenges such as

intermittent buzzing on the line and the

occasional breaking down of the system.

However, with constant collaboration these

obstacles can be overcome if not removed. We

as presenters, planners and evaluators should

therefore be motivated to take distance

education from strength to strength. The

participants are depending on UWIDEC and the

benefits to the region far outweigh these

challenges.
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Introduction

The promotion of healthy lifestyles, protection
of the environment and an enhanced capacity

to provide quality health services has been high
on the agenda of Caribbean governments for

many years. At a meeting of the CARICOM
Conference of Ministers responsible for Health

(CMH), held in 1984, the Caribbean Cooperation
in Health Initiative (CCH) was introduced. The

CCH, which was intended to increase regional
collaboration in health sector development, was

approved by the Heads of Governments in 1986.
A decade later, Caribbean governments agreed

to revise the initiative. Health professionals from
throughout the region met and recommended

eight priority areas, strategies for

implementation and areas of common concern

requiring joint action.   These recommendations

were accepted by CMH in 1998.

One of the eight priority areas identified was

human resource development. Within this

specific priority area, “the development of an

educational policy on functional,

interdisciplinary training for health

professionals” (PAHO, 1998, 22) was identified

as a sub-priority. The objective of this “sub-

priority” area was to improve the capacity of

countries to respond effectively and efficiently

to training needs. The provision of suitable

training for health workers was therefore

recognized as a regional priority in the

development of the health sector. Given the

identification of training for health workers as

Training of Health W orkers in Small Island States:
Bridging the Distances

Dianne Thurab-Nkhosi

The University of the West Indies
Distance Education Centre, St. Augustine campus, Trinidad

Abstract

One of the mechanisms to improve the health sector throughout the region

is the Caribbean Cooperation in Health Initiative (CCH). Approved by

CARICOM Heads of Governments in 1986, this initiative focuses regional

efforts on eight priority areas of health sector development. One of these

areas is human resource development, which includes the training of health

workers.  This paper seeks to explore the possibilities of distance education

for the training of health workers in small states. It reviews two programmes

conducted by regional organizations in the context of the limitations of

small island states. Theoretical and operational issues connected to the

design of the training programmes are also discussed.  The paper concludes

by reflecting on the role of the University of the West Indies Distance

Education Centre (UWIDEC) in facilitating professional training

programmes.
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a sub-priority area of the CCH, this paper

examines the features specific to small island

states which impact on training. Two training

programmes for health workers are described,

in relation to theoretical and operational issues

impacting on the design of distance education

programmes.

Features of Small Island States that
Impact on Training

There has been much debate about definitions
of small states and islands. Some definitions
focus on population statistics while others focus
on power relationships in the world order. For
the purposes of this paper the criteria used by
Rogers (1996) for determining small island
states will be applied to the Caribbean.
According to Rogers, small island states share a
relative lack of resources because of small size.
They are also isolated from the “developed”
countries and, to a large extent, from each other.
These two criteria form the basis for many of
the challenges that can impact on training
within the Caribbean.

Foremost amongst the challenges posed by
small size and lack of resources is the provision
of cost-effective programmes.  The small number
of persons requiring professional training on
any one island may make unit costs of training
high. This in turn raises the issue of financing
for training programmes. Where do funds for
training programmes originate? This lack of
finance further impacts on capacity building
within training institutions. Rogers (1996)
points out that many institutions are forced to
seek international aid, which may carry with
it stipulations about the timing and nature of
the training to be developed. The stipulations
of the aid agency may not necessarily be in
keeping with the needs of the community.

Linked to the issue of lack of resources is the

availability of skilled trainers. Many small states
are characterized by outward migration of
skilled staff. For those islands where
professionals choose to stay, training may be a
part-time activity.  This has implications for the
quality of training delivered.

Global education issues also impact small island
states. One such issue is the increase in
credentialism in adult and continuing education.
Small islands are limited in their capacity to
provide credentialism, because of their limited
ability to provide a variety of accredited
institutions for training. This has implications
for the demand for training offered.

The second criterion – the dispersion and
relative isolation of small island states – has
encouraged a focus on distance education as a
means of providing training. Two of the
challenges posed by this focus, however, are
selecting an appropriate mode of delivery and
also ensuring that materials are culturally
appropriate.

Though referring to small island states in
general, the challenges identified by Rogers are
applicable to small island states in the
Caribbean. Responding to these challenges,
institutions and organizations within the region
have been making efforts to educate health
workers.  Two examples of these efforts are the
Training in Health and Environmental Health,
conducted by the University of the West Indies
Centre for Environment and Development
(UWICED) and a pilot programme on
Laboratory Quality Assurance conducted by the

Caribbean Epidemiology Centre (CAREC).

Training in Health and Environmental
Health

The Training in Health and Environmental

Health was a two-year joint project, which
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commenced in 1998, involving UWICED, the

Pan American Health Organization (PAHO/

WHO), the United Nations Development

Programme (UNDP) and CARICOM.  The project

was largely a “train-the trainers” activity, which

targeted a range of health and environmental

professionals and para-professionals, including

nurses, doctors, community workers and

educators trained in environmental health and

health promotion.

The primary target group of the project – health

personnel from across the region – was

identified as having a major role to play in public

education. It was felt, however, that this role

could be more clearly defined, thus promoting

greater efficiency. Training in Health and

Environmental Health was therefore geared to

address “the absence of a system of effective

public education and its consequences in terms

of a paucity of persons knowledgeable about

technical and managerial health and

environmental health issues in 13 Caribbean

countries” (Walters, 1998, 4).

The training project covered four content areas,

namely diabetes, chronic diseases, environ-

mental health and water quality. These areas

were selected on the basis of priority areas

identified by the CCH and PAHO/WHO. In

addition to these specific content areas the

programme also prepared participants to use

innovative training methodologies and

multimedia approaches.

The actual training was delivered via a mixed

mode, comprising audioconferencing and print

materials. Persons from six countries were

trained on-site in multimedia video production.

Audio conferences, which were used to deliver

content, were conducted using the facilities of

the University of the West Indies Distance

Education Centre (UWIDEC). These facilities

comprise an audio learning (AL) network

linking twenty-eight sites throughout the region.

The AL network is currently based on digital

telephone lines, with a “bridge”, which basically

allows many callers to participate in the same

discussion, in real time. At the twenty-eight

sites throughout the region there are audio

conference rooms, equipped with microphones

and speakers, to facilitate the process.

The print materials took the form of two

complementary books, namely a resource

manual and a training manual for each content

area. The resource manual contained factual

information and supplementary readings, as

well as relevant training activities, while the

training manual contained applied, interactive

material. Each participant also received a manual

on community education for health workers.

Pilot Programme in Laboratory Quality
Assurance

Another training programme, which sought to

bring together professionals and para-

professionals in health from throughout the

region, was the pilot course on Laboratory

Quality Assurance. This pilot programme was

conducted in 1998 by CAREC in conjunction

with the U.S. Centres for Disease Control

and Prevention. As the name implies, the

programme was intended to promote

“professionalism” among laboratory personnel

and enhance quality control procedures in

laboratories across the region.

A second objective was related to the feasibility

of using distance education as a training

alternative. Given the resource intensive nature

of CAREC’s training activities throughout the

region, it was felt that a more cost-effective

means of regional training should be sought.

The Laboratory Quality Assurance training
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programme was conducted as a pilot distance-
learning course, in an effort to assess the

feasibility and effectiveness of the approach for
CAREC member countries.

The pilot programme targeted medical

laboratorians, who possessed at least basic
medical laboratory training.  The target included

medical technologists, laboratory supervisors,
directors and laboratory consultants in nine

countries/territories including the Bahamas,
Barbados, Belize, Cayman Islands, Jamaica, St.

Lucia, St. Vincent and the Grenadines, Suriname
and Trinidad and Tobago.

The programme was delivered using a

combination of videocassettes, audio
conferences, and print materials. Five videos

were viewed by groups of participants in the
various countries. Audio conferences were

scheduled intermittently between viewings of
the videos, with specific objectives related to

the content of the videos. Related print materials
were also provided. A total of three audio

conferences were conducted, using the facilities
of the UWIDEC.

Comparison of Programmes

The programmes identified above, though
different in vision and scope, share a number

of similarities. First, both programmes involved
adults who were professionals or para-

professionals in their respective fields. This
suggests participants were bringing with them

a certain level of experience in the field of work.

Second, the programmes were conducted
across several islands, and as a result were

subject to the limitations of small island states.
In light of the challenges posed by the context

of smallness, attempts were made to utilize

audio conferencing as a cost effective, accessible

means of bridging the distances.

Third, in both instances, there was an attempt

to supplement the audio conferences through

repetition of information in the form of print.

With regard to the experiences related to these

similarities, both programmes were affected by

technical and pedagogical problems. The

technical problems included absence of

technicians during system failures, inadequate

volume and voice levels at times and the

inability of some countries to participate due

to technological problems.

Pedagogical problems were related to the

delivery style of facilitators and the level of

interactivity of the audio conferences. Some

participants felt the programmes were too

conventional and didactic and there was

insufficient involvement of course participants

in the training process.

These similar experiences identified are by no

means peculiar to small island states or to the

specific field of health training. Macdonald

(1998) identifies some of the limitations of

audioconferencing as:

• Lack of or limited visual communication,

impeding interaction in the training activity

• Low quality voice on lines

• Noises on the lines impeding conversational

dynamics

Macdonald points out that these limitations

should not act as a deterrent to the use of the

technology for delivery of programmes. Instead,

they should feature in the planning exercise of

any institution interested in providing training

via this medium. Macdonald further notes the

necessity of balancing the limitations of the

medium against the advantages. These he

lists as
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• Interactivity – through real-time discussion

between instructor and learner

• Near universality – due to the existence of

telephone lines almost everywhere

• Affordability – since it has the lowest capital

and operating costs

• Flexibility – the equipment is portable and

easily removed

The problems experienced during the delivery

of both programmes and the issues identified

by Macdonald suggest that a key consideration

in the design of open and distance programmes

is interactivity.

Interactivity in Distance Education

Interactivity is a widely used term in discussions

about audioconferencing and distance

education in general. Interaction takes place

between instructor and learners, among

learners in the same audioconferencing room

and among learners at different sites.

Interactivity is usually determined by the rate

and extent to which participants are satisfied

there was an opportunity to:

• Ask questions

• Make contributions to discussions

• Meet and discuss off line

• Participate in learning activities

• Engage in discussions on line

• Engage in informal discussions on line

Burge and Roberts (1998) suggest the following

methods to ensure interactivity during audio

conferences:

• Select the highest possible quality of

equipment that you can afford

• Ensure that instructors are prepared in

advance, particularly in the use of the

technical equipment

• Integrate voice and visual elements as far

as possible

Distance education theorists such as Börge
Holmberg insist that to be effective, distance
education must have a human face. Desmond
Keegan (1996), writing on Holmberg’s theory,
says that to Holmberg, the single most important
element in education is learning by individual
students. Parer (1983) points out that Holmberg
emphasizes “guided didactic conversation” or
interaction among students, tutors and other
representatives of the institution.

Holmberg says that learning materials
developed with this concept of guided didactic
conversation would present the following

characteristics:

• Easily accessible presentations of study

matter; clear, somewhat colloquial language

in writing that is easily readable, moderate

density of information.

• Explicit advice and suggestions to the

student as to what to do and what to avoid,

what to pay particular attention to and

consider, with reasons provided.

• Invitations to an exchange of views, to

questions, to judgements of what is to be

accepted and what is to be rejected.

• Attempts to involve the student emotionally

so that he or she takes a personal interest

in the subject and its problems.

• Personal style, including the use of the

personal and possessive pronouns.

• Demarcation of changes of themes through

explicit statements, typographical means or

in recorded, spoken communications,
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through a change of speakers, or through

pauses (Holmberg, 1983, 117, quoted in

Keegan, 1996, 96).

Holmberg forecasts that if a distance education

programme is prepared following these

principles, it will be attractive to students, will

motivate them to study and will facilitate

learning. Other theorists suggest this may not

be sufficient to facilitate learning. One such

theorist is Michael Moore, who recognized that

distance education involves mainly adult

students who take responsibilities for their own

learning.  Moore stresses that true learning takes

place when students reconstruct ideas and skills

within the context of their ideas and skills (Parer,

1993). Writing in the phenomenological

tradition, Moore emphasizes the role of life

experiences in facilitating learning.

Conclusion

Within recent times the nature of the general
work environment has been experiencing rapid
changes. Collier (1985) credits these changes
to general social changes such as increasing
access to education, information and
communication, transportation and resources.
In the same vein, Romizowski (1998) points out
that in the workplace machines and technology
of various types are taking over routine tasks
formerly performed by man. Brekon, Harvey and
Lancaster (1994) point out similar changes
taking place with regard to the health field.
Health educators for example must be better
equipped to formulate, implement and evaluate
programmes rather than simply deliver them to
a community.

Another important trend in the workplace is
the rapid diversification and evolution of work
methodologies. This has created a situation
where workers, particularly in health and

related areas, need to constantly “re-tool” and

upgrade skills to keep up-to-date with the

changes. New research findings and constant

changes in technology have made it impossible

to provide all the necessary training for the

workplace beforehand. There is an increasing

need for “just-in-time” training – that is,

“individualized” training, which is available on

demand. This avoids the wastage involved in

providing wide-ranging, pre-service training

which may not suit the needs of a particular

worker.

From the examples of training programmes for

health workers implemented thus far, it is

apparent that efforts are being made to deal

with issues related to smallness and lack of

resources of small island states. This is being

done through collaboration and use of existing

infrastructure. It seems, however, that more

emphasis needs to be placed on comprehensive

programme planning and instructional design.

In particular, attention should be paid to

technological, administrative, pedagogical and

contextual issues.

The UWIDEC has an integral role to play in

collaborating with organizations/institutions on

distance education programme planning issues.

The existing audioconferencing and

administrative network, as well as the human

resource capabilities of the organization, can

provide useful resources for small island states

poised to take advantage of the benefits of

distance education.
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Introduction

Video conferencing may be described as the

transmission of image (video) and speech

(audio) back and forth between physically

separate locations. Thus, using video

conferencing technology, two or more persons

at different locations can see and hear each

other at the same time, sometimes even sharing

computer applications for collaboration. This

is accomplished through the combined use of

cameras (to capture and send images), video

displays (to display incoming video images),

microphones (to capture and send audio) and

speakers (to play audio). Video conferencing can

also be point-to-point (between two endpoints),
or multipoint (involving several endpoints in
the same conversation).

Video conferencing stands out as a rich
communications technology that offers new
and interesting possibilities for distance
education. This is because of its ability to
combine diverse endpoints into a single setting,
where audio and/or video clips, graphics,
animations and computer applications from
each can be shared in real-time, thus enabling
whole new levels of interaction and
precipitating entirely new communication and
ideas. This can go a long way toward building

Video Conferencing Application to Distance Education
with Particular Reference to Small States
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Abstract

The paper looks at video conferencing as an important method for

information communication in distance education. It explains in depth the

technologies behind video conferencing, in its basic form of transmitting

images (video) and speech (audio) back and forth between two or more

physically separate locations, and makes brief reference to more complex

applications in the form of interactive surveillance and security.  The means

of communication between learners and instructors in distance education

must be provided by technologies. This paper discusses the technology

behind video conferencing, the equipment necessary, such as end stations,

cameras, video displays, microphones and speakers, and explores the role

that video conferencing plays and its suitability in instructional delivery

and distance education. Finally, attention is given to showing the importance

of information communication through video conferencing in small states,

emphasizing the economies of scale, the advantages and cost efficiency

that can be effected using examples drawn from small states, including

those of the Caribbean.
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relationships and supporting collaboration, as

well as improving retention and appeal to a

variety of learning styles.

This paper looks at video conferencing as an

important method for information

communication in distance education. It

explains in depth the technologies behind video

conferencing, from its basic form in transmitting

images and speech between two physically

separate locations to more complex

applications involving multiple points and

mixed transmission media. The paper will also

explore the role that video conferencing plays,

and its suitability in instructional delivery and

distance education, with particular reference to

its applicability in small states. To this end,

attention is given to showing the importance

of information communication through video

conferencing in small states, emphasizing the

economies of scale, and the advantages and cost

efficiency which can be effected using

examples drawn from small states, including

those of the Caribbean.

Brief History

Video conferencing began over a decade ago

with the introduction of expensive group

conferencing systems designed to send and

receive compressed audio and video over

network connections that could guarantee a

dedicated rate of transmission and predictable

service. These connections include point-to-

point T1 or fractional T1 communication links

or switched connections using Integrated

Services Data Network (ISDN). Standards

surrounding how the audio and video would

be compressed, how the endpoints would

communicate with each other (i.e., initiating

and terminating calls, negotiating audio/video

compatibility, indicating error conditions during

calls), and how the video streams would travel

over the network eventually evolved. Video
conferencing systems, however, were not fully
interoperable at the start. This meant that
systems from different manufacturers were not
fully compatible and, therefore, could not be
used – at least, not easily – in the same network.

Development in this arena, nevertheless,
continued apace, resulting in the emergence of
useful video conferencing, facilitating
interoperability between equipment of different
vendors over these “reliable” connections.  This
interoperability was based on what is today
called the H.320 standard. However, this also
meant that video conferencing then was
restricted to (a) those who could afford the
technology (both systems and network
connections) to establish video conferencing
facilities (meeting rooms), and (b) those who
were able to travel to a video conference-
enabled meeting location.

Over the years, the above restrictions have
changed. Technology for conducting video
conferencing has become less expensive, more
flexible, and now includes options for desktop
video conferencing as well as group video
conferencing. More ubiquitous network types,
particularly TCP/IP as used on the Internet, are
being called upon to provide less expensive and
more flexible connections. In conjunction with
this, a new standard has emerged for supporting
audio/video conferencing over networks like
TCP/IP that cannot guarantee reliability of
service. The new standard, known as H.323,
was recently finalized by the International
Telecommunications Union (ITU), and is now
being introduced in the latest video
conferencing products.

Today, placing a video conferencing call is very
similar to placing a telephone call. After the
calling party connects, he or she sees the other

person in color video and may be able to
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transfer files or collaborate via options such as

document sharing or “whiteboarding”. The

video frame rate varies from 5 to 30 frames per

second, depending on the connection,

hardware, and software.

Video Conferencing Technology

A video conference system must have audio-

visual equipment (monitor, camera,

microphone, and speaker), as well as a means

of transmitting information between sites.

Within this broad requirement spectrum, there

are many different equipment and transmission

platforms to chose from. Choice will, however,

almost inevitably be influenced by economic

factors. Thus, while one would expect a

broadband satellite connection with studio-

quality equipment to produce an excellent full-

motion video connection, it is also true that the

equipment and transmission expense in this

case is very great, and is not always affordable.

More often than not, a less expensive approach

to delivering the benefits of video conferencing

has to be sought. Recent advances in computer

and telecommunications technologies have

sparked an interest in compressed video

systems, which transmit information via today’s

Internet or telephone network, greatly reducing

the cost of video conferencing.

Video conferencing connections may be limited

to a closed network (such as a local area

network, LAN), or may use public networks

(such as regular telephone lines). Quite often

the video conferencing connection is effected

via ISDN, which has become a popular choice

as an economical solution for high-quality video

conferencing. ISDN works over regular

telephone lines, transmits at 128 Kbps per line,

and provides dedicated bandwidth for smooth

audio and video (15 to 30 frames per second).

ISDN has a number of advantages over other

means of transmission:

• ISDN-based systems typically adhere to

standards, so systems created by different

vendors can still connect.

• ISDN works over regular phone lines, so no

special wiring is necessary and availability

is widespread.

• Once a connection is made, the bandwidth

is connected to the call, so the quality is

predictable.

• In most systems, bandwidth can be

extended from 112 kbps to 384 kbps by

increasing and multiplexing the number of

ISDN lines.

In contrast, an Internet-based connection (as

with CU-SeeMe) has to share bandwidth with

other Internet data, which may cause audio

clipping or delays as well as jerky video.

The most significant distinction among video

conferencing systems has to do with how data

is transmitted. Transmission is important not

only because it impacts audio and video quality,

but also because it limits connection options.

For example, an Internet-based CU-SeeMe

system could only connect with an ISDN-based

VTel system through some sort of gateway.

The Importance of Standards, Openness
and Interoperability

The H.323 recommendation is an ITU standard

for video conferencing over LANs that does not

provide a guaranteed quality of service (QOS).

This umbrella standard includes four major

components - terminals, gateways, gatekeepers,

and multipoint control units, enabling

interoperability between vendor imple-

mentations of these components. H.323 also
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includes recommendations for the provision of
services such as Call Hold, Call Park/Pickup, Call

Waiting and Message Waiting, as well as for
communications between different

administrative domains, efficient call signalling
over the Internet, call and device management

and low complexity single application
terminals.

As in the case with all standards, here too, there

was always a danger of either over-specification
or under-specification. If the standard is over-

specified, it runs the danger of stif ling the
development and implementation of cost-

effective products. On the other hand, under-
specified standards usually leave room for

different interpretations, resulting in equally
compliant yet non-interoperable imple-

mentations. The first version of the H.323
specification left significant latitude for vendor

interpretation, which has enabled wide
differentiation in the marketplace and led to

poor interoperability among early products.

Fortunately, it would appear that market forces
have already catalyzed several strategic

partnerships among video conferencing
vendors, which should eventually lead to

increased interoperability in this arena. Indeed,
there are even cases where vendors have sought

to acquire complementary products in order
to offer complete “turnkey” solutions. In others,

joint ventures have been formed to assure
interoperability within a broader product line.

We are still at the early stages of the H.323

lifecycle – while the specifications paint a
picture of seamless conferencing over the

Internet, today’s reality remains that of limited
interoperability among a handful of standard

H.323 products. As the standard continues to
evolve through future versions, and as product

cycles have time to reflect that evolution, this

situation should improve.

Types of Video Conferencing Systems

Room-size

Video conferencing systems have diversified in
recent years. Initially, “room-size” video
conferencing was the only method of delivery.
In this environment, a lecturer made
presentations from a high-tech classroom to
students in both local and remote locations.

Room-size video conferencing systems typically
use high quality audio-visual components,
sophisticated codecs, and feature-rich control
devices to create an experience suitable for a
room full of participants. Room-size video
conferencing is often used to support a
traditional lecture mode characterized by:

• One-to-many interaction controlled by the
teacher

• Distinct and unequal participation

• More formal communication

Desktop

Recent advances in technology, and the

increasing availability of ISDN as a cheap
delivery medium have promulgated the move

toward “desktop” video conferencing. Desktop
systems use a personal computer with special

hardware and software to code and decode the
signal. This kind of system uses cheaper

components, and is most appropriate for
individual or small group use. Desktop systems

often include a document sharing feature, which
allows participants to see and edit a computer

document as they see and hear each other.
Document sharing and the relatively low cost

of desktop systems make this an ideal tool for
communication, collaboration, and learning.

Desktop video conferencing is usually

characterized by:

• Many-to-many interaction
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• Equal participation

• More relaxed method of control

• Informal communication among

participants

Equipment Components

Codec

In general, compressed video must transmit
information via a smaller “pipe” than a televised
broadcast.  The camera and microphone take in
more information than the “pipe” can handle,
so the video and audio information must be
processed before being transmitted.  This is done
by a codec (short for coder-decoder), a piece
of equipment that takes the analog video signal
and codes (digitizes and compresses) it for
transmission, thus allowing video conferencing
over regular telephone lines. The codec also
has to decode (decompress and undigitize) the
received transmission.  This processing can take
its toll on the video and sound quality, the most
obvious consequence of a slow codec or low-
bandwidth connection being a “jerky” picture
and an audio time delay.

Video Equipment

While desktop systems display video in a small

window on the computer monitor, room

systems typically have one or two large video

monitors and usually display the local audience

as well as the remote audience. The camera can

be anything from a tiny desktop camera that

sits on top of a computer monitor (desktop

system) to a high quality model with remote

control pan and zoom features (room system).

High-end systems often come with a document

camera and a second video connection.

Audio

Most high quality systems come with a

microphone designed to work best with a small

group of people. In many cases, an additional

microphone can be connected as well, making

the setup more versatile for larger groups.  The

best systems use sophisticated processing to

cancel out background noise and echo.

Controls

Controls allow users to place calls, adjust

volume, and sometimes even pan and zoom the

camera. Desktop systems display controls and

tools on the computer monitor window. Room

systems come with remote control or console

devices.

Video Conference Systems in Distance
Education

Video conferencing systems are often used for

distance learning, linking distant teachers and

learners for instruction delivery. Some of the

ways the technology is used for achieving this

goal, bringing benefits to teachers,

administrators and students, include the

following:

• Students can take classes not offered at their

institution.

• Learning institutions can offer classes

during off-hours and to students who

cannot attend traditional classes.

• Institutions can team up with businesses to

offer employee training or certification.

• Teachers can team-teach with remote

teachers, sharing subject matter expertise

or a unique approach to a topic.

• “Master teachers” in particular subjects can

be made available to a larger audience of

students of wider geographic reaches.

• Students can meet with tutors for

enrichment, remediation, or a helpful bit of

personal attention. This is a good way for
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businesses to support schools.

• A class, say, can communicate first-hand with

experts in many fields to enhance

understanding of a subject they are studying.

This real-world contact can heighten

interest, improving motivation and

retention.

• Teachers and students can collaborate and

exchange information with other schools

in areas such as peer counseling,

bilingualism, and student government.

• Students can communicate with video pen

pals to experience diverse cultures and

ways of life, both economic and ethnic.

Video pals also provide an excellent

opportunity for foreign language practice.

• Schools known for outstanding

programmes or projects can model those

projects for other schools.

• Contests between schools – debates,

spelling bees, or research conferences – can

take place via  two-way video.

• Video conferencing can facilitate distributed

cooperative learning, where groups at

distant sites take on a learning task and

teach remote peers.

• Distributed projects can make use of video

conferencing technology for collaboration

and communication.

It is important to keep in mind that the video

conferencing sessions must be planned to

ensure that the parties get the best out of the

sessions. Where possible and appropriate,

learners should also participate in planning the

sessions. Like the telephone, video conferencing

works best as an interactive medium, and the

audience and speaker will have to be prepared

to use the technology effectively.

The Cost-effectiveness of Video
Conferencing in Distance Education

In small states and developing countries,

especially, where education policy makers

grapple every day with conflicting priorities as

they face up to severely constrained resources

for widening access to education, the cost-

effectiveness of the delivery method takes on

great importance. Distance education can be

more cost-effective than traditional education.

In general, distance education proves more cost-

effective over its conventional counterparts

when the economies of scale are such that the

implementation of the distance education

platform ensures an average cost per student

lower than that in conventional systems. And

this is true, too, for video conferencing systems,

where, sometimes, cost-effectiveness can even

be justified on cost avoidance alone.

This means that drop-out rates must be kept

low and that care should be given to the

selection of the delivery platform to ensure that

it remains cost-effective.  This should be backed

up by investment of adequate resources in

student services and central infrastructure.

Market research takes on great importance in

ensuring that courses attract sufficient numbers

of students. Unfortunately, however, in the

conflicting priorities faced by small states, the

market research element is, quite often, one that

is sacrificed.

University of the West Indies Distance
Education Centre (UWIDEC)

The University of the West Indies (UWI) offers

distance education through UWIDEC (formerly
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UWIDITE).  The delivery of distance education

here includes the use of video conferencing

facilities, which link the three main campuses

of the university in Jamaica, Trinidad and

Barbados with centres in a number of other

islands via a telecommunications network

which includes both satellite and microwave

links. UWIDEC is facilitating greater access to

education for people in the region by enabling

more persons to study an increasing variety of

subjects in their home country.

The UWI Certificate of Education courses are

worthy of mention here. They offer further

training for practising non-graduate teachers.

Studied full-time, the Certificate, which consists

of a common core and one specialism chosen

from about a dozen, takes one year. Taught at

a distance, it enables practising teachers from

noncampus countries to participate and gain a

qualification. The Certificate was first awarded

in 1954; the distance version was introduced in

1983, with four specialisms, and already by 1985

Dominica had produced as many certificate

holders as in the previous 30 years put together.

Also, costs are less than half those that would

have been incurred if the teachers had

registered for the courses on campus and had

to be replaced in the classroom while they

studied.

It was found that distance education is the

best means of providing training for these

teachers scattered through the islands. The great

strength of the programme is in its provision of

specialist courses for upgrading professionals.

Its communications system allows several

countries to offer the same programmes, and

enlarges the range of courses that the university

can offer in noncampus countries.

The regional collaboration in UWIDEC has

brought other benefits. Regular discussions

among students from different islands lead to a

greater sense of connectedness. The

governments of the islands feel they have a

greater stake in the university. The number of

courses offered through UWIDEC continues to

grow by popular demand.

Summary and Conclusion

Video conferencing involves the transmission

of video and audio information between

persons in physically separate locations. The

technology to accomplish this makes use of

cameras, microphones and speakers, supported

by decoding and encoding equipment (codec)

and appropriate transmission (telecom-

munications) facilities. ISDN stands out as the

transmission medium of choice for high quality

video conferencing, while delivery over the

Internet continues to gain momentum. Video

conferencing equipment, too, has diversified

over the years – whereas “room-size” systems

were once the only choice, technological

advances are now shifting the pendulum toward

“desk-top” systems. Further, the advent of video

conferencing standards is pushing the envelope

of interconnectivity and interoperability for

these systems.

Video conferencing provides a viable alternative

for the delivery of distance education. This is

true not only for larger countries, but also for

smaller states. Implementation of UWIDEC – a

UWI-based distance education platform which

incorporates video conferencing – proves this.

Through the UWI distance teaching programme,

it was found, for example, that distance

education provides the best means of delivering

training to teachers across a number of

Caribbean islands.

Although video conferencing can be shown to

offer several advantages in the delivery of



298

distance education, it is equally clear that the

chance of realizing the potential is greatly

enhanced if the implementation process is

preceded by very careful design, paying due

attention to ensuring selection of optimal

systems, as these relate to both equipment and

transmission media.
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Introduction

In 1999, with the new millennium just around

the corner, I was asked to participate in an

educational project which involved

determining, analysing and implementing new

educational methods towards the

modernization and globalization of the learning

environment at the level of university education.

The project, which came to be called “The World

as a Classroom” and which still goes on today,

Modernizing and Globalizing the Learning Environment:
Video-Conferencing in Education

Silvia Carvalho

The Environment Campus,
Trier University of Applied Sciences, Germany

Abstract

In 1999, with the new millennium just around the corner, I was asked to

participate in an educational project which involved determining, analysing

and implementing new educational methods for the modernization and

globalization of the learning environment at the level of higher or university

education.  The project, which came to be called “The World as a Classroom”,

and which still goes on today, constitutes an attempt to evaluate video or

tele-conferencing as one of the many means available to introduce necessary

innovation into teaching.  The basic concept behind it is to create a network

of global connections and to bring students in direct contact with other

students, researchers and lecturers around the world. Students get to

practice their foreign language skills and obtain first-hand information about

new and important studies being done abroad. A simple exchange of

opinion with fellow-students from different countries internationalizes and

globalizes their worldview.  The aim of this paper is to share my experiences

with the implementation of video conferencing in my language teaching

programme and to relate the considerable potential of this new medium in

the educational field without overshadowing the difficulties and the

problems with which I was confronted throughout the project.

Although this paper is not directly concerned with distance education in

small states, I am convinced that video conferencing could eventually

provide a relevant educational medium in this context. It could constitute

a possible solution to staff/Faculty shortage; it could be used in creating a

unifying educational network among different regions of small island states,

and it could be a useful element in linking relatively isolated areas with the

rest of the world.
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constitutes an attempt to evaluate video-

conferencing as one of the many means

available to introduce innovation into teaching.

The basic concept behind it is to create a

network of global connections and to bring

students in direct contact with other students,

researchers and lecturers around the world via

the medium of video-conferencing.

My aim in this paper is to provide a brief

introduction to video-conferencing technology

and the types of systems available, and to put

forth some suggestions on how to implement

video-conferencing in educational contexts.

These suggestions are based on the research I

conducted and the practical experience I

acquired during the project mentioned above.

Although this paper is not directly concerned

with distance education in small states, I am

convinced that video-conferencing could

eventually provide a relevant educational

medium in this context. It could constitute a

possible solution to staff and faculty shortage;

it could be used in creating a unifying

educational network between different regions

of small island states, and it could be a useful

element in linking up relatively isolated areas

with the rest of the world. My study represents

a basic introduction to video-conferencing,

which has to be necessarily followed by specific

research on the applicability of the medium at

a local/regional level and by a study of local/

regional human, financial and facility resources.

1. What is Video-Conferencing? A Brief
Introduction to the Technology

Video-conferencing is a relatively new

technology (only about fifteen years old) which

allows for interactive meeting between

individuals or groups of people located in two

– or more – different sites. By “interactive” it is

meant that participants in a video-conferencing

session are able to see and hear each other and

to share information by means of different types

of visual aids.

In most modern video-conferencing systems,

video signals are transmitted over switched

digital lines like International Services Digital

Network (ISDN) lines provided by telephone

companies. There are two types of ISDN

connections available: Basic Rate Interface (BRI)

and Primary Rate Interface (PRI). One ISDN line

is a collection of telephone lines known as b

channels, each of which provides a bandwidth

of 64 kbit/s. BRI ISDN lines provide two b

channels, while PRI is the fastest connection

available as it runs with 30 b channels; that is,

more than 2 Mbit/s. PRI constitutes, however, a

very expensive option. Most video-conferencing

connections are made over BRI (Ho Tak, 1998).

In order to minimize costs, the video signal has

to be compressed so that it requires less

bandwidth. This compression is done by a

codec (coder-decoder) which also allows for

interface between all the equipment being used

in the conferencing room and the telephone

network. Video, audio and data signals are all

connected into the codec, which transmits a

single digital signal. The codec controls, as well,

the quality of the video: the more compression,

the lower the quality. Most codecs can be set to

produce varying compression levels and data

transfer rates depending on the quality desired

and the network service available (Schwartz and

Norton, 2000).  Today, most video-conferencing

systems can be connected to one, two or three

ISDN lines at data transfer rates ranging from

128 to 384 kbit/s. One ISDN (128 kbits/s)

requires a higher degree of compression, which

normally results in slight, intermittent delays in

the transmission of image and sound and,

occasionally, in a blurred picture whenever

there is a certain amount of movement at a
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conferencing site. Three ISDN lines (384 kbits/

s) offer a very good, almost television-like quality,

as sound and image delays and blurredness are

minimized by the higher, though more

expensive, transfer rate.

Video-conferencing intercommunication is not

limited to two sites. By means of a Multipoint

Control Unit (MCU), multiple locations can be

bridged together in an interactive connection.

The audio signals are heard in all sites during

the whole period of the session, while the video

image can be controlled in one of two ways: it

can be voice-activated, which means that when

participants talk at one of the locations, their

site becomes the broadcasting site which is seen

by every one else. The video image can also be

controlled manually: a chairperson or teacher

is in control of the exchanges between the

different sites and can manually select the

desired broadcaster. Multipoint Control Units

are expensive devices. However, most tele-

phone companies provide multipoint services

which allow users to rent the equipment and

avoid a costly initial investment (Schwartz and

Norton, 2000).

As most systems operate over a telephone

network, establishing a video-conferencing

connection is, indeed, as easy as using a phone:

one just has to input a regular telephone

number preceded, if necessary, by a country

and/or area code into a video-conferencing unit

and wait for the call to be answered at the far

end of the connection. In the last decade, there

has been a movement toward regulating video-

conferencing. This has resulted in a higher

degree of compatibility, which allows different

vendor’s systems to interface. An important

step in this direction was taken in 1990 with

the creation of an internationally accepted

standard for codecs called H.320, also known

as the Px643 or H.261. This standard allows for

seamless translation between NTSC – the video

format used in the United States – and the

format most commonly found in Europe – PAL.

While H.320 regulates transmission over high-

speed telephone lines like ISDN, today a newer

standard has been implemented to enable video-

conferencing over local area networks (LANs).

Known as H.323, it will allow institutions to use

existing infrastructures for video-conferencing.

Worldwide video-conferencing interface has,

thus, become a reality: most systems adhere to

one of these two standards and can be easily

upgraded to incorporate the latest develop-

ments in telecomunications technology.

1.1 Types of Video-Conferencing Systems

Video-conferencing systems can be divided into
two major types: desktop and rollabout/built-

in systems. Desktop systems are usually PC-
based: a computer is furnished with a camera,

an audio-card and the required software to make
conferencing possible. Connection to a digital

switched line is usually necessary in order to
transmit the video signal, but there are

alternatives to ISDN transmission, like using an
existing LAN or even the Internet. Desktop

video-conferencing (DVC) is fully interactive as
one can see and hear the person at the other

end of the line and exchange PC files and
applications. In comparison to other systems,

desktop solutions are a cheaper alternative: it is
calculated that it costs between US$ 2000 and

$6000 to convert an IBM PC into a fully
operational, ISDN-based video-conferencing

terminal (Schwartz and Norton, 2000).

Rollabout systems are very common today.
They constitute a complete video-conferencing

package contained in a cabinet on wheels.
The unit is made up of one or two monitors, a

camera on a pan/tilt head, an audio-system and
the codec. The audio system, which is partly

built into the camera device, consists of an echo
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canceller, microphones, speakers and amplifiers.

A desktop microphone especially designed

to be flatly placed upon a conferencing table

may be included to improve sound quality. A

remote control panel allows the participants to

control the video images, the camera

orientation, the sound levels and other

peripherals. Most panels even allow users to

operate the camera, sound levels and

peripherals at the far-end site. The camera in

the rollabout unit captures the assembled

participants and can be manually controlled by

a chairperson or teacher who selects varying

views of the room. Most video-conferencing

cameras can be set on automatic mode, which

means that they are voice-activated and

automatically focus on the person or group of

persons doing the talking. A useful addition to a

rollabout system is one, preferably two, video-

recorders to tape both the outgoing and

incoming signals, providing a permanent record

of the sessions.

A variety of visual aids can be used with

rollabout systems. Documents, charts, maps,

other graphics and even very small objects can

be shown by means of a so-called document

camera. This is a small camera mounted on a

stand, which vertically focuses upon a flat

platform. If funds for a document camera are

not available, a “low-tech” solution is to have the

video-conferencing camera itself show visual

aids placed upon a pin-board. Most video-

conferencing cameras have a wide focus-range

and can clearly transmit images of A4 or even

smaller sizes. If a video-recorder is plugged into

the rollabout unit, videos can also be shown.

This should only be done, however, at higher

rates of transmission – 348 kbits/s – because at

lower rates the remote site will experience

difficulties at the level of image and sound

reception.  A computer connected to the video-

conferencing system will also allow participants

to share PC files and applications and even to

show PowerPoint presentations. The newest

in video-conferencing visual-aid peripherals

are the interactive whiteboards. This is a

relatively large electronic surface of

approximately the size of a classroom

blackboard upon which information is hand-

written and automatically transmitted to

another interactive surface at a remote site.

The advantages of this kind of device for

educational purposes are clear; however,

interactive whiteboards are expensive,

especially if one takes into consideration the

fact that all conferencing sites have to acquire

one. Furthermore, they are a very new

technological development that has not yet

been thoroughly tested in practice.

Built-in video-conferencing systems are a less

mobile variation of rollabout systems. They

include the same equipment found in a

rollabout, which instead of being stored in a

cabinet resides on shelves behind a facade wall.

Both systems are similar in their capabilities,

although built-in alternatives – because they are

thought to be more permanent solutions –

usually offer a wider range of peripherals

customized to particular applications.

Although prices of systems differ widely and

are subject to constant change, it is calculated

that low to medium end rollabouts cost

between US$ 20,000 and $60,000. Higher end

rollabouts and built-in customized systems may

cost between US$ 50,000 and $100,000

(Schwartz and Norton, 2000).

2. Video-Conferencing: The Educational
Technology of the Future?

Having discussed the basics of video-

conferencing technology, it is appropriate to

turn now to its practical applications and
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especially to its usage as a tool in distance

education programs. The advantages of this

technology have been extensively practically

proven in a variety of fields. In telemedicine,

for instance, video-conferencing has played a

vital role in training doctors and in transmitting

urgent expert diagnostics and other medical

information to remote areas which otherwise

would lack proper medical assistance. In

business, many companies rely on this

technology to speed up communication and to

more efficiently use time and save travelling

costs. In engineering, research projects have

become more efficient and less costly by

sending an engineer to a remote site with a

camera set on a helmet. By means of video-

conferencing, the engineer can be guided

through a project by a group of experts located

at a distant site (Napir, 1998).

In education, video-conferencing is an

important aspect of the overwhelming

technological developments that have rather

suddenly transformed classrooms in the last

decade. Together with the Internet, video-

conferencing systems are contributing to what

seems to be the inevitable trend towards the

globalization of learning environments: an

increasing number of schools, colleges and

universities are becoming part of educational

grids or networks linked via the Internet or

video-conferencing channels. Recent

developments are making video-conferencing

a very attractive solution for distance education

programmes. It is rapidly gaining more

acceptance over the traditional teleteaching

methods like audio-conferencing, audio-

graphics, interactive satellite television (ISTV),

and computer conferencing.

In attempting to explain the growing popularity

of video-conferencing in educational contexts

and specifically in distance education

programmes, I can only put forth one advantage

this technology has over other teleteaching

methods – an advantage which seems to make,

as far as my experience in the project “The World

as a Classroom” proves, all the difference for

both teachers and students.  The point at which

video-conferencing surpasses other forms of

teaching at a distance is in its allowing for full

interactive communication in which

participants are able to simultaneously see and

hear each other and to exchange a variety of

data. In other words, video-conferencing is the

closest distance education has got to face-to-

face teaching. And it is one method that

minimizes in distance students feelings of

frustration regarding being taught by means of

a method that is a rather inferior, makeshift

alternative to face-to-face teaching.

However, the fact is that despite its

unquestionable advantages, video-conferencing

facilities are not available in every school or

university and neither are they deployed in

every distance education programme. This is

partly due to the fact that innovative

technological developments need time to make

their way into educational structures. But the

main reason for this, which brings me to the

only disadvantage of video-conferencing I can

think of, is that this technology is still a financial

burden on academic budgets. It involves the

expensive initial investment of acquiring the

equipment, the costs of installing switched

digital lines where they are needed, and the

monthly charge that these lines require. In

addition, there are the connection costs:  a rough

estimate which can be applied domestically and

internationally is that one ISDN call (one line

of 128 kbits/s) costs twice as much as a regular

telephone call.

Thus, video-conferencing is for many schools

and universities the educational technology not
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of the present, but of the future. Ironically, this

is especially true of smaller and also poorer

states, which most depend on distance

education grids and would most benefit from

video-conferencing: these are the states that

are less likely to be able to afford it. However, in

the near future and once the aura of novelty

which presently surrounds the technology

dissipates, prices of systems are bound to

decrease to affordable levels. The recent

developments and the growing competitive

strain felt in the area of telecommunications will

very likely have a positive effect on consumers

in terms of lower installation, service rate and

connection costs.

With a view on near future developments which

should make video-conferencing a more realistic

option towards a widespread globalization of

learning environments and optimization of

distance education networks, I propose now to

take a closer look at the practical aspects of

implementing video-conferencing in

educational contexts.

3. Suggestions on Implementing a
Video-Conferencing System in an
Educational Context

My participation in the project “The World as a

Classroom” resulted in an extensive, daily

activity involving the introduction of video-

conferencing technology in our university and,

specifically, in our language programme of

English for Special Purposes. I partook in the

process of acquisition and installation of the

equipment and in the design of the

conferencing facilities. Our project team was

asked to compare systems and to research

network options for optimal connection

conditions. Later, we were lucky to able to test

in practice the theoretical results of our research

by taking part in numerous video-conferencing

sessions with partner universities and

institutions around the world. These sessions

were structured so as to constitute an intrinsic

part of our course programmes and, as such,

they were conducted with the participation of

classes of students and were subject to the

specific thematic orientation of our curricula.

The experience gathered in this project has

taught me that there are some important aspects

that should be thoroughly considered when

implementing and using a video-conferencing

system in an educational institution. Such

aspects, which I will discuss separately, involve:

• A needs assessment study prior to the

acquisition of equipment

• The type of video-conferencing system and

network connection

• The design of the video-conferencing

facilities

• The group sizes of the video-conferencing

sessions

• The length of the video-conferencing

sessions

3.1. Needs Assessment

The first step in the process of acquiring a video-
conferencing system for an educational

institution should involve a needs assessment
study. This study is conducted to provide

detailed and statistical information to justify the
investment. It should specify the use – or uses

– to which the system is to be put and,
accordingly, take into consideration the

advantages or disadvantages of video-
conferencing as opposed to other and, perhaps,

already existing teleteaching options. A target
group should also be identified; that is, the

approximate number of people (students,
lecturers, researchers) who would use and
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benefit from the acquisition. The facilities

available for conversion into video-conferencing

spaces should be assessed, as well as the

availability in terms of network service. Such a

study should realistically take into account the

funds available for the implementation of the

system, while at the same time aiming at

influencing budgetary decisions on the basis of

the needs determined. A thorough needs

assessment guarantees that once a system is

installed, it will be used effectively because it

was designed to meet the specific requirements

of the educational institution.  A comprehensive

study also provides input into long-term plans

for eventual system expansion.

3.2. Choice of Video-Conferencing System
and Network Connection
The first and most important decision to be

made when implementing video-conferencing

technology in any institution regards the type

of system to be acquired. This decision should

take into consideration a needs assessment

study and, of course, the financial means

available to buy, install and maintain the system.

As discussed previously, there are two major

options in video-conferencing systems: a

desktop, PC-based solution or a rollabout/built-

in solution. For educational purposes and at the

present state of technological advancement,

rollabout units prove to be, pedagogically

speaking, the most successful and efficient

alternative. One advantage these units have over

PC-based systems is the size of the image.

Rollabouts provide full television-size images of

relatively good quality regarding resolution,

colour and sound transmission (this depends,

of course, on the transfer rate of the

connection). The technology employed in

desktop video-conferencing usually allows for

smaller, window-size images which only take up

part of a whole computer screen. The rule of

thumb in PC-based video-conferencing is that

the smaller the image, the better the quality.

While desktop solutions are appropriate for one-

to-one conferencing, they prove uncomfortable

and unsuitable for sessions involving groups of

people. One alternative would be to conduct

PC-based video-conferencing classes in which

each student is assigned a computer terminal

to individually interface with the teacher at the

far-end site. This, however, would have

pedagogical implications: it would certainly

stifle group discussion and teamwork.

Adding to the significant disadvantage in image-

size and intrinsically related to it, most desktop

video-conferencing cameras do not yet exhibit

the technical flexibility of rollabout cameras in

terms of focus range and the mobility provided

by a pan/tilt head. PC cameras are usually

designed to provide a static focus on one person

at a terminal. This necessarily means less

freedom of movement for both teachers and

students who have to sit at computers for the

duration of a session. In comparison to this,

rollabout systems allow selective focus and

participants to move around in a conferencing

area. Excessive movement should be avoided,

however, because it results in a blurred image.

In choosing a system, it is also important to

consider the type of network connection

desired. Most rollabout/built-in packages are

designed to connect over a telephone network;

PC-based systems may connect over ISDN, LAN

or the Internet. The two last options are the

most affordable solutions, but also the least

reliable. The quality of a LAN or Internet

connection varies considerably according to the

capacity of the network and the number of

users accessing it. In a connection made over

LAN, technical difficulties in the local network

will reflect upon the quality of the transmission
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and may even make conferencing altogether

impossible. During high access and traffic hours,

Internet connections may experience serious

difficulties in image and sound reception.

In implementing a video-conferencing system

at the Environment Campus, our main concern

was reliability and independence from the

technical fluctuations of our local computer

network. The choice of connecting over ISDN

proved a good one: we have not yet experienced

serious difficulties with our telecom-

munications provider at either a domestic or

international level.

3.3. The Design of Video-Conferencing
Facilities

The design of video-conferencing facilities will

always constitute a compromise between

optimal conditions and the limitations of the

real space available for conversion into

conferencing areas. Here, a needs assessment

study is especially relevant because the design

of a room is intrinsically related to the use(s)

the which the room will be put and the group

size(s) of each session.

Even though there are no established guide-

lines concerning the design of video-

conferencing facilities, there are some details

related to the technical characteristics of the

equipment which should be observed. I am

referring to the design of rooms in which

rollabout conferencing is to be conducted.  This

is the kind of conferencing I have experience

with and which I find, as opposed to PC-based

options, most appropriate for educational

purposes.

The selection and treatment of the space

available will have a noticeable effect on the

image and sound quality of video-conferences.

Most audio systems in rollabout units are very

sensitive.  A video-conferencing room should be

located in a quiet part of a school or university

building, and carpeting should be used to absorb

the noise inside the room. As video-conferen-

cing cameras record and react immediately to

any light changes, a room with no windows

would be the best option. If windows cannot

be avoided, shades or heavy curtains must be

installed to give participants full control of the

daylight entering the room. These cameras

provide best colour saturation and hues when

diffused fluorescent light sources are used. If

the layout of the room includes a conferencing

table, it should be white or of a light colour to

reflect the light onto the participants’ faces. It

is appropriate to have additional fluorescent

light sources around the perimeter of the room

to give walls an even wash of light and to avoid

darker areas and corners.

As for furnishing the room, the group size,

purpose of the sessions and the imaginative

input of the person in charge play an important

role. Although, traditionally, most meetings are

conducted around a video-conferencing table,

this is a procedure imported from the business

world, which need not necessarily be followed

in educational contexts. Students can also sit in

rows of chairs; this proves an especially

productive and space-saving alternative for

larger groups and for lectures in which one

person – a professor, for instance – will be doing

most of the talking.

At our campus in Birkenfeld, we thought it

convenient to maintain video-conferencing

facilities as adaptable as possible: they should

accommodate different group sizes and

different lecturing purposes, from the more

theoretical to practice oriented ones.

Adaptability may be the appropriate solution

for other educational institutions as well. We

were fortunate to have a room large enough to



307

make possible a variety of conferencing layouts.

We conducted conferencing sessions in small

groups around a conferencing table. These

included a maximum of ten persons, which

made camera control relatively uncomplicated

and allowed for a room overview in which all

participants were included.

When groups were larger (up to twenty

participants), the table was removed and chairs

were placed in rows of six to seven students

each. It was not possible for participants at the

remote site to have a room view which included

all our students because our facilities were too

narrow to allow for an appropriate camera

distance. Instead, selective focus was used to

transmit close-up images of groups of students

at a time.

We also made sure an audience area was

available for attendees who did not participate

directly in the conferencing, but who were

interested in listening to the topics being

discussed. The attendees sat in rows of chairs

placed at the side of the room. The audience

area was, in most sessions, maintained out of

the focus range of the camera so as not to

interfere with the active video-conferencing

meeting.

3.4. Group Sizes of Video-Conferencing
Sessions

In business contexts, it is commonly established

that video-conferencing of the rollabout/built-

in type should not take place between large

groups: this usually means that the number of

participants in a meeting should not exceed

fifteen persons. I basically agree with this rule-

of-thumb, but I think it has to be reformulated

to adjust to the employment of video-

conferencing technology for educational

purposes.

If the aim of implementing a video-conferencing

system in a school or university is to bring

together groups or students and researchers

from different institutions and parts of the

world, this formula should be respected. It

becomes quite complicated to trigger and

conduct a productive discussion via video-

conferencing between groups of more than

fifteen people. However, the group layout will

be somewhat different in the case of a distance

education programme: normally, there will be

one teacher/lecturer at one end of the

connection and a group of students at the other

end. In such a case, the optical and audio

flexibility of a rollabout system should be

optimized to permit lecturing to larger groups

of up to thirty students.

Larger conferencing facilities will need to be

carefully inspected and tested for acoustic traits,

and they will have to be equipped with

sufficient f luorescent fixtures to assure all

students are properly lit. A larger group will

necessarily require more microphones, which

can be distributed around the room or hung

from the ceiling. Rollabout systems also allow

for the incorporation of several video-cameras

which can give complementary views of areas

out of the focus range of the video-conferencing

camera.

3.5. Length of Video-Conferencing Sessions

During the project “The World as a Classroom”,

I was able to ascertain that communication

conducted via video-conferencing exerts some

demands upon the participants. First and

foremost, being in front of a camera made our

students especially self-conscious and created

a certain degree of uneasiness and tension.

Students needed time to overcome camera

shyness when actively participating in

discussions, and were especially self-critical
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when they made language mistakes or provided

the wrong answers. In addition to this, the
project coordinators instructed students to
avoid excessive movement during video-
conferencing meetings; to keep noise levels
down, and to speak clearly, loudly and slowly
so that participants at the other end of the
connection could understand all that was being
said.

These demands cause communication via video-
conferencing to be more tiring for the
participants than face-to-face interchanges.
In sessions that lasted more than an hour, I
noticed that students tended to show signs of
tiredness, which usually resulted in a loss of
interest and in retreating into a passive listener
attitude. Given this experience, I tend to believe
that video-conferencing classes of more
than 60 minutes can prove pedagogically
counterproductive. If a session has to last more
than this period of time, it should include breaks
of at least ten minutes after each hour of

conferencing.

In Conclusion

My evaluation of video-conferencing as a new

technological medium in education is based

upon the experience gathered in the project

“The World as a Classroom” and draws the

following conclusions:

• Video-conferencing of the rollabout type

conducted over an ISDN connection proved

a technically reliable medium for

educational purposes. It allowed us to

maintain a conferencing schedule and

conduct interactive sessions of adequate

image and sound quality without major or

impairing technical difficulties.

• The rollabout system was technically

flexible, permitting adaptable solutions in

the choice of facility layout and group sizes.

Furthermore, it allowed for a variety of data

transfer/visual-aid options.

• The immediate, direct contact with partners

around the world enriched our course

programmes and constituted a necessary

step away from the traditional, enclosed

classroom environment and textbook-based

transmission of knowledge.

• The one major drawback of the present state

of the technology is the cost of acquiring,

implementing and using such a video-

conferencing system.
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The Internet Platform and Education
Perhaps it should be remembered from the start,

that books would have once been considered

an educational technology. Before the printing

press, books were rare and expensive, and

education was a limited privilege transmitted

directly from teacher to student.

Yet today, the democratizing power of the book

is ubiquitous and most of us would think it

unextraordinary to have stacks of books in our

offices or homes. By all accounts, a similar

process is unfolding with respect to the Internet

and its impact on education. With the

acceleration of technology, this impact is likely

to be felt, globally, over the course of the next

ten years, as opposed to the hundreds it took

for the printing press and books to have similar

impact.

The Internet is clearly an emerging educational

technology and an evolving platform for the

educational process itself. In this regard, John

Chambers, chairman and CEO of Cisco

Corporation1 has stated:

The next big killer application for the Internet

is going to be education. Education over the

Internet is going to be so big it is going to make

e-mail usage look like a rounding error . . . E-

learning, . . . if done right, can provide faster

learning, at lower costs, with more accountability,

thereby enabling companies and schools to keep

up with changes in the global economy . . .

(Friedman 1999, 25)

With respect to education, discussing the
Internet Platform (IP) is to distinguish it from
the content or curriculum itself.  As a platform
in its current state of technological realization,
the Internet can deliver a host of different types
of content or curriculum materials.  The current
state of technological realization is, of course,
different from the current state of actual
implementation, which varies widely from place
to place, region to region, and even within
locales themselves.

eLearning: The Internet Platform and the Role of Satellites (VSATs)

Mark Austin

Managing Director, Chandler Reed LLC, Larchmont, New York
austin@chandler-reed.com

Abstract

There has been a tremendous growth and convergence in recent years of

applications capability, telecommunications and the Internet. At the same

time, costs of equipment and services have been dropping.  This convergence

has great implications for the future of distance learning, with large

investments currently being made.  The question remains, how to reach

the students, audiences and constituencies effectively when they are

dispersed over distances and regions, sometimes without access to phones

or electricity, and to bring these significant opportunities to them. Very

Small Aperture (Satellite) Terminals (VSATs) offer a solution.
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The types of content that can be delivered on

the Internet Platform include those shown in

Table 1.

To oversimplify, for purposes of clarity, in the

traditional model, education is acquired by the

student under the instruction/guidance of the

teacher through the means of the curriculum,

in the classroom, all under the organization of

the school (primary and secondary school,

university, college, corporate training

organization, etc.). Both the school and the

classroom are defined, in significant measure,

as physical places where the education is

organized and takes place. Figure 1 depicts the

Internet as a channel for enriching curriculum

resources in a traditional educational setting.

Perhaps one of the most ambitious examples

of this use of the Internet in education is a

programme in the State of New Jersey in the

US, called “Access New Jersey”.  This programme

is a public-private partnership between the State

of New Jersey and the private sector, especially

Verizon (formerly Bell Atlantic – the regional

telephone company) and FVC.com, an Inter-

net Video Service Provider.  This programme has

set as its benchmark to establish high-

bandwidth Internet capabilities for all students,

at all levels in all districts throughout the

statewide educational system. This includes over

600 school districts and the involvement of

100,000 teachers. In addition, special centres

are being set up for teacher assistance and

• Data • Text
• Graphics • Pictures – Images
• Voice – Recorded • Voice – Live
• Audio (including Music) • E-mail
• On-line Discussion – ‘Chat Rooms’ • Video Pre-recorded (Voice on Demand)
• (live, ongoing, and/or recorded)
• Video Conferencing (live, • Video Multicasting (live, one-to-many,

interactive) several to several, many to many)

Table 1  •  Internet Content Types

TEACHER
CURRI-
CULUM

CLASSROOM

STUDENT

SCHOOL

ADDITIONAL
CONTENT AND
CURRICULUM
RESOURCES

INTERNET

Figure 1  •  Traditional Education – Internet Platform Augments Curriculum Resources and Richness
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training (ETTC – Educational Technology

Training Centres) and support centres for
students who would not otherwise have access
to the Internet outside of the classroom (ACE
Centres – Access Collaboration and Equity).

The capabilities of the Internet go beyond
provision of greater range and richness of
resources for curriculum. Many functionalities
and processes can be administered efficiently
over the Internet. The ISP or Internet Service
Provider is rapidly becoming a worldwide
phenomenon. A specialized form of online
functionality provider, known as the ASP, or
Application Service Provider, is also a rapidly
expanding business model. Some examples of
consumer targeted ASPs include Hotmail (e-
mail), eBay (online auctions) and Paytrust
(online bill paying services). Commercial ASPs
include Chemdex (online procurement center
for the life sciences), Cephren (online
construction management resource) and Webex
(online meeting/conference services).

Many of the organizational capabilities usually
associated with the functions of the school in
the traditional education model can also be
provided on the Internet in the ASP model.
Figure 2 illustrates the Internet in the
educational ASP model.

eCollege is a company that has partnered with

over 190 universities, colleges and schools to

create ‘campus portals’. eCollege.com provides

a variety of software and services that allow the

outsourcing of a college’s or university’s online

education platform, ranging from hosting the

online campus, with registration and payment,

faculty and student support, online student

study groups, course supplements, support

services, courses and curriculum development.2

Not surprisingly, Rob Hemlick, eCollege’s CEO

and founder, shares sentiments similar to those

of Cisco’s Chambers: “The Internet will

absolutely transform learning, making it faster,

better and cheaper”.3

As is obvious from the eCollege example, the

Internet, as an educational technology, has the

ability to integrate curriculum, academic

organization and student-teacher interaction

into a common platform, making it an ideal

system for distance learning. Many traditional

educational institutions are already in the

process of embracing the Internet as their

distance learning solution.

Figure 3 shows the model where the classroom

becomes the student’s place of Internet access.

The classroom could be a formal one arranged

SCHOOL

TEACHER
CURRI-
CULUM

CLASSROOM

STUDENTINTERNET

Figure 1  •  Traditional Education – ASP Model Internet Augments the Organizational Capabilities of the School
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by the school, or an intermediary facility such

as a community center, or the student’s home.

Ofek, the interactive distance learning center
of Open University of Israel, is one of the earliest
pioneers of using both Internet and satellites
for distance learning. Ofek has established over
100 Internet study centres throughout Israel
and 47 of them are equipped with interactive
satellite links.

The capabilities of online student-teacher
communication/interaction, as well as online
access to curriculum and the organizational
functions of the school, can all be linked
together to create a completely virtual campus.
A simplified virtual campus is shown in Figure
4. In actuality there are, of course, many students,
many teachers and many curricula.

Virtual campuses are growing and taking on

SCHOOL

TEACHER

STUDENT

CURRICULUM

INTERNET

CLASSROOM

SCHOOL

TEACHER

STUDENT

CURRICULUM

Internet Connectivity
CLASSROOM

VIRTUAL CAMPUS

Figure 3  •  Internet-Enabled Distance Learning from a Traditional Education Institution

Figure 4  •  The Virtual Campus – Internet-Enabled Distance Learning
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many forms. Consider the following:

• OnlineLearning.net (OLN) is a company

based in Los Angeles and affiliated there

with the University of California Los Angeles.

Recently, OLN offered an online course

(course #F2058) hosted on a server in

Toronto, Canada.  The students ‘attended’

the course from their respective homes in

Massachusetts, New Jersey, Washington,

California and Hong Kong. The teachers

‘taught’ the course from their home base in

New York (Confessore, 1999, 26). None of

them met each other ‘in the flesh’ during

the course.

• Training Net Inc. offers more than 100,000

online training courses from over 1,000

providers for a variety of professions

(McGee, 1999, 395).

• Blackboard Inc. provides free build-it-

yourself course creation software on the

Web. It then hosts the courses that have

been created so that anyone can sign up

and pay tuition. Blackboard keeps 20

percent of tuition revenue, with the

teachers getting the lion’s share. Over 1,000

courses have been created in topics ranging

from Infertility to Town Planning (Walker,

1999).

• The largest executive MBA programme in

Canada is at Athabasca University, with

enrolment almost five times greater than the

next largest, with students ‘attending’ from

Canada and twelve other countries. Its

success has been attributed to its online

infrastructure (Carrescia, 1999, 33).

The New ABCs

The preceding examples and illustrations of

current educational implementations on an

Internet platform all rely on and presume three

key fundamentals, access, bandwidth and

connectivity, the new ABCs. Access is simply

the availability to a user or user population of a

terminal or PC linked to the Internet. Bandwidth

correlates to the speed and amount of data that

can be transmitted over the Internet link to the

terminal or PC. Connectivity (herein) is the

capacity of the network platform accessing the

Internet to respond to the user population,

reliably and robustly; the integrity of the

platform.

The Internet found fertile soil for rapid growth

in the United States and other developed

countries because of two preexisting

conditions: (a) high levels of teledensity or

access to the ‘telephone’ network of sufficient

initial bandwidth and connectivity; and (b)

widespread personal computer use to access

the Internet. Many countries with developing

economies do not have these preexisting

combinations, and thus would have to make

specific concerted efforts, at least from the point

of view of establishing Internet Platforms for

education. This may be done in conjunction

with the existing telephone infrastructure.

However, that existing structure is, in many

cases, lacking varying degrees of access (not

available in remote or rural areas), bandwidth

(limited) and connectivity (not consistently

reliable).

In recent years, several technological and

economic trends have occurred that have the

potential to ameliorate this situation to the

degree they are given the opportunity to be

implemented. While the term VSAT (Very Small

Aperture Terminals4) is not yet a household

word like Internet, VSATs are a robust and well-

established technology, designed for interactive

communications and IP over satellite networks,

and with over a million units sold and installed
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worldwide. Figure 5 illustrates a VSAT-IP
network. Equally important is the fact that the
price of VSATs has dropped by 90 percent
(Hartshorn, 2000) over the last 20 years, while
their capabilities and capacities have increased.
Over the last several years, and 1999 in
particular, VSAT based satellite networks are
being used as a backbone for Internet services
with the strongest growth in this area coming
from the Latin American region.

VSATs are designed to address the ABC problem.
They can create access over a wide region, are
easily deployed, and can be set up in rural and
remote areas (even run off solar cells) as easily
as in cities. They have a wide range of
bandwidth depending on their configuration,
that can interactively transmit full-motion video
as easily as voice, data, graphics, text, images,
etc. They also provide a common robust
platform for connectivity.

Connectivity was the driving force in the
Caribbean for the creation of MEVA, the multi-
country (and multi-language) mission-critical
VSAT network that was formed to handle
regional air traffic control (Shafer, 2000). Even
more dramatically, connectivity is the issue
behind the US Postal Service’s decision to install

more than 29,000 VSAT terminals to connect
all of the post offices on one of the largest VSAT
Internet networks in the world. This, despite
the fact that the US has some of the best
networks in the world. By establishing a single
VSAT network, the post office will ensure high
levels of connectivity throughout its system, and
avoid problems that might be caused by
plugging into a multiplicity of local networks.

VSAT-IP networks are an important solution to
the ABC problem for both private and public
sector education, one that is in the early stages
of being implemented. Corporations such as
Microsoft, AOL, Rite-Aid (drug store chain) and
others are beginning to use VSAT networks for
corporate training and education. Oakwood
Homes, the largest retailer of manufactured
housing in the US, began using VSAT network
for training salespeople at its 350 retail centres
and initially reaped cost savings in the seven-
figure range.5

In the public sector, VSAT networks are being
used for both traditional and new educational
systems. Mentioned previously, Ofek in Israel has
47 VSATs as part of its learning network. The
Indira Ghandi National Open University, which
may claim to have the largest enrolment of any

university in the world, is expanding its use

MEDIAPORT –
INTERNET UPLINK

MULTIPLE VSATs – INTERNET PLATFORM ACCESS

SATELLITE

Figure 5  •  VSAT Satellite-Internet Network
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of VSATs. The University of the South Pacific

has a history using satellites, and its current VSAT

network links 12 countries spread over a 33

million square kilometre area. The World Bank

has incubated two VSAT learning networks. The

first, the African Virtual University, originates at

a mediaport in the US and links to a VSAT in

Africa where further distribution is over land

lines. Future plans will locate the facilities in

Africa and use VSATs to interlink them. The

World Bank has also developed the Global

Distance Learning Network, currently operating

in 16 countries with extensive plans for

expansion. In Mexico, International Datacasting

is currently upgrading 20,000 schools for VSAT-

IP capabilities (McConnell, 2000, 50).

New Issues for Educators and Policy
Leaders

While the world moves towards an increasingly

knowledge-based economy, the technological

opportunities and changes afforded by the

Internet Platform combined with the access,

bandwidth and connectivity of interactive

VSAT networks, create new sets of issues and

challenges for far-thinking educators and

educational policy leaders. The magnitude of

the current challenge is forcefully stated by

Chambers, quoting from elsewhere in the same

interview:

 Unlike the industrial revolution when you had

to be in the right country or city to participate,

in this new era capital will flow to whichever

countries and companies install the best Internet

and educational capabilities. Governments and

unions will be powerless to stop this capital flow,

which will affect the global balance of economic

power.  Although the technology exists today, this

revolution will take about ten years to be fully in

place. But, it’s coming next. (Friedman, 1999, 25)

While issues of curriculum design and the

pedagogical nature of the teacher-student

relationship are paramount concerns in the

context of the new technology, other new

dimensions are also emerging, including for

example, the following:

• Curricula as intellectual property.

Intellectual property rights (such as

copyrights) are assets with economic value

(for sales, royalties). When curricula are put

on-line and made available through virtual

campuses, ownership of the curricula poses

new questions related to compensation.6

• Accreditation. While there are some 300

fully accredited major colleges and

universities in the US offering degrees in

800 fields of study through distance

education (Larsen, 1999, 74), there are now

universities existing solely on line. Recently,

Jones International University became the

first, fully accredited, entirely online (no

physical campus) virtual university

(Confessore, 1999, 26).

• Obstacles to access, bandwidth and

connectivity. Making virtual, distance, open

and life-long learning truly available through

the Internet Platform will require new

strategies and partnerships to bring access,

bandwidth and connectivity to the various

target educational populations. It may also

require the removal of barriers and other

obstacles to making technology available.

Many countries have telecommunications

monopolies that may require involvement.

The governments themselves may also

create other obstacles. Unaware of the rapid

change in VSAT costs and advanced

capabilities, many governments still have

antiquated licensing regulations, and, in

some cases, prohibitive tariffs and customs

for the importation of equipment. On a
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regional level, there is a lack of coordination

in licensing requirements so that a multi-

country system (as might be both cost

effective and appropriate in the Caribbean)

would require drawn-out procedures.

Europe has made great initial strides in this

arena by creating an on-line ‘one stop

shopping’ station for the European region

(43 countries) VSAT licenses.7

• Education as a commercial marketplace.

Perhaps more than ever before, education

is viewed as a commercial opportunity.  This

will bring new capabilities, but may also

cause traditional educators to question who

will be setting the educational agenda and

what the mandate will be. In the US, venture

capital funds are already putting hundreds

of millions of dollars into eLearning-based

start-ups, where the educational market is

considered to be $640 billion dollars

(Walker, 1999).  The US Department of Labor

estimates that 75 percent of the 90 million

person US workforce will need to be

retrained in the next five years, in addition

to the current annual corporate training

expenditures of $60 billion.8 The purpose

of citing these statistics is not their direct

relevance to other countries, but to illustrate

the size of the economic and technological

forces that are reshaping education across

the board, and which changes will have

extraordinary impacts elsewhere outside

the US.

• Globalization. Virtual campuses and IP-

mediated education has inherent

transboundary characteristics. Unexus,

Canada’s first for-profit, degree-granting

university residing solely on the Internet,

will utilize professors, and seek students,

from all over the world (Wahl, 1999, 171).

Initially it has marketing and support offices

in Canada, the US and Malaysia.

Within these challenges and on the cusp of

these new technologies, there lies a vast array

of possibilities for instilling added quality,

richness, breadth and depth into the educational

system, and at the same time, laying the

foundation for bringing education to all,

regardless of place, status or age.

Notes

1. At one point earlier this year Cisco was the

world’s largest corporation in terms of

market capitalization. It is a manufacturer

and provider of routers and networking

products that power the Internet.

2.  See www.ecollege.com.

3. Keynote Presentation, Telecon East,

Washington, DC, March 2, 2000.

4. VSATs are probably more commonly

thought of as ‘small satellite dish antennas’.

While they can be configured in many ways,

a useful dividing concept is between receive

only and interactive or two-way. It is the

interactive VSATs that are of primary interest

for Internet Platform educational

applications.

5. “Savings With Satellites”, Communications

News 36, no. 11, November 1999, p. 55.

6. See G. Chambers, “Toward Shared Control

of Distance Education,” Chronicle of Higher

Education 46, no. 13, November 19, 1999,

pp. B8–B9; and D. Carnevale and J. Young,

“Who Owns On-Line Courses? Colleges and

Professors Start to Sort it Out,” Chronicle of

Higher Education 46, no. 17, December 17,

1999, pp. A45–A46.

7. See www.eto.dk.

8. “Savings With Satellites”, p. 54.
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Introduction

The Jamaica Computer Society Education

Foundation (JCSEF) developed and

implemented a pilot project in primary schools

between 1995 and 1999, sponsored by the Inter-

American Development Bank and the World

Bank. The project sought to introduce computer

technology into primary schools in Jamaica, in

order to determine what benefits, if any, could

be obtained from its use in instructional delivery,

especially in the areas of improvement in basic

literacy and numeracy skills.

The JCSEF was already responsible for raising

funds, procuring hardware and training teachers

in secondary and tertiary institutions to facilitate

students taking Information Technology in CXC

and O’level examinations, and had also begun
training in the use of the technology as a tool
in instructional delivery. In brainstorming on
ways to facilitate the introduction at the primary
school level, a mechanism was conceived
whereby the primary schools would be
‘clustered ’ with secondary and tertiary
institutions that already had the technology.
This was conceived as a strategy to assist the
primary schools in a more structured and
effective intervention, and to strengthen the
existing individual and collective capacity of the
schools and the competencies of the teachers,
to effectively use the technology in education
activities.

This paper examines the structure of the

clusters, the features of the technology

The Cluster Concept: A Strategy for Delivery and Support of Distance Education*

Avrill Crawford

Executive director, the Jamaica Computer Society Education Foundation,
Kingston, Jamaica

Abstract

Technology in education initiatives in Jamaica has been characterized by

several novel innovative strategies. One such is the cluster concept, a

mechanism used by the Jamaica Computer Society Education Foundation

to foster and sustain collaborative efforts and sharing of experiences and

know-how within a group of schools in a geographically defined area. This

paper describes the concept, its purpose, formation and dynamic

development process – highlighting the experiences of the schools in this

intervention. Lessons learned will be examined from the perspectives of

activities explored, challenges faced, strategies employed to resolve

problems and measurable benefits to the schools; and will be presented as

examples of possible outcomes and effectiveness of this concept for school/

community technology integration. The potential for use of the cluster

mechanism as a strategy for supporting distance education is also argued.

* © The Jamaica Computer Society Education Foundation
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interventions and activities and the instructional

strategies employed by these clusters, and

summarizes the lessons learned from their

experiences, identifying the key factors that

contributed to success.  The paper also discusses

the possible use of the cluster approach as a

delivery and support mechanism of a larger

distance education system.

The Jamaica Computer Society
Education Foundation, its Role and
Function

The JCSEF is a nonprofit private sector

organization established in 1990 by the Jamaica

Computer Society (JCS), the professional body

for information technology practitioners in

Jamaica.  The JCS was concerned that secondary

and tertiary students who were sitting CXC or

O’level examinations in Computer Science or

Information Technology were suitably equipped

to perform well in the workplace or to gain

entry to pursue further studies in the subject.

The JCSEF got the full support of the

government, through funding from the HEART

Trust/NTA, a government agency that provides

technical and vocational training through a tax

on employers. By 1991, the Jamaica 2000 project

was implemented, with the aim of placing the

technology in all 166 secondary and tertiary

institutions by the year 2000.  The HEART input

provided counterpart funding to contributions

from the schools themselves, the school

community, school alumnae, businesses,

education foundations, and individuals.

Approximately twenty-three of the targeted

schools are still to acquire computer labs,

whether through the J2000 programme or

through their own initiative. In addition, some

twenty-two primary schools have also received

labs through the JCSEF.

Initially, some 450 teachers were trained by the
JCSEF, to teach Information Technology as a

subject. However, the universities and teachers
colleges are now adequately providing I/T

teachers, and the JCSEF is now concentrating
on training subject teachers in the use of the

technology in instructional delivery and in
integrating it into the curriculum. Some sixty

are pursuing a certification programme, thirty
of whom are expected to become trainers of

trainers.

The Edtech 20/20 Project in Primary
Schools

In 1995, a Think Tank on Education perceived
that Jamaica’s literacy problem would only be

solved if efforts were made to ensure literacy
from the primary level. A pilot project was

developed, jointly sponsored by the Inter-
American Development Bank and the World

Bank, to examine the possible impact of using
computer-based materials and technologies on

the learning gains of students, and to determine
the support systems and feedback mechanisms

necessary for successful implementation. The
lessons learned were used to influence the

policy of the government with respect to
information technology in education.

The objectives of the project were, inter alia,

• To explore the usefulness and cost-

effectiveness of courseware to assist with

literacy and numeracy.

• To examine alternative instructional models,

such as computers on trolleys which are

wheeled to the classroom, and lap-tops which

are assigned to teams doing project work.

• To examine how other technology-based

material could be used in the development

of creative and higher level thinking skills.
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In this regard, the following project components

were designed and implemented:

• Installation of computer laboratories in the

sixteen primary schools in the project.

• Training and professional development of

teachers in all thirty-two project schools to

ensure effective implementation of the

technology, and to determine best practices

in the training of teachers and education

officers.

• Implementation of a programme utilizing

Integrated Learning System (ILS) course-

ware in Language Arts andMathematics

among selected students in each primary

school.

• Establishment of a Teacher Training

Resource Centre at the Ministry of

Education and Culture (MOEC) to facilitate

continuity.

• Establishment of Software Resource

Centres, which operate as software libraries,

allowing schools to explore the use of

various software and other technology-

based material.

• Implementation of a computer on trolley

project to examine the effectiveness of

utilizing the computer in the classroom as

support for the blackboard.

• Implementation of a lap-top project where

computers were used by a science project

to collect data, produce charts, produce

reports, etc.

• Development of a plan for an extranet

among the project schools which would be

used to determine the feasibility of intranets

/extranets as a resource/teaching tool.

The project benefited also from the

employment of a technical and professional

development consultant and a research and

development consulting team, which carried

out a number of studies on the various

components and on the overall project.

The Cluster Concept

The planners of the project, in determining how

best to introduce the technology, felt it would

be beneficial to the primary schools, if they

could work with schools that had already been

exposed to the technology. Primary schools

were therefore chosen in four clusters in

geographic proximity to secondary and tertiary

schools that had already been introduced to the

technology through the J2000 programme.

The clusters varied in size, location and mix of

primary, secondary and tertiary level institutions

(with four, six, seven, and thirteen institutions

in each cluster, respectively).

From the outset, the schools in each cluster

were involved in its development, with

principals, teachers, lab technicians, technology

coordinators, and students meeting regularly at

various levels. Training was done with

participants from all clusters together, as well

as in individual clusters, and a few teachers were

selected to be trained as trainers to train other

teachers in their schools and elsewhere.

Community members were encouraged to

participate in the construction and

development of the laboratory infrastructure,

giving sweat equity and know-how as well as

monetary contributions. Businesses were

encouraged to work with the schools in

developing projects and in providing work

study programmes and summer employment.

Community members continue to take

advantage of the evening classes offered by the

schools to upgrade their own knowledge and

skills in the technology, and the schools are
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providing the communities with their

publishing needs – birthday cards, wedding

invitations, f lyers, programmes, etc. These

activities provide the schools with much-

needed funds to help in the maintenance and

operation of the laboratories.

Cluster leaders also formed part of the project

implementation team, which, lead by the JCSEF,

included representatives from the Ministry of

Education and Culture (MOEC), and the

consultants assigned to the project, meeting

regularly and reporting on the developments

in the clusters and sharing ideas on

enhancement possibilities. The leaders also

provided a conduit for disseminating

information to the cluster schools, and for

bringing burning issues and concerns to the

attention of the MOEC and the JCSEF.

Each cluster cooperated and collaborated in

determining the site of the Cluster Software

Resource Centre, in selecting the software, and

in raising funds for the purchase of the

computers. The clusters have also sought to

conduct joint fundraising activities, to share

resources, such as lab technicians, and to stage

cluster exhibitions to showcase their

achievements.

Impact of the Cluster

The performance (Institute of Education/Joint

Board of Teacher Education, 1999) of these

clusters was evaluated in terms of eight

distinctive elements of cluster development, for

which performance criteria were established:

i. Technology leadership (personality, drive,

motivation, creativity, involvement)

ii. Technology intervention (quality and

quantity of project activities, including

training)

iii. Cluster activities (efforts to use, improve,

upgrade and maintain the technology)

iv. Resources and support (quantity and quality

of resources and support systems

developed)

v. Collaboration and networking (evidence of

meetings, and other interchanges, joint

projects)

vi. Curriculum integration (level of integration

of the technology in the school curriculum)

vii. Adult education and training (number of

technology trained persons in schools and

communities)

viii. Transfer of knowledge and expertise (the

multiplier effect that the training provided)

The results varied overall from a low of 61

percent to a high of 89 percent, showing fairly

good performance in terms of the expected

output.  There is also strong evidence to support

the perception that the cluster concept has

great potential for being effective as a

mechanism for organizing, managing, and

collaborating in technology interventions and

in the delivery of technology-based instruction.

Several technology-related project ideas,

teaching/learning interventions and

community-focused programmes have been

initiated in these clusters, with varying degrees

of success. In particular, the business sector is

being encouraged to work with the schools in

providing curriculum guidance, work-study

activity and summer work for students. This

fosters the development of a curriculum geared

towards the economic activity of the

community.

The clusters have provided an avenue for

distributing the workload of the central

administration. Regular meetings are held with



323

cluster leaders to monitor progress and identify

areas of support required. The clusters have

already found creative and varied ways to ensure

steady growth in the central cluster fund, thus

ensuring sustainability of the programme.

Centres of excellence have developed with

the natural propensity to expand outward

to encompass the entire island over time. Thus

the clusters, under a general operating

framework, have evolved into viable

community-based and -supported entities,

through collaborative activities initiated and

managed by a localized team of cluster leaders

and other participants.

Significant Factors Influencing Cluster
Development and Success

Factors found to be positive contributors to the

success of the clusters include:

i. The quality of instructional/technology

leadership and collaboration efforts

encouraged

ii. The level of involvement of the school

principal, and other administrators

iii. Involvement of the community and

contributions secured in cash and kind

iv. Frequency of student access to the

computer

v. Creative uses and curriculum integration

with the technology by the teachers and

students

vi. Training of the teachers and other adults in

the community

vii. Sharing of knowledge and capabilities by

the technology resource persons

Factors found to negatively affect the

programme development include:

i. Lack of the factors (i) to (vii) above

ii. Low level and quality of supervision and

monitoring

iii. Lack of a cost-effective maintenance system,

or self-help capability

iv. Wide dispersion of schools in cluster and

poor communication

Such has been the impact of the positive

experience, however, that a fifth cluster has

been formed in an inner-city community, and

steps are being taken to identify and form

clusters in each of the parishes island-wide.

The Cluster as a Delivery and Support
Mechanism

The strategic components of distance

education, whether in synchronous mode

(distance teaching), or asynchronous mode

(distance learning), are

i. Development of educational packages

ii. Delivery of these packages to the targeted

groups

iii. Provision of support services

iv. A performance management mechanism

The cluster supports and sustains distance

education strategies through the following

elements, inter alia:

i. Schools in close proximity working

together, sharing resources and

collaborating

ii. Localized technology leadership and

development of centres of excellence

iii. Decentralization of the administration

iv. Existence of performance criteria and a

mechanism for feedback
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v. Curriculum geared toward the economic

activity of the community

vi. Community integration fostering

sustainability

However, to be properly developed and

sustained, there needs to exist a supportive

framework, which provides project

management, technical support, ongoing

teacher training strategies, and assessment of

interventions and impact, ensuring that the

technical as well as the pedagogical standards

are maintained. The cluster mechanism will also

depend heavily on the ability of the cluster

schools to develop strategic plans that include

technology, and to manage the successful

implementation of the technology. This suggests

a significant amount of management training

and exposure for school principals and senior

teachers.

It will also be important to ensure identification

of sound leadership at the local level, and a

strategy for ensuring continuation of the

community work.

Of particular concern is the introduction of new

technologies for delivery of the educational

packages, such as INTRANETS, Education

Portals, to level the playing field and foster

equity and education for all.

The nature of the cluster provides ready avenues

for funding.  The involvement of the community

and access of the technical facilities to adults is

of interest to donor agencies that see life-long

learning and knowledge-based citizens as being

critical to alleviating the poverty of developing

nations. Thus community-based projects will

be entertained. However, it will also be

important that the cluster has the capability to

take full advantage of monies earned through

local entrepreneurial initiatives, thus suggesting

the need for training in money management.

Conclusion

Given the dynamic structure of clusters and

their immediate linkage and relationship with

the respective communities; and given the

established potentials for creative uses of

computer technology to deliver instruction to

a wide cross section of participants such as in

these schools and communities, the cluster

mechanism presents itself as an ideal delivery

and support subsystem for distance education,

providing:

i. localized technology leadership

ii. decentralized administration

iii. an easy mechanism for planning,

monitoring, information distribution and

sharing

iv. community access, integration and support

v. curriculum geared towards the

communities’ needs

vi. sustainability

The challenge will be to give it the kind of

support and monitoring required in the early

stages of its development.
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The following presentation is based on The
Democratic Communication for Adult
Education (DECADE): Project in the
Caribbean. Feasibility Study (ICAE, 1999). It is
a brief summary of the project’s background,
main objectives, limitations and methodology,

and presents its main findings, conclusions and

recommendations, and outlines some further

steps and still existing questions.

The DECADE Project

The DECADE (Democratic Communication for

Adult Education) is a project of the International

The Democratic Communication for Adult Education (DECADE)
Project in the Caribbean

Eva Kupidura

Information and communications coordinator,
International Council for Adult Education (ICAE)

Abstract

The DECADE (Democratic Communication for Adult Education) is a project

of the International Council for Adult Education to develop creative and

affordable ways to use new information and communications technologies

(ICTs) as a tool for global adult education and learning. The underlying

principles of the project come from a concern that there exists a widening

gap in the availability and use of new ICTs in some countries and sectors;

and that there is a need to integrate new technologies with traditional,

widely used and most available means of communications.

The ICAE project in the Caribbean examines the feasibility of establishing

a Caribbean Regional Communication Centre (CRCC) providing electronic

communication and information-sharing capacity, with emphasis on regional

relevance and sustainability; integrating new technologies with existing

means; and responding to identified learning and training needs, including

where appropriate distance education and learning. The feasibility study,

conducted in the region, and supported by UNDP and UNESCO, attempted

to place the concept of democratization of adult education and learning

within the context of the regional social practices and culture, and specific

communication needs of the Caribbean. The study was conducted in six

countries, representing each language grouping and the geographical spread

within the region. The report concludes that there is distinctive need for

establishing the CRCC and presents several recommendations on its

location, management, policy and functions, and sustainability of operations.
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Council for Adult Education to develop creative
and affordable ways to use new information and
communications technologies (ICTs) as a tool
for global adult education and learning. The
underlying principles of the project come from
a concern that there exists a widening gap in
the availability and use of new ICTs in some
countries and sectors; and that there is a need
to integrate new technologies with traditional,
widely used and most available means of
communications.

One of the main recommendations of the
CONFINTEA V (Hamburg ’97) discussions on
the theme of new technologies and adult
learning was that new technologies and
conventional ones should complement one
another and should be integrated. Related to this
is the ICAE’s own principle of the DECADE
project emphasizing the need for integration
of new information and communications
technologies (ICTs) with those more traditional,
widely used and accessible, such as print, radio,
etc. The DECADE further emphasizes that the
exact mix of communication ways should be
determined by each of the regions individually
in accordance with needs and cultural and social
context. This concept of ICAE is in line with
CONFINTEA V discussions on adult learning and
new technology that emphasized that “the use
of new technologies raises many problems that
need to be solved in a manner appropriate to
each context” (UNESCO, 1997). As the

CONFINTEA V Agenda for the Future states:

The development of new information and

communication technologies brings with it new

risks of social and occupational exclusion for

groups of individuals and even businesses which

are unable to adapt to this context. (p.4)

DECADE in the Caribbean

The ICAE chose the Caribbean, the host region

of the Council’s next World Assembly of Adult

Education, as the location of its pilot project

within the DECADE. The pilot project in the

Caribbean examines the feasibility of

establishing a Caribbean Regional

Communication Centre (CRCC) providing

electronic communication and information-

sharing capacity with emphasis on regional

relevance and sustainability; integrating new

technologies with existing means of

communication; and responding to identified

learning and training needs, including distance

education and learning. The feasibility study

conducted in the region and supported by

UNDP and UNESCO attempted to place the

concept of democratization of adult education

and learning within the context of the regional

social practices and culture, and specific

communication needs of the Caribbean.

Feasibility Study

The regional feasibility study was conducted in

1999 in cooperation with the Caribbean

Council for Adult Education (CARCAE), the ICAE

regional member organization, and supported

by UNESCO Kingston and UNDP. The study

had the following objectives:

1. To assess the need for and feasibility of

establishing a Caribbean Regional

Communication Centre (CRCC);

2. To develop a report/proposal for the

establishment and sustainable operation of

the CRCC;

3. To develop a policy document on the use

of the Internet and networking technology;

and

4. To obtain the commitment of stakeholders

to support the establishment and

sustainable operation of the CRCC.

The study produced a comprehensive report
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addressing institutional capabilities and

modalities of operation; range of target groups,

projected impact, ongoing viability and

sustainability, recommendations, including

institutional base for the CRCC, projected cost,

and suggested funding sources and/or revenue

generation; a policy paper on establishing the

Caribbean Regional Communication Centre

(CRCC), and a bibliography of adult learning

literature and resources in the region.

With limited funding available, it was not

possible to conduct a comprehensive study

of all CARCAE’s member countries.  Therefore,

six countries – St. Vincent, St. Lucia, Jamaica,

Guyana, Martinique, and Curaçao – were

selected to participate. The selection took into

account language representation, size and

location, types of populations and ethnic

influences present in the countries.

The Sixth General Assembly of the Caribbean

Regional Council for Adult Education (CARCAE)

served as a major resource for the study. Its

focused thematic discussions, and in particular

those on capacity building for institutional

strengthening of adult education organizations,

using distance learning materials and

communication within the adult education

system; literacy and the needs of special groups;

gender and adult education; and environment

education identified key issues, policies, existing

needs, and priorities in each area, and explored

mechanisms for delivery, securing resources,

and facilitation. Key conclusions and

recommendations fed into the feasibility study

(CARCAE 1999).

Among particular and specific problems and

challenges related to access and use of the

information and communications in the region,

the study cites the following:

• Low use of information sources and

services;

• Unequal transborder flow of information,

with raw data often flowing out from

developing countries and packaged

information coming back in;

• Relatively high cost of acquiring and

maintaining information resources and

operating information services;

• Advanced technologies are primarily

introduced for the support of transnational

business rather than for meeting the basic

needs of people;

• Reliance on transnational corporations, to

provide the communication services that

allow participation in global developments,

often pitting the capital, technology and

human resources of the transnational

against that of state authorities of

developing countries who are frequently

not as skilled in negotiation techniques and

technical competence.

Furthermore, several factors that negatively

influence the information capacity in the region

are also taken into account (Primus, 1998):

• Limited and constrained network access

resulting in insufficient access to

information, productivity tools, and

communication services;

• Insufficient capacity and connectivity;

• Lack of planning and coordination among

the countries;

• Limited processing power and reliability;

• Lack of support for the development of local

content and applications;

• Limited skilled human resources;

• Few strategies for capturing the benefits of ICT
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• The need for leadership;

• Lack of funding for ICTs investments.

Detailed data and information on the adult

education and learning institutions and

infrastructure were gathered through a

questionnaire designed and distributed within

the six surveyed countries. Despite the delays

and obstacles in getting back the questionnaires,

the survey afforded a wealth of information on

existing adult education organizations and

delivered programmes, programmatic focus

areas, target groups served, existing and

currently used media and technology, available

resources such as expertise, materials and

equipment, information sources and library

resources, and meeting and public space.

Detailed and comprehensive information is

included in the feasibility study report and I will

not attempt to present it here. However, I would

like to mention that 43 percent of all

organizations and institutions that responded

to the questionnaire were government or quasi-

government and a substantial number (40

percent) represented the private/non-

governmental category. This indicates that

both sectors play an important role in the

delivery of adult education n the region and that

their active involvement in the project and close

collaboration is essential. It should be noted that

universities were excluded from the sample,

except for the continuing education

departments of the University of Guyana and

the University of the West Indies.

Recommendations

A.  The report concludes that there is a

distinctive need for establishing the CRCC.

Among potential direct benefits to

organizations, country and/or the region

identified by responding organizations were:

• Networking and sharing of information on

various aspects of adult education and

learning, i.e. techniques, methodologies,

ideas, experiences;

• Sharing of human and material resources,

including print and non-print materials for

teaching and research, especially Caribbean-

based materials;

• Provision of databases on training, expertise,

and existing institutions;

• Facilitation of a common curriculum for

programmes in the region, and student

exchange;

• Creation of a virtual “meeting point” for

electronic discussions of various current

topics and issues in order to develop a

consensus approach to problem solving;

and

• Delivery of training programmes for

instructors and trainers, and directly to adult

students.

B. Functions, components and policy: The

CRCC’s functions will include collection,

organization and dissemination of information

and resources on various aspects of adult

education and learning in the Caribbean;

development and production of resources,

including databases, public and affordable

access to the Internet and electronic resources;

training; delivery of distance education

programmes and courses. The CRCC will also

encourage research and the collaborative

development of programmes. Networking with

existing institutions and organizations is

essential for the functioning of the CRCC, and

the Centre should establish links on local,

regional and international levels whenever

possible. Cooperation with existing institutions

and agencies and working with the regional

expertise will allow coordination of the
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provision of services and programmes. Use of

distance education methodologies for the

provision of the training and programmes

should be encouraged, including the use of the

teleconference networks in the region.

Based on the project’s basic principle of the

integration of traditional and new

communications media, as well as existing

learning needs identified by the study, some

possible components of the CRCC could

include:

• Library/information centre – The CRCC

should include a well organized, comp-

rehensive collection of print and audio-

visual materials, including resources

and literature on various aspects of adult

learning and education. Particular attention

should be given to materials and resources

developed within and related to the region,

and to international relevant materials. The

Feasibility Study identified and listed some

resources, but further and more detailed

research is needed. Professional and

efficient organization of the library is

essential. Special services, such as reference

service, preparation of subject biblio-

graphies, customized information searches,

selective dissemination of information, and

development and maintenance of the CRCC

website are envisioned. Active collaboration

among adult learning and education

institutions in all sectors as well as

cooperation and involvement of individuals

is essential in building a comprehensive

and accessible collection.

• Computer centre – An essential component

of the CRCC providing public and affordable

access to computer-based technology and

learning materials. It will also be responsible

for the development and maintenance of

the regional databases. Learning activities

of the centre should be two-pronged,

focusing on self-instruction and learning.

To that effect the centre would acquire and

provide access to equipment, software,

reference and course materials; develop and

produce its own training materials based on

its experience and practice, and organize

orientation and training sessions. The

second aspect of the learning process could

focus on a variety of organized and

facilitated workshops and courses. These

services could be offered on a fee-basis and

developed into a systematic income-

generating activity.

• Distance teaching/learning centre – This

component should be developed in

cooperation with already existing

educational institutions offering and

delivering distance education programmes

in the region based on their experience,

expertise, available technology and

infrastructure, and support. The main

conclusions of the CONFINTEA V

discussions on the subject and its

recommendation should be addressed in

developing a detailed plan for this service.

These include emphasis on open learning

systems as offering a greater degree of

learner-centred methodology; flexibility in

time and space; accessibility in more remote

areas; use of local community services; and

recognition of non-formal and informal

learning processes – in addition to the

conventional and formal educational

systems.

It is envisioned that English will be the primary

language of the CRCC, but every effort should

be made to have information and resources

produced by the CRCC translated into other

languages of the region.
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C. Institutional base: It is recommended that the

CRCC’s functions and services be integrated

into an overall educational strategy of a host

institution since the option of placing the

Centre within an already existing organization

is more feasible than creating a new centre.

Among the organizations and institutions

surveyed,  JAMAL  Foundation (Jamaica) was the

only one that expressed both willingness and

readiness to host the CRCC.  Another option

was the establishment of the CRCC in St. Lucia

and two institutions were identified as possible

hosts. However, further discussions with

potential hosting organizations revealed that

although there is a keen interest, there is no

single organization that would take on the

organizing of the CRCC on its premises within

the foreseeable future.

D. Strategies:

• Planning and management – It is recom-

mended that the establishment of the CRCC

be undertaken under the auspices of  the

Caribbean Council for Adult Education

(CARCAE). While ICAE initiated the project

and will remained actively involved in the

implementation phase, it also recognizes

that CRCC should become a regional

project and sees its role as an advisory body.

A governing board should be established

with an adequate representation of all types

of organizations involved. The recom-

mended composition of the board calls for

representation from governmental and non-

governmental organizations.

• Fundraising – A concentrated effort should

be made by all institutions involved in the

project to raise finds sufficient to proceed

to the implementation phase. The Feasibility

Study identified some potential funding

sources.

• Cooperation and networking – The CRCC
should establish cooperation and
networking with similar and related
institutions and centres on local, national,
regional and international levels.
Intersectoral cooperation is essential.

• Outreach, marketing and publicity.

E. Questions and further steps: To ensure the

successful establishment of a viable and

sustainable CRCC an essential element is the

response and active engagement of the regional

institutions, organizations and agencies. This

presentation constitutes the first attempt to

probe the response of the region. While ICAE

retains its interest in the project and offers its

support, the CRCC will only take shape if the

Caribbean is interested and ready to do it.

The points and recommendations presented

need further discussions. There exist some

questions and issues to be resolved that would

determine the process of the project

implementation. Among them:

• Confirmation of the CRCC location within
the offices of JAMAL, or other alternatives;

• Partners and funders;

• CRCC structure, equipment, and cost
involved; and

• Planning and management.

Conclusion

The CRCC is an example and a model
attempting to address new learning
environments and the changing practice of
adult learning. Addressing this issue,
CONFINTEA V documents state:

The change in the learning environments is not

just about providing adults with flexible learning
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opportunities and information services in the

workplace and home. It is also about how adults

participate in the information and

communications technology, how information is

used in this environment, how the local cultural

infrastructure ... is used. (UNESCO Institute for

Education, 1999, 9)

The deliberations at Hamburg also identified the

following factors as having positive effects on

the enrichment of the learning environments

through ICTs:

• Political and financial willingness to invest

in new technology;

• Up-to-date infrastructure, computers, data

networks accessible to the public;

• Information campaigns;

• Suitability of teaching and learning materials

for adults;

• Networks providing opportunities for all

adults to get familiar with ICTs; and

• Partnerships between educational

institutions, governments and cultural

services.

The successful implementation of the CRCC

would comprise and require all of the above

factors. To move from feasibility to establish-

ment of the centre is a common challenge and

opportunity for all sectors of adult education

in the region, including governments,

universities, agencies and NGOs.
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Some Preliminary Thoughts on the
Formation of a Regional Association for Distance Education

Kala Dowlath

Commonwealth Youth Programme Caribbean Centre
Commonwealth Secretariat, Guyana

1. A Caribbean Regional Association for Distance Education should be a

network of a range of stakeholders that are involved in the field of distance

education. These stakeholders would include national associations of

distance education and regional associations, educational institutions,

agencies and corporations.

2. Purpose/objectives of the Association could include the following:

• To promote distance education as a means for contributing to the

development goals of the Caribbean.

• To support and assist national associations for distance education as

well as regional bodies/institutions to establish or strengthen their

capability in distance education.

• To foster cooperation and collaboration, and encourage the

development of partnerships and sharing of resources between and

among members that would create opportunities for new

educational initiatives.

• To provide forum for the professional development of individuals

from the region who are involved in distance education.

• To establish standards for ensuring quality and professionalism in

the practice of distance education in the region.

• To represent the region in international fora and international

activities that are relevant to distance education.
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Developing Self-Learning Courseware in
Print

Krishnapillai Murugan

Print continues to be the mainstay of instruction

in most distance education institutions, both in

developing and developed economies. Although

some in the technologically advanced countries

are in the transitional stage of moving towards

multimedia packages and other interactive

technologies, in most print will remain a major

medium of instruction in the years to come.

The topics to be covered in this workshop include:

1. The open/distance learning scenario:

international and Caribbean

2. A paradigm shift from discipline-based

curricula to individually based ones

3. The origin of self-learning materials

4. Processes involved in developing self-learning

materials

5. Quality control/assurance.

The specific objective is that after the workshop

participants will be able to develop draft versions

of self-learning materials in their respective

subjects.

Incorporating Technology in Distance
Educational Materials for Small States
Using the Systems Design Approach

Carmeta Tate-Blake

In our small state environments we tend to ignore

the big picture. I recently read a book written by

one of the all time giants of the hotel industry,

Conrad Hilton, who said his success emerged out

of thinking big at all times.  “Big thinking” or global

thinking of small states as far as distance education

is concerned is achieved by maintaining a

permanent peephole to the global advances in

distance education. It is within this context that

this workshop will be presented as we prepare

faculty for the emerging trends in distance

education and indeed for traditional education, as

we knew it yesterday. The workshop will focus

on the incorporation of technology into all

content material for distance learners. Participants

will be guided through interaction and

demonstrations of how to locate and use existing

technology to enhance print material and expand

the learning modalities available to the distance

learners.  This will be done drawing on the systems

design elements of constructing educational

materials for distance learners.

Workshop Synopses
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Development and Production of Low Cost
Videos

Bruce Paddington

The workshop objective is to introduce

participants to instructional design principles,

basic video production skills and the use of video

in an instructional environment.

Information Resources for Learning and
Teaching in Primary Care: A Prototype for
Distance Education

Ernesta Greenidge and Martha Preddie

The workshop objective is to provide health

science librarians with practical skills for

developing user education courses for delivery

in the distance education mode. Distance

education has become a convenient mode for

continuing and tertiary level education for

practitioners in all professions. The Faculty of

Medical Sciences at the St. Augustine campus of

the University of the West Indies embarked on a

postgraduate Diploma in Primary Care and Family

Medicine in January this year. As part of the

programme, the librarians at the UWI Medical

Sciences Library (St. Augustine) facilitated Phase

2 of the course – Learning and Teaching in Primary

Care, which comprised eight modules conducted

over a three week period. The workshop will

focus on the practical aspects of developing the

course for delivery, and will utilize two of the

modules – Finding Biomedical Information on the

Internet and Evaluating Information Resources –

as a prototype for the development of similar

courses by librarians, for delivery in the distance

education mode. It is anticipated that at the end

of the workshop participants will be able to design

a course, from the statement of objectives to the

evaluation process, including the development of

course content through the use of multifaceted

resources.
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