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Abstract

This study was designed to provide course developers with guidelines that might be used for
developing distance education courses. The specific research purpose was to explore guidelines used
by selected Alberta distance education course developers. To facilitate this, the study was organized
around five areas of exploration, namely, The Potential Learners, Media and Support Services,
Structure and Sequence, Activities and Assessment and Course Development Approaches. Therefore
each of these five categories contributed to an understanding of the guidelines which might be useful
in the development of distance education courses.

The most insightful observation of this study was that the key 2o an effective attractive distance

educaiion courses is the guidelines by which careful planning and decision regarding course

development and course implementation could be made. Several guidelines were suggested by the
respondents, all of which are said to be subject/context-specific. In this matier, respondents views
were summed up by the comment that "there is no siiver bullet that cuts across all courses.”

Therefore guidelines presented in this study should be critically considered for the reality of the

situation at hand.

Generally, the consensus was that there would be considerable advantage for course developers to be

guided by course development guidelines when developing courses. In terms of detail, it has been

suggested that development and implementation of distance education courses might proceed on the
basis of these guidelines:

1. Distance educatior: courses should predominantly be print-based, but should make use of
other technologies, for example, facsimile, computers, teleconferencing etc. And to be
successfully applied to distance education, i) tt ~ t«*.nology should facilitate the learning
process ii) it should be accessible to all lcarners at an affordable price and a time
convenient to them and that iii) users should be motivated and well prepared to use it.
These, coupled with the ease of physical access would create access to learning

opportunities in an effective and attractive way.



2. The need to supplement or support print-based material with other technologies obviate
the need for a multi-media approach to course delivery, and where necessary this should
be done.

3. Developers should have a clear sense of both the course, for example, its objectives, as well
as the characteristics of the targeted learner population, for example, their age, educational
level, entry level skills and educational needs. All these would ensure congruence between
the characteristics of the learners and the design, conteat and purpuses for the course.

4. In developing and choosing course materials, selection criteria should ensure that i)
materials are free from gender, ethnic and racial bias ii) readability of the printed
materials matches the learner’s reading level iii) that the course content and learning
activities/exercises should be designed to guide and teach the learner. Alse it was suggested
that developers should strive for variety of learning activities which require a range of
intellectual responses.

5. Developers should challenge institutions to successfully integrate the library media into
course implementation process. Access to library resources, particularly textbooks was
deemed very important and could be facilitated by the use of technologies, such as fax,
telephones and the mailing services.

6. In addition to the library service, student support services could embrace tutoring,
counseling, telephone contact with the tutors etc.

All these guidelines should be kept in mind when developers make decisions about the development

and implementation of a new course. Substantially, the practical implications of all these guidelines

have been made clear - that is, developing successful and effective courses could be approached from
different angles, fur example, employing a course team or contracting out the development. Therefore
the developers would choose only those guidelines that interest them and are suitable to their

situation.
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CHAPTER ONE
THE PROBLEM AND SETTING

Overview of the Problem

There is a general and critical attitude towards the quality, efficiency,
appropriateness and achievement of conventional education as currently practiced
(Ljosa,1992; Botswana Commissiors on Education, 1993). Criticisms convey io us
that the conventional form of education alone cannot accommodate and satisfy the
growing demand and needs for education.

For the purposes of extending educational access and equalizing educational
opportunities, considerable attention is focused on distance education, particularly
its potential to "widen access to education at a number of levels in a cost-effective
manner, which is often cheaper than the conventional institution-based courses"
(Botswana Commission on Education, 1993:300). As a result of this, the role of
distance education in many countries is promising.

Some time ago, distance education, traditionally known as correspondence
education, was judged to be a lonely, inferior and difficult way of learning,
~ particularly because of its transactional distance, the distance between the learner
and the teacher (Jenkins, 1988; Holmberg, 1986). However, literature indicates that
important advances have been made in this area. In many countries, educational
policy makers no longer deprive this area of its needed resources and deny it the
respect it deserves. Consequently, many people embrace it as an equai partner to
conventional education in the education system of the country. In this respect,
Jenkins (1988) observes that "distance education is widely used as complementary
to the formal education, both for expanding access and improving quality” (p.103).

Evidently, attempts are being made to systematicaily identify the range of
courses and/or programs to be provided through the distance education mode, so as
to accord to this area the respect and status enjoyed by the conventional form of
education. Going hand-in-hand with this is the debate over what constitutes an

adequate definition of the term distance education.
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Generally, there is lack of agreement over terminology and definitions within
this field (Moore, 1991). Since different countries provide varying levels and types
of distance education programs and courses, and further, these programs and
courses vary among and within the institutions, many definitions become valid for
specific context or practices. They therefore become difficult to generalize to the
entire field hence many distance educators do not "speak with a common vocabulary"
(Carl, 1989; Moore, 1991).

In general terms, distance education is acknowledged as a practice or "a
method of education” (Rumble, 1989:28). This conceptualization of distance
education guides many distance educaters when devising definitions to suit their
specific practices, for example, the 1993 Report on Western Canadian Distance
Education defines distance education as follows:

1. it is a structured learning in which the instructor and students are separated
by time and/or space;

2. It involves two--way communication through print materials and/or one or
more technical media; and

3. It includes delivery between and among different campuses of an institution,
or from one institution to another, but not courses in which the student and
instructor are both on the same campus, since the latter would include all

forms of individualized instruction" (p.1).

The definition is indicative of the types of distance education program or
cc irses offered by different institutions. It does reflect also the media used and
hence the "quality" of courses offered. Compare the Western Canadian Distance
Education definition with the definition of distance education stated by the 1993
Botswana Commission on Education which defined it as "a mode of learning in
which the teacher and learner are usually physically separated and which is based
on materials produced by the centrai organizaticn” (p. 300). Obviously, from these
definitions, one can detect that the scope and type or practices of distance education

provided in Canada and in Botswana differ.
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However, the two definitions agree that distance education learners are to a
great extent independent of the help and guidance of the teachers. As a result,
many writers suggest that courses developed for distance education must be learner-
centered.

Undoubtedly, distance education learner’s success in courses is conditioned
by the design of the course, particularly its content or course materials.
Consequently, the sequencing of the course and conditions present in each course
should take into consideration this factor. One way towards this would be through
deliberate application of course development guidelines.

From the literature, there is convincing evidence that guidelines for
developing distance educaticn courses are a powerful instrument to distance
education programs’ or courses’ success. In support of this, Baath (1982) contends
that "one way of developing distance education for the future would appear to be
through deliberate application of relevant educational theories or models" (p.37).
The use of conceptual guidelines in developing distance education courses therefore
represents one successful means of ensuring quality and widening the scope and
acceptance of distance in our education systems.

A study by Dr. D. Mutava (1989) "Certificate in Adult Education," (CAE,
University of Botswana) carries a lot of support for this. In this study, Dr. Mutava
has revealed that distance education courses offered to CAE learners are not
appropriate for the learners. One potential reason is that appropriate design
principles were rot followed when these courses were developed. These courses were
prepared in a hurry and therefore were not subjected to critical scrutiny in order to
make them appropriate or suitable for their clientele.

It would, for example, be a logical step for course developers responsible for
these courses to consider using distance education conceptual course development
guidelines when revising and/or developing new courses. It is also important that
distance education courses be attractive and effective especially in Botswana, where
distonce education is still used as a vehicle for repairing some shortcomings of the

conventional education. It is therefore necessary that course developers should apply



course development guidelines when developing new courses to ensure quality.
Further, findings of McLaren, Teare and Schieman, (1992) lend support to
the assertion that distance education developers need guidelines to develop distance
education courses that are more suited for the learners, because without careful
guidelines the relative merits of distance education courses may be lost or incorrectly
estimated. They assert that "courses developed without due concern for the learner
are often inadequate and possibly disastrous [that is] when sound design principles
are not followed" (p. 61). The underlying assumption is that course development
efficiency does not come automatically. It could only be achieved and maintained
through careful planning and deliberate application of well tried and tested course
development guidelines. An exploration or survey of guidelines that are currently
used when d:veloping distance education courses will provide insights into the

developmesit of quality and effective courses.

Purpose of ib« Study

Many countries are making use of distance education to extend educational
access and to try to equalize opportunities for education. The move in this direction
necessitates the demand and conditions for quality and effective courses in distance
education. The practice has been that big institutions provided courses for smaller
institutions’ usage, or their course development procedures served as models for the
smaller institutions (Kelly, 1993). However, this has been, and is still, challenged
and scrutinized as new demands and challenges face these institutions. A
considerable observation is made by Kelly who contends that course development
systems that work well for big institutions "do not necessarily transfer well to smaller
scale Institutions’ application (p.52). Small institutions now endeavor to develop
their own courses.

The acceptance of the importance of course development guidelines has raised
a genuine curiosity to explore guidelines that are currently used by some institutions,
and possibly, how in praxis they achieve theoretical compatibility. The survey

produces insights into the kind of courses likely to attract the clientele and therefore
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be contributory to widening the scope, quality and success of distance education
courses/programs.

Furthermore, the findings of the study undertaken by Dr. Mutava (1989)
together with the researcher’s interest in course development issues prompted the
researcher to design a study that would survey both the available literature on course
development issues and the experiences of distance education course developers.

The purpose of the study was therefore to systematically explore guidelines
that are used to develop distance education courses and ways in which they are
operationalized. Subsumed in these major purposes were factors like resources and
infrastructure necessary for the facilitation of the development and delivery of
effective distance education courses.

It is hoped that results of this investigation can be later used as a backdrop

againsi which course development in Botswana can be compared.

Research Questions

The research was designed to answer the following question:

What course development guidelines are used by selected Alberta distance
education course developers and how are these guided by theoretical formulations?
The study’s sub-questions were:

D What specific guidelines are especially influential in contributing to the
development of successful distance education courses?

In) What are some of the critical issues that affect the delivery of distance
education courses in Alberta?

III) What support services do course developers utilize in order to readily foster
the development and delivery of distance education courses or programs?

IV)  To what extent do theory and theoretical models in distance education play

a role in distance education course development in the Province of Alberta?

Significance of the Study

To plan, develop and deliver distance education courses, institutions may be
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guided by meaningful and existing course development guidelines which have been
proved successful by those who have utilized them. And, since the researcher has
been unable to lecate any qualitative study addressing guidelines for developing
distance education courses, this study sought to make significant contribution to the
apparent limited studies in this area. Therefore, this study gained ts significance
from this contention, that a review of researched literature revealed that no such
study has so far been undertaken, and from thz correspending need for guidelines
for developing distance education courses. For Botswana, particularly the CAE
program, a study of this nature is likely to contribute to their move towards
appropriate or relevant and quality courses (Mutava, 1989).

However, care must be taken when applying these guidelines. 1 - order to have
a clear perspective of the usefulness of guidelines explored by this study, course
developers who intend to use them for their specific situations must certainly analyze
them and critically judge their applicability and usefulness to their specific

situations.

Assumptions
This study which explored guidelines used to develop disiance education

courses was governed by the follewing assumptions;

L That the participants were honest and willing to express their opinions
perceptions and experiences freely;

° That the questionnaire and the semi-structured interviews were well defined,
designed and appropriate techniques for this study, hence they uncovered
honest reflections of course developers practices and perceptions towards
some course development guidelines;

. That the questionnaire and the interview complemenrt each other and they

have demonstrated compatibility with the study’s defined topic and purposes.



Limitations

This study was subject to several features which have some limiting effects on

the generalization of its findings. Of the possible limitations of this study, the

researcher considcred the ones listed below to be very influential.

Because the technological conceptualization of distance education and its
organizational forms in Alberta, a more industrialized place, are at variance
with the conceptualization of distance cducation in Botswana, a less
industrialized country, results of this study may not be readily applicable to
Botswana.
The influence of the institutional support services in practical course
development in Alberta, without a match in Botswa:nia may render guidelines
explored in this study tenuously transferable to Botswana applications.

The tendency for respondents to give inaccurate and/or incomplete responses
were unavoidable. However, to try to reduce this, respondents were assured

that the confidentiality of their responses would be strictly adhered to.

Delimitation

This study was subject to several delimiting factors, all of which were

necessary in order to reduce the scope of the study to a manageable size and also to

permit a focused and rigorous exploration of the research topic. Factors which were

delimiting were;

Although there are many institutions in the Province of Alberta which offer
distance education courses, not all of them develop their own courses.
Therefore, only those institutions and individuals directly involved In the
development of distance education courses were respondents in this study.
While the study has potential for covering wider area and participants, it was

limited to a voluntary sample of distance education course developers
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in some institutions in the Province of Alberta. Therefore, the findings may
not be generalizable to other applications.

Although course development issues cover a wide/broad perspective, for
example, planning characteristics and presentational/delivery characteristics,

this study was delimited to only the design and development characteristics.

Definition of Terms

Definitions of terms are provided here in order to help the readers

conceptualize words as operationalized in this study. This will provide a common

basis for understanding the discussion of this work. These definitions have been

guided by the researched literature.

By no means does the researcher intend to provide rigorous definitions that

cover wide uses and variations of these terms. The following terms are frequently

used in this study and for the purpose of this study,

1.

Distance education is defined with the following characteristics:

it refers to formal and/or non-formal instructional situations characterized
by varied degree of access to the teacher, tutor and peers (Zigerell, 1988)
and,

it involves two-way communication through print-materials and/or one or
more technical media (Report on Western Canadian distance learning in
post-secondary education, Nov., 1993).

Course development guidelines or course development models refer to
systematic guides that give course developers a sound interactive design
framework in the process of planning and developing the courses (Johnsen,
1993).

Course development refers to both course design and course writing.

A course refers to a sequence of structured learning which may occupy the
student part-time or full time. It may be part of the program of studies

aiming towards a formal qualification. And, it is treated as an entity for



administrative purposes (Miiler, 1987).
5. Course developers refers to experts in the relevant suiject matter, together
with media specialists, editors, course coordinators etc., who work as a team

to plan and write or develop a course.

Organization of Thesis

This thesis is organized into fit ¢ chapters. In chapter one, the background
and setting of the study is described as well as the problem, itz significance and
factors delimiting and limiting the scope of the study.

Chapter two provides a review of literature. In addition to the main research
focus, "Guideline for Developing Distance Education Courses," the background and
situational context of distance education in today’s societies is briefly reviewed.
Emphasis is placed on Botswana situation to which the findings of this study is
hoped to assist in the future development of distance education courses.

Chapter three outlines the design of the study as well as the qualitative
research method employed in this study.

Chapter four presents the data, its analysis and findings emerging from the

data analysis.

Finally, chapter five presents the summary, conclusions and recommendations
of this study.
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CHAPTER TWO

REVIEW OF LITERATURE
DISTANCE EDUCATION IN TODAY’S SOCIETIES

A Brief Overview

Introduction

Today’s modern societies are characterized above all by change and
complexity. It is therefore of utmost importance that every individua! should be
prepared educationally to meet all the challenging needs and aspirations of our
changing societies. Issues of equality of education or wider access to education are
therefore fundamental.

The wide-spread realization is that the conventional/traditional education
system alone cannot provide educational access to every individual, regardless of the
educational expansion and development that have taken place so far. Many societies
have therefore become occupied with other types or forms of delivering education,
for example, distance education.

The use of distance education mode to meet the pressing educational needs
is not a new phenomenon in the Industrialized countries and in some Third World
countries. The status and quality of this mode of delivery differ from one country
to another, for example, in som: countries, distance education. and conventional
education are recognized as ecual partners in the educational system and therefore
efforts are made to provide ::jual or enough resources for each of them. However,
in other societies, distance education is viewed as an inferior mode of delivery or
simply as a vehicle for re;sairing some shortcoming of some regular education system
(Holmberg, 1987:. :: a result of this, resources to ensure quality programs in
distance educstion we inadequate.

Still, in sher socleties, the governments are committed to expanding the

provision of disiznce education, but they are faced with considerable difficulties in
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funding such an expansion (Prebble, 1990). However, regardiess of such drawbacks
regarding the use of distance education to open access to education, many socleties
seem to be committed to providing opportunities for learning in a way that each

individual, wiiling and capable of participating should not be denied the opportunity

to do so.

Challenges of Listance Education in Today’s Socicties

The nature of learning as envisioned by some writers, for example, Harry
(1992) in meeting today’s societies’ needs may be briefly summari~ed "as a life long
learning and a multi-faceted process" which should focus on learners’ specific needs.
The assumption here is that individuals "need to continuously learn different
information in order to respond quickly to a rapidly changing environment" (p. 16Z).
The learning should therefore be structured to meet these ever changing learners’
needs. The conventional education alone can not be expecied to fulfill this important
role. Other forms of delivery, for example, distance education :re considered
essential for this task.

Another assumption is that many more learneis are developing autonomous
study habits (Ljosa 1992). Such learners require more flexible and alternative
crganization of study programs. Distance education is at the center of such
programs because of its fiexibility. More programs of this nature will accord to
distance education some recognition and familiarity necessz-y “ur it to assume a
central function within the educational system. More im)p.. '=ni, for the working
people with autonomous study interests, distance education has the potentia! to
combine their work with some vocational and/or professional training. When this
happens, work and education may no longer be viewed as separate phenomena, work
and educational institution are integrated (Ljosa, 1992). Since many students are
seen to develop more autonomous study habits, many people start to embrace
distance education as a suitable mode »f delivery. And for many socleties, distance
education is organized in such a way that it is made an intergral part of the

education systems and set up.
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Role of Distance Education in Today's Seocieties

Review of literature suggesis several reles that distance education shouid

fulfiil in today’s modern societies (Harry, 1992; Wagner, 1993; Ljosa, 1992). Among

the roles are:

Accessibility for the Educationally Inexperienced. The assumption is that
more and more people, youth and adults desire to be educated. This group,
especially the working grs::p, requires opportunities to study at convenient
tinies. Distance education holds promise for them.

Updating and Retraining. Ljosa (1992:25) contends that the need for
retraining and updating "concern [all] people regardiess of previous
education, age, job and social situation." People nced education and training
that will help them to cope with increasing needs of mastering completely new
situations and changes that are taking place in societies. Moreover, changes
in the educational system create a gap in education beiween the scheol-going
pecple and those in the labor force. As a resuit, those people who have
stayed in the labor force for years need to be updated and retrained.
Training and work need therefore to be balanced through distance education
(Wagner, 1993). The belief is that distance education has the potential to
combine training as far as possible with uninterrupted work. This too brings
a closer link between education and work.

Multi-Competence and Career. The belief here is that in today’s societies
"people tend to develop competence in more than one field and also change
their occupation several times during their life span" (Ljosa, 1992:29). This,
they do to meet the challenges of their changing societies and their own
aspirations. Normally, this affects the working class who likes to combine
work an™ 2ducation. And, since distance education adds flexibility to the
educat 4 it is seen as am optimal way of developing these new

compete. ~eer needed in the working force.



Distance Education in Botswana
Introductien

The government of Botswana is committed to expanding the provision of
educational opportunities at all levels of the system. The quanti .tive growth,
narticularly the large expansion of enroliments in both primary schools and junior
secondary schools has been intensified by the abolition of tuition fees in 1980
(erimary) and 1983 (secondary). The situation has been, and is stiil that there is
an enormous unsatisfied demand for senior secondary and tertiary education among
secondary school gr- iuates. Those people who are pushed out of the conventional
educution af ali ievels of the education system face considerable difficulties trying to
find either jobs or some avenues to pursue their educatienal aspirations. Given
these eonditions and challenges, it is appropriate that the government of Botswana
should look for ycs.ibilitics of making education accessible '~ people who cannot be
accomm:dated by - e c :ventional education and/or those 2 need an alternative
to the conve & - .. of education.

The discussion on an alternative to conventional schooling dates back to the
first Botswana Commission on Education. The 1977 Comnission on Education
demonstrated some awareness for the need for out-of-school education like the
provision of distance education. However, to-date, there has been very little or no
significant achievements to boast about or worth mentioning as far as distance
education is concerned. Development of this sub-section has been next to impossible,
since the 1977 Commission’s recommendations were deferred "to a proposed white
paper on non-formal education ([which] was never produced" (Botswana’s
Commission on Education Report, 1993:15). This sub-section therefore has
seriously lacked direction and strategic planning. Consequently, failure to have a
comprehensive policy has left this section woefully under-resourced.

There continues to be a lack of a comprehensive concept and development of
this sub-section. Particularly, the weakness of this area has been the lack of
dedicated infrastructure to provide administration, tutoring and support services for

the distance learners (Commission cn Education Report, 1993).
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Botswana Government Paper No. 2 of 1994 rightly posits that in Botswana,
out-of-school’ education "lacks the status and recognition it usually enjoys in
developed and some developing countries” (p.10), owing to the fact that it was left
out of the Government Paper No. 1 of 1977. As a result, very few institutions
provide distance education. So far, institutions which are known and recognized by
many people as providers of distance education are the Department of Non-Formal
Education (DNFE) in the Ministry of Education and the Center for Continuing
Education of the University of Botswana (CCE).

DNFE enrolls students at Junior Certificate (JC) level and Ca:inbridge
Overseas School Certificate (COSC) level. Another provider of courses by distance
education mode is the Center for Continuing Education (CCE) of the University of
Botswana. CCE offers credit courses leading to *Certificate in Adult Education’.

Analysis of Education in Botswana reveals that providers of distance
education operate parallel to each other (Botswana Government Paper No. 2 of

1994). Generally, there is lack of information sharing.

Principal Mode of Delivery in Botswana

Print-based material is the most common form of course delivery in
Botswana. While students normally work alone at their respective homes, there are
some organized face-to-face interaction between tutor and learners. Communication
between tutor and learners is at times difficult because the postal agencies are not
reliable, and in some places the telephone services are not accessible to learners or
they are very expensive to use. In other places telephones are not available. It
seems that for a number of years, the print will remain the number one medium for

delivering distance education in Botswana.

The Proposed Distance Education College of Botswana
The Botswana Government is currently exploring possibilities of establishing
a nation-wide distance education college. The urgent and widely recognized need for

such an institution comes as a result of the recommendations of the report of the
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study sponsored by the Commission on Education, entitled ’Report on a Feasibility
Study on the Establishment of a Distance Education College for Botswana’
(Commission on Education Report, 1993). This initiative was prompted among
other things by the realization that distance education remains underdevelcped, and
particularly by the realization that the quantitative development of education has led
te "the bottle-neck of restricted senior Secondary education and the limited provision
of vocational education and technical training" (Ibid: 17). There is therefore an
enormous demand for education at these levels. Distance education is therefore
needed to satisfy this demand.

Efforts are being made to create conditions in which satisfactery distance
education can be carried out, for example, recently, a national conference on
*Distance Education in Botswana - Strengthening Partnership’ was held to address
and establish the status and quality of distance education in the country. Althoﬁgh
this conference recognized distance education as the best mode to address some of
the country’s education and training problems, particularly that it is "an
economically viable and academically sound alternative channel of providing
education at all levels" (Singh, 1979:8), there was some skepticism about its quality
and status in Botswana.

The consensus is that current institutional arrangements and resource
allocations for distance education are inadequate. Efforts are therefore being made
to create conditions both financially and administratively in which satisfactory
distance education will be carried out. However, the conference sparked renewed
interest in the role that distance education can play to increase access to educatioen.

The discussion and findings of this conference seem to bz, in many ways,
consistent with and supportive of the 1993 Commission on Education
recommendations for the establ:sii.nent of a nation-wide distance education coliege.
The college is to have the ability and capability to connect with each and every
‘Motswana’, particularly the disadvantaged and the remotely located potential
learners. In this way the contribution made by distance education will be widely felt
and embraced by many people. Hopefully, the current scope and status of distance
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education will change to the one indicated by Appendix A.

The recommendation of the commission is supported by an analysis of

Botswana’s current educational system, and, some very sound reasons why such a

college is desirable and feasible.

The commission establishes four main categories of potential distance

education clientele:

a)

b)

c)

d)

Out of school secondary education, for example,

1) Junior Certificate Seekers - with respect to the junior secondary
education for out of school children, like the existing backlog of
children who have failed to get into the secondary schools, and those
who have dropped out or failed junior secondary school, the college
may offer junior certificate level courses. Another iriportant target
group for JC level courses are adults who need the junior certificate
programs.

Z) Senior Secondary - "O" Level seekers - with respect to out of school
education for this level, the commission recommends that
comprehensive and extensive "O" Level programs be offered to them.
Another target group for this level is the junior certificate hoiders who
cannot get a place in senior secondary school or vocational colleges.

Pre-tertiary vocational, professional and management in-service upgrading
courses - the target group here is "the employed or the self-employed adults
who wish to improve their skills and career prospects by taking pre-tertiary
courses” (p. 298). To address this the commission recommends courses
primarily aimed at the working adults, and with a view to improving their
work skill and career prospects.

Post-literacy and Extension Programs - this addresses those who "wish to use

their skills to satisfy an immediate need not necessarily linked to a

comprehensive curriculum or a qualification" (p. 302), for example, distance

learning packages on such topics as basic bookkeeping.

University Level Courses - "the commission believes that the Center for
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Continuing Education of the University of Botswana should be the iead

agency for the development of distance education programs at the tertiary

level" (p. 299). The commission believes that the number of people seeking

University diploma znd degrees "will grow dramatically in the next twenty-five

years, as education level rises and qualifications require updating to meet

modern requirements” (p.302). Courses therefore should be offered to help
employees to keep abreast with the changing needs of their modern sector.

It must be conceded that the immediate establishment of the distance

education college is promising. Also, it must be borne in mind that to establish a

distance education college of "any size requires planning and substantial resources"

(Chick 1990:22). With the need for proper planning and sound policy that will

allow resources to flow to this sector, the building of the college might be delayed.

As for the type of programs to be offered, 1 think time and experience will prepare

the ground for a more informed debate on the type of provision which could suit the

diverse needs of Botswana’s wider population.

Providers of Distance Education in Botswana
Department of Non-Formal Education (DNFE)

DNFE was officially launched in 1981, as a single government department
with a mandate te provide distance education to those who have been pushed out of
the conventional education system, particularly the Junior Certificate and the
Cambridge Certificate School leavers (Commission on Education, 1993). So far,
DNFE is the largest provider of distance education offering courses leading to junior
certificate and to "O" Level. In 1991, the department had registered about "2,135
students at J.C. level and 942 at the Cambridge Overseas School Certificate level"
(Ibid. p.15). It offers a wide range of courses.

The principal mode of delivery of all courses is correspondence, I.e., home
study print packages and some radio lessons. Diversification, particularly in terms
of offering both credit and non-credit courses seems to be a distant goal. However,

when this department was launched, it was thought that at one stage it would offer
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non credit professional courses (Gaborone et al 1987).
Many factors work against the effectiveness and coverage of DNFE distance

education program. The 1993 Commission on Education report identifies four

problems:

. severe lack of resources, space, equipment and management information
system;

. severely understaffed and also lack of specially trained staff and poor career

development possibilities;
o lack of institutional and professional status accorded to the unit; and
. the delivery system and material have not been changed to meet the new
clientele, since its clientele has changed from the working adult to out of
school young people.
All these problems boil down to one major problem, that of failure to
recognize distance education and conventional education as equal partners in the

education system.

Center for Continuing Education(CCE)

The University of Botswana through its Center for Continuing Education
offers & two year program leading to ’Certificate in Adult Education’ through
distance education mode of delivery. The program was launched in 1983, having
been initiated by the Department of Non-formal Education which needed a
professional training program for its employees, the literacy assistants (Mutava,
1989). However, in anticipation of future demand from other agencies and
organizations, the program was not designed exclusively for the literacy assistants,
"but with a view to provide general knowledge, skills and training to extension
workers, and other front line adult educators" (Ibid.:1).

As could be expected, the programs started with twenty-three students, all
literacy assistants. So far, four groups have graduated from this program and the
fifth cohort of forty two students have just completed their first year, having started
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in August 1993. This group, like the second and its preceding group does not
comprise only literacy assistants, "students are from various departments and/or
organizations such as Prisons, DNFE, University of Botswana, Botswana Defense

Force, Brigades" (University of Botswana Annual Report, 1993:8).

Mode of Delivery for CCE

Currently, two dominant modes are used, print and face to face instruction.
Problems in the mailing system and the lack ol organized study centers in various
regions of the country necessitate that printed material be distributed mainly from
the center, the University of Botswana. Course materials and assignments are
prepared by the CCE and students are expected to collect them during their four
week residential period.

The residential periods are organized at the commencement of every academic
year. They serve as an orientation session of the Certificate in Adult Education
program (CAE) students to the University of Botswana and the CAE program. It
is only during this period that many students have access to the University
resources, particularly the library. This is the time when the students actually feel
and perceive themselves as part of the University and they are expected to utilize
their time fully.

The face-to-face component also includes up to six study week-ends a year at
designated study centers outside the University of Botswana. These study week-ends
are normally organized every two months. From experience, one may say that these
centers serve as effective support for students’ learning problems. By typically being
situated away from routine family, work, and social environment and being placed
at the centers, there is some heightened intensity to learning as learners have more
time and energy to devote to learning and moreso that learning Is their only focus.

It is during these study weekends that assignments are collected and marked one:
are returned. All courses are credit courses and have a fixed entry point with time
limits set for completion. The time limits, especially time for the final examination

resemble on campus courses.
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Management and Administration of CAE Program

Until recently, both the management and administration of CAE program
have been a collaborative venture of the Department of Adult Education (DAE) and
Center for Continuing Education (CCE). The CCE has been performing a key
coordinating role and tutoring has been mostly done by DAE, a department which
was barely coping with its existing responsibilities. Note that the DAE staff are also
full time instructors for on campus adult education courses. Their responsibility for
on campus courses leaves them with very little time for both administration and
tutoring of distance education courses, for example, in 1992/1993 academic year, the
administration of CAE program was left to one instructor who has had very little
time for this because of the duties he had to perform to DAE.

A frank review of DAE stafT involvement in CAE program is provided by Dr.
Mutava’s (1989) report "Evaluation of CAE Program" which reported that DAE stafT
are overtaxed, especially that in addition to tutering, marking assignments, setting
and conducting final examinations, DAE stafl are expected to travel to different
centers. Travelling is normally by road, sometimes using gravel, and this may be
very tiring for them to come back on Sunday, and be expected to be ready and
perform well the next day.

One other demotivating issue is that although these instructors are severely
over taxed, "there is no compensation for working over the weekends and during
vacation" (Ibid. p.10). It may be necessary to provide some incentives to these
instuctors, for example, monetary ones, in order to motivate them to fulfill their
obligation to CAE students. Hopefully, with the coming of CCE as an autonomous
wing, trained personnel in such areas as management and administration of distance
education will be provided for CAE program.

It was in the 1992/93 academic year that CCE became an autonomous wing
devoted primarily to the field of extension and distance education. It is through
CCE that the University of Botswana hopes to meet the diverse needs of Batswana
which otherwise could not be served by the provision offered by the current programs
offered by different facuities (University of Botswana Annual Report 1993:5).
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While the CCE is not entering the field of distance education for the first

time, its capacity for management, administration, production and distribution of
course materials to distance education learners Is questionable. The center Is still
severely crippled in terms of trained personnel. So far, out of the total number of
posts in its establishment, "only three members of the staff are in posi" (Ibid.:4).

If they have been successful in their advertisement for their Founding Director, the
Head of Distance Education Unit and the Course Advisor, these vacancies will all be
filled up by the 1994/95 academic year. In addition to these already advertised
vacancies, the CCE intends to advertise three posts for the course editor, radi
producer and clerical officer (University of Botswana Annual Report, 1993).
Problems of specialization constitutes barriers for CCE to get readily available

personnel especially from within the country.

Notable/Considerable problems with CAE Program

Given the pressure and strains under which both the CAE and CCE staiT have
been working, it is likely that the CAE program and students have suffered a lot.
From the study undertaken by Dr. Mutava (1989), there is some evidence that the
CAE program is significantly weakened by the shortage of staff, for example, the
CCE has not been able to provide the support service much needed and appreciated
by distance learners. Problems of time and distance are seen to constitute these
barriers, particularly that technology is still at its infant stage. Except for the study
weekends, many students are unable to get in touch with their tutors.

Furthermore, problems of time and shortage of staff are possible contributory
factors to the insufficient documentation and evaluation of this program and also to
failure to evaluate and/or revise course materials. Dr. Mutava’s study has revealed
that since 1983, the year the program was launched on an experimental basls, it has
never been evaluated. However, it is clear to both the CAE and DAE staff that no
research was done prior to its launching to determine students’ needs. Worse still,
"the materials were designed and prepared under pressure and in great hurry [and]

were never subjected to any rigorous pretesting” (Ibid.:6). The pressure came from
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the DNFE which needed a professional training program for their literacy assistants.
Dr. Mutava’s study suggests that much of the benefits of this program will be lost
if its progress is not documented and evaluated to allow, for example, for some
provisions/modificatiens or restructuring of the courses. Hopefully, one of the top
priority for CCE will be the evaluation of the courses and possible revision of the

course materials which have been running since 1983.

DEVELOPMENT OF DISTANCE EDUCATION COURSES
Introduction

Many writers (Kelly, 1990; Baath, 1982; McLaren, Teare, and Schieman,
1993) advocating the use of relevant models or course development guidelines for
developing distance courses raise strong arguments for their potential to minimize
inappropriateness of courses for the learners. The review of literature itself reveals
that important advances have been made in the development of distance education
courses that are suitable for the learner, especially in the undergraduate levels.
Attempts may have evolved as a consequence of the increasing number of colleges
and institutions cffering courses or programs by distance mode.

This growing importance and popularity of distance education also
necessitates that colleges and institutions offering distance education courses should
aim for quality in courses that they develop. Without careful guidelines, the quality
and relative merits of distance education courses may be lost. Distance education
course development therefore represents a significant undertaking for institutions
dealing with distance education.

Kelly (1990) advises that existing course development systems that work well
for big institutions "do not necessarily transfer well to smaller scale institutions
applications" (p. 52). One implication of this is that, in adopting guidelines that are
used in these big institutions, a lot of critical analysis and considerations should be
done before they are used.

Further, literature reveals that most courses that are decided upon and

developed by individual institutions are often carried out in an "impressionistic
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fashion" with the interus [ui of the t° . aad the learner. Holmberg (1993) argues
that courses develeped in this meauncr ¢~.id io be teacher-centered. In most cases
these courses are aimed at leading i&: .r "sti:dents straight to specific goals . . .,
[and] regavd each study unit as :n 3=i¢ze:]l part zad thus as a compulsory course
component which is only ravely reg;: »:d as i laceable” (Ibid., 52). Writers like
Holmberg consider such courses ne- poed i Metance education learners.

Writers ltke McLaren, Teare and Schizrman (1992), Holmberg (1982),
Kaufman (1984) and Kelly (1990) recommend tis* course development exercises
must be learner centered, especially taking intc con-‘deration that in practice,
courses developud without due concern for the learners can be inadequate and
disastrous. Lesar: er ceniredness of the exercise Hiere implies among other things
that ceurse developers should take into consideration the learners’ skills, educational
background and reading ability when developing courses. I support of this Egan
and McCleary (1989) point out that in developing courses, course dcvelopers have
to be aware that to some degree distance learners are at a disadvantage because of
their limited face-to-face interaction with the tutor. It is therefore important that
the structuring of the course should be focused at the learner. All these writers
provide valuable philosophies or benchmarks for the development of distance
education courses.

Rowland (1993) looks at any design as a means to cross the gap between
where we are and where we want to be. This is also true of course development.
The development of a new course will therefore involve assessing and closing the gap.
The importance of course development guidelines in this matter Is emphasized.
Baath (1982) contends that "there is nothing as practical as a good model" (p. 37).
He therefore recommends that one way institutions could develop distance for the

future is through deliberate application of relevant educational models.

Team Approach to Course Development
Recognizing the importance of course development, writers like Rowntree
(1981), Miller (1987) and Holmberg and Bakshi (1989) advocate for team approach
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to course development. Rowntree maintains that the team approach is mainly
adopted in post-secondary education where in some cases the course is taught by a
group of pecple who share and meet regularly once the course is running. Miller’s
(19287) observation is that the design of courses in some universities is left entirely
to the individucl person who will be teaching that course. The point he brings out
Is that teachers may be qualified in their particular subjects but this does not mean
that they necessarily have special expertise to develop courses. Many of them have
little, if any background in course development. There may be, therefore, problems
in asking teachers to develop courses they will be teaching. He too advocates for a
team approach.

The view that underlies course development is that development is carried out
in an interactive cycle. Development itself is a creative, disciplined and decision-
making task. Some writers, for example, Miller (1987), Rowntree (1981), and
McLaren, Teare, and Schiemann, (1993) suggest that in order to develop effective
courses, the task should involve many peoplie, for example, teachers, subject matter
experts, learners and so cn. The specialized expertise contributed by each member
of the team is crucial in producing ex-ellent courses.

In total support of the team approach to course development, Rowntree (1981)
states that in the "open universities, all courses are developed by a team" (p. 12).
Teams are favored because of their capability to produce courses of better quality
than each member of the team would, when working alone.

The success of the team approach is further attributed to the stimulus of the
discussion and the need to satisfy each member. Rowniree emphatically states that
"several heads if not always better than one, can at least be relied upon to be more
diverse" (p.13). Of more importance is that the team should operate within some
clearly defined guidelines so as to maintain a logic, rational and systematic process.

In the study that Holmberg and Bakshi (1989) did, there Is indication that
variety in the backgrounds and viewpoints of course team members can lead to lack
of coherent approach. Furthermore, there is evidence in the literature that a great

deal of time and energy can be lost in developing courses if the dynamics of the
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group are not supportive and trust-inspiring. In this regard Rowntree (1981) states
that,

team work can reduce itself to the lowest common
denominator of each member trying to maximize his
influence on how other members tackle their sections
while minimizing the influence they can exert on how he
tackles his (p.14).

Holmberg and Bakshi’s study demonstrates some of the team approach
pitfalls, for example, in their study, "authors were frustrated by instructional
desi<ners’ attempt to oversimplify the course content . . ., conversely, instructional
designers accused authors of trying to accomplish too much learning in too little
time" (p. 3) By bringing out these pitfalls, these writers do not in any way suggest
that they are against the team appreach, rather, to help readers understand the
process of team approach to course development. Team approach seems to be
favored, especially where the course being developed is multi-disciplinary, as many

new courses are.

Course Design Features

Many writers have revealed some guidelines that course developers can use
to develop distance education courses. One consistent finding (e.g. Posner and
Rudnitsky, 1982) is that at the beginning of course development, developers should
have something tangible to work with. The presence of course development
guidelines may therefore assist in this matter.

Different writers present different areas in which decisions about the
development of the course are to be made, for example, the structure and sequence,
the course content, assessment and feedback, evaluation, and so on. Rowntree’s
observation is that the areas or variables to be considered Is dependent on the

nature and the purpose of the course to be developed.
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Further, Rowntree stresses that course development deliberations should be
cyclical. Developers should be always going back to areas considered earlier, in
order to reassess considerations of another area. As a matter of fact, different
course developers will choose different features to begin thinking about when

developing the course.

Structure and Sequence
The nature of distance education courses, especially print-based, is that the

learner’s success is dependent on the design of the course, especia!!y *ts content and
the course materials used. To some degree therefore, the distancz learner is at a
disadvantage due to limited interaction with the instructor and hence his or her
rellance on the course design. Consequeitly, the sequencing or ihe design of the
course should take into consideration this limitation. One way toward this would
be through deliberate applications of sound models or guidelines for course
development.

McLaren, Teare and Schieman (1993) suggest that the design and sequence
of the course should provide the learner with needed information and resources and
guide the learner through the whole learning process. As it can be anticipated,
structuring of the course is dictated by the nature and the purpose of the course.
In here, we shall consider guidelines for structuring the course that have been
provided by Rowntree (1981). He suggests the following guidelines:

1. Pedagogical Structure: Here we are concerned about the mode of delivery, for
example, printed course materials. Endorsing the value of this principle,
writers like Holmberg and Bakshi (1982), Fink- . . '982), Waldron and Moore
(1991), in distance education, recommend that course developers have to
structure the courses around the individual learner working through the
material from which he/she is expected to learn on his/her own. The course
materials have to be self-teaching since neither the tutor nor other learners
are always around to give the learner help and encouragement. It is therefore

important that distance education material should incorporate questions,
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exercises and activities that will help the learner to check his/her progress.
In addition to this, courses have to include in their structure the regular
submission of assignments which are marked by the tutor and send back to
the learners.

Structure of Events: Here course developers are identifying the structure of

the course by considering the course key events or critical happenings, for

example, breaks, examination, field trips, and so on. The point raised here
is that courses of all kinds have their critical events around which they can
be or must be structured. For example, the duration of the course may be
predetermined by the conventions recognized within the institution offering
that course. Possible starting dates and finishing dates may define the
structure of the course. Very often we find that where learners have to sit
for examination, course developers find themselves structuring the course
around the need to have covered all the major topics before the examination.

Structure of Ideas: Since learners can not learn everything at the same time,

a course may be structured around the sequence of ideas. Bearing in mind

that what is best for one student may not be ideal for another, Rowntree

(1981) suggests that course developers should try te come with a scquence

that will suit a maximum number of the learners. The following sequences

are suggested here:

i) Topic by Topic: The one big advantage of this is that each team
member can take a topic and werk on it, not depending on the other
members of the team because each topic is more or less independent
of the others.

ii) Chronological Sequence: This may be followed whenever an
understanding of one event or stage is dependent on an understanding
of a step or one stage that occurred previously.

iii)  Causal Sequence: It applies where cause-and-effect relationships are
being taught and where the objective Is that learners should establish

and explain such a relationship.
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iv) Structural Logic: Here we are concerned about sequence dictated by the
logical structure of the subject. This is mostly applied where it is clear that
a certain topic cannot be learned without prior understanding of another.

v) Probicm Centered Sequence: The course is structured around the exploration
of an issue or problem.

vi) Spiral Sequence: This is a kind of sequence where learners meet a given
concept again and again, each time at a more complex er demanding level.
All these should be done bearing in mind that the direction of the course

should be matched to the needs of the learners. This is an important move toward

motivating the learners. The sequence of the course is therefore important to the

effectiveness of the course.

Assessment and Feedback

Assessment and feedback of ihe learner should be clearly related to the
purpose and objectives of the course. Further, the assessment strategies used
should enable the learner to demonstrate the knowledge, skills 2nd attitudes they
have acquired or improved upon during the course.

In dealing with the course activities or exercises, Waldron and Moore (1991)
contend that course developers should tal.: into consideration Bloom’s taxonoemy of
educaticnal objectives. The practice is that course developers try to accommodate
different cognitive levels in structuring the questions, for example, exercises that call
for knowledge, comprehension, application, analysis, synthesis and evaluation.
Also, it is important that the course developers should include questions that
challenge the affective domain. Usually the higher order intellectual activities, those
of analysis, synthesis and evaluation are preferred when developing courses for the
adult learners.

Jenkins (1987) suggests that when course developers are developing activities
or exercises, they should consider presenting activities in a manner that the learners
can interact with the text and learn the material better. She further suggests that

course developers should bear in mind the following:
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. That a good distance teaching text should contain numerocus activities aiming
to recreate something like the atmosphere of the classroom or tuterial, with
question and activities designed to represent a dialogue between teacher and
the learner;

e As learners proceed in small steps, they need questions and activities at each
new step to encourage them to learn and check on their progress;

e Learning is complete when learners can apply what they have learned in
variety of circumstances;

° When designing activities or exercises, guidelines and plenty of examples
should be offered, and

e Self-assessment questions are needed and they should be carefully
constructed.

Jenkins (1987) believes that seif-assessment questions reinforce learner’s
learning. As many questions of this nature are included, also, correct responses
to such questions should be given so that learners can check their progress regularly.
Jenkins suggests that more open-ended kind of self-assessment questions encourage
the learner to think more independently, to develop their own responses and ideas
and to relate what they are learning to their personal experience. What is
emphasized is that options should be provided for the distance learner, for example,
we should include activities like dialogue journal and breakaway activities (McLaren,
Teare and Schieman, 1993).

Deciding on the type of assessment strategies may depend on the assessment
system of the institution offering the course. Some institutions emphasize the end-
of-course assessment only, for example, final examination. Other institutions use
both continuous assessment and the end of course assessment. So strategies shall
depend on whether an institution would like to assess work done during the course,
and/or at the end of the course,

Guidelines relevant to assessment and feedback include immediacy, frequency

and variability. Above all, the important issue is that course development exercise
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must be learner-centered and "must adopt an integrated approach in order to
accommodate the complete scholarly need of the learner" (McLaren, Teare and
Schieman, 1993:61).

Course Content

Finkel (1982) observes that most learners learning at a distance have far less
time than full-time learners. It is therefore important that the content of the course
should be meaningful, motivating, interesting and provocative so that learners may
feel that time is being used effectively. The important issue here is for the course
developers to combine information that is academically sound and information that
is relevant to the learner’s real-world.

Finke! claims that learners will get more involved in the course content if they
knuw that they are expected to analyze it and reach their own conclusions, rather
than simply asked to regurgitate the content or apply the author’s view. Many
distance learners rely on the course content, they may have no access to information
beyond the course. It is therefore important that developers should include
sufficient facts and information in the course. Of great importance is that
developers should match the level of difficulty of text to the reading ability of the
learners.

Another important focus to course development is brought by Jenkins (1987)
who suggests that developers need to decide on the order of their content, for
example, Is it simple material before the complex? Is it easy material before the
difficult?, Is it basic material before the advanced? and so forth. The important
point made here is that if the unit has a good structure, the learners will have less
difficulty in learning the content.

Another matter to be taken into consideration in selecting the content is the
choice of textbooks and the availability of other reference materials. Always, the
learners attention has to be drawn to what is impertant in the material so that they

find their way easily through the text.
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Conclusion
From the literature, there is convincing evidence that guidelines for
developing distance education courses will be a powerful instrument to distance
education course success. However, while the relevance and rectitude of existing
guidelines for developing courses are indisputable, their educationally applicability
to every specific distance education situation should be critically examined.

Kelly (1990) advises that "existing systems for course development work well
for the environment in which they operate and do not necessary transfer well to
smaller scale institutional applications" (p.79). Nevertheless, they can "very
effectively serve as benchmarks to guide the planning, development ...and evaluation
of distance education..." (Wagner 1993:27) especially when modified to suit the
situation. In other words, guidelines may be applicable to distance education course
development but can not be applied smoothly and appropriately to all distance
education courses. The results of this study should provide guidelines which may

be critically modified and applied to Botswana distance education course

development activities.
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CHAPTER THREE
METHODOLOGY

Introduction

This chapter presents the description of the sample for this study as well as
the specific instruments and procedures used to collect and analyze the data. Also,
the chapter descrifies steps taken to construct both the interview guide and the
questionnaire. Finally, this chapter briefly outlines how the research was guided, for
example, by addressing the perceived ethical concerns or considerations as well as

the design of the study.

Design of the study

This study, "Guidelines For Developing Distance Education Courses" focused
on the experiences of developing distance education courses from the perspectives
of selected distance education course developers in the Province of Alberta. The
study asked the question," What course development guidelines are used by selected
Alberta distance education course developers, and how are these guided by
theoretical formulations?" Because of the nature of this research question, the intent
of the study and a small sample of distance education course developers in Alberta,
an in-depth systematic reflection of experiences was deemed appropriate.

To gather pertinent data, a questionnaire and a semi-structured interview
guide were used. The questionnaire survey was the primary instrument for data
collection whereas the semi-structured interview provided supplementary and
complementary data, particularly for data validation and triangulation purposes.
These two interactive techniques were sensibly and carefully matched to the research
question and purposes.

The construction of both the interview guide and the questionnaire was guided
by the researched literature on course development issues in distance education.

The steps taken to develop and administer these are discussed in this chapter, under
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the heading "Instruments and Procedures."

Another important factor is the small sample of the study. The purposive
sampling was used because the population of course developers in Alberta was not
large, hence the research findings are not directly generalizable to other populations
of distance education course developers. Sampling !s discussed in detail under the
heading "Sampling Selection" in this chapter.

In order to increase the efficiency of exploring the guidelines that are used
in developing distance education courses, a face to face interview technique was used.
In addition to providing physical contact with course developers, this opportunity
allowed the researcher to ta'k to course developers, examine some course content
and technolegy used. This visit also helped to maximize questionnaires’ return.

Questionnaire and interview data were presented, interpreted and analyzed
with respect to the guidelines of importance. Analysis and interpretation of these
data are presented in tables, figures and descriptive forms in chapter four of this
study and these are briefly discussed under the heading "Data Analysis" in this
chapter.

Theoretical Framework

The cenceptual framework for this study has been developed from the
researched literature particularly from those authors who provide valuable
philosophies or benchmarks for the development of distance education courses,
(Egan and McLeary 1989; Baath 1982; McLaren, Teare and Schieman 1993; Kelly
1990; Rowntree 1981; Posner and Rudnitsky 1982; Holmberg 1982 and Kaufman
1984). For many authors, the use of guidelines for developing distance education
courses may help course developers to develop quality courses that are appropriate
for the learners. Equally important is the study undertaken by Dr. Mutava (1989)
which indicate that without careful guidelines, the quality and relative merits of
distance education courses are lost.

However, writers differ as to different areas which decisions about the

development of the course are to be made. Figure 1 outlines general areas
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(generated by literature) that may be considered when developing distance education

courses.
llL COURSE DEVELOPMENT ISSUES_ . ]
|
PLANNING ISSUES
A Learner-related

Resources
Support Services
Course Material
Media

Design/Structure & Sequence

Presentational/Deiivery

Y

DEVELOPMENT ISSUES

Evaluarion

Figure 1

Instruments and Procedures
Gaining Access

Initially, access was sought by obtaining a mailing list which provided the
names, addresses and postal codes of course coordinators, head of distance
education units and Institutions in the Province of Alberta which offer courses
through distance education mode. A letter was therefore written to these contact
persoﬁs, making'the researcher known to them, oxplaining the study’s purpose,

outlining their needed contribution and the ethical responsibility of the researcher.
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Above all these reasons, the letter was written to solicit approval, support,
cooperation and involvement in this study. Tension arose when after two months
only one institution had responded, positively. The rest did not respond.

Writing letters to the contact persons was only the first step to gain access
which was not quite successful. Due to time constraints, contact persons were
contacted by phone. After talking to each individual and explictly stating the
purpose of the study, the researcher was confident and happy that approval had been
granted and that a suitable participation for the study had been sccured to ensure
a credible study.

To solicit consent from people being researched, another letter (Appendix D)
was written to potential participants explaining "the purpose of the study, who has
supported it, how the data will be analyzed, as well as the role of participants and
the ethical obligations guiding the study" (Wilson 1992:185). Participants were
asked to indicate their willingness to participate in this study by compltiing the
questionnaire.

Selection of sample, particularly interviewees, was in line with Collaizzi’s
(1978) guidelines. Therefore, "experience in the investigated topic and articulateness
[sufficed] as criteria” for selection of the participants (p.58). Interviewees were
therefore course developers who had completed the questionnaires and who were
recommended by the contact person. In many instances, the contact person was the
head of the unit or the coordinator of course development issues. The data are

presented in Chapter Four of this study.

Sample Selection

The sampling strategies for this research were guided by theoretical
principles, for example, ideas from Collaizzi (1978) and Borg, Gall and Gall (1993).
The sample consisted of thirty participants drawn from a population of distance
education course developers In some institutions delivering distance education
courses in the Province of Alberta. A very simple and ethical procedure, a voluntary
one, was used in this study in that participants were invited to participate
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voluntarily. Invitation to participate was by a letter, stating clearly the criteria for
participation and the nature of data the researcher was looking for.

With regard to the criteria used for selecting the participants, it was essential
that the course development staff not only had been involved in the area of course
development at a theoretical level but also that they had been involved in the
practical level of developing distance education course. This practical experience
was of significance to the study since it was experience that enabled them to
articulate or reflect on guidelines that they have utilized. Also, it helped them to
respond appropriately to interview questions.

Participants indicated their willingness to participate in this study by
completing and returning the questionnaires that accompanied the invitation. Most
of the uncompleted ones were returned, with very sound reasons for their returns,
for example, one of the notes that accompanied the returned questionnaire read like
this;

I have distributed seven to appropriate people. 1 am
returning the rest to you. Thank you very much for this

opportunity to share my experience and expertise.

Participants in this study were a volunteer sampie of distance education
course developers from eleven institutions delivering some courses threugh distance
education mode, in the Provin.e of Alberta. The use of a voluntary sample is
Justifiable and subject to the limitation that "the results from the use of volunteer
subjects might not be directly generalized te target population containing seemingly
similar but non volunteer individuals or groups" (Hittleman and Simon 1992:114).
Also, this type of sampling helped to minimize biases in the way participants were
obtained.

No information was collected about participants demographic
characteristics, for example, their age, gender and ethnicity. The researcher was
interested in their experiences, which varied between three years to thirty years.

Participants of this nature therefore made the researcher comfortable that the
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necessary data to answer the research question had been provided.

The sample for the interview was drawn from participants who had completed
the questionnaire. Since the researcher could not interview all the volunteers, an
attempt was made to select those participants who were able to articulate well and
freely their experiences. For this purpose, a purposeful sampling was used. Like
the use of volunteers, purposeful sampling "is used as a strategy when one wants ...
to understand about certain select cases without needing to generalize to all cases"
( Patton 1980:100).

The researcher solicited from the contact persons, mainly those who are in
charge of distance education course development issues, names of people willing to
be interviewed. Then, being guided by Collaizzi’s (1978) ideas, respondents to the
interview were selected. Interviewees were therefore seven experienced distance

education course developers from four institutions.

Instruments

Two instruments, a questionnaire and an interview guide were developed to
gather relevant and pertinent data for this study. These two instruments, in
addition to complementing each other and thereby ensuring freedom from bias, have
strengthened the stability of the result of this study. Furthermore, these interactive
techniques have demonstrated compatibility with the research purposes and the
research question. The steps taken to develop and administer each instrument are
described below,

Questionnaire

A questionnaire was designed to explore guidelines that are used in
developing distance education courses by some selected institutions in the Province
of Alberta. The questionnaire was selected as the main instrument of data collection
because of its efficiency and economy in data collection. Of great importance Is that
it provides "a level of anonymity that no other technique allows [and] this can

encourage individuals to answer questions they might otherwise not answer for fear
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of retribution” (Dixon, 1996:207).

A number of procedures and guides were followed during the construction of
this questionnaire. Particularly, the construction and format of this questionnaire
have been guided by other studies which have utilized the Likert Scale and by the
researched literature ( Nachmais and Nachmias, 1987; Moser and Kalton, 1971;
Richardson, 1989; Mclntosh, 1994; and Pawlack, 1992).

Similarly, for this study, a five-point Likert scale with resporses relating to
the importance of each item was used. The content of the questionnaire was guided
by ideas from researched literature (Overgaard, 1990; Waldron and Moore, 1990;
Kelly, 1990; Schieman, 1990; Jenkins, 1987; Rowntree, 1981; Ljosa, 1992). The
questionnaire consisted of sets of questions carefully worded and arranged into five
categories, namely: Learnmer Characteristics, Resources; Presentational
Characteristics; *Pattern’ of Development and Evaluation Plan. Almost all items in
each category employed the use of the Likert Scale ranging from 5-representing a
high level of importance to 1- representing a very low level of importance. In all, the
respondents were asked to rate seventy items. The questionnaires were assigned

identification numbers according to each participating institution.

Validation of Questionnaires

Prior to the questionnaire’s distribution, the validity of this instrument was
assessed by testing it on eight people who have in one way or the other been involved
in the development of distance education courses. The eight people were invited to
critique the questionnaire, to determine whether or not the questions were consistent
with course development guidelines. They were asked to determine the content and
the length of each item as well of its appropriateness as a measure of guidelines used
in developing distance education course.

The test indicated a need to shorten the questionnaire and rephrase some
questions. The overall content of the questionnaire was reported satisfactory,
probably as the researcher was available for some clarifications and comments.

However, as the researcher went over and over the questionnaire, certain questions
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popped up and other defects showed up, the researcher then made some necessary
adjustments, especially those suggested by the respondents and submitted the
questionnaire to the thesis advisor for final acceptance and submission to the

Department of Education Policy Studies ethics committee for final approval.

Mailing and Return of the Questionnaires

The first mailing of the questionnaires was in October 1994. Accompanying
the questionnaires were two letters. One letter was addressed to the contact persen
who was charged with the distribution of the questionnaire. And in each
questionnaire a letter to the participant was enclosed. Also, a self-addressed and
stamped envelope was enclosed.

The total number of questionnaires the researcher initially distributed to
eleven institutions in the Province of Aiberta, offering some courses through distance
education mode, was sixty-five. Twenty uncompleted questionnaires were sent back
since the researcher had sent more copies than were needed. Therefore the actual
number of gquestionnaires that the researcher could have sent out to potential
respondents was forty-five. Thirty of these questionnaires were completed and
returned to the researcher while fifteen of them were never returned. The return
rate was therefore 66.7%.

The profile of responses below indicates the distribution and reiusrn of the

questionnaires.
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Table 1:Profile of Respondents

QUESTIONNAIRES
) Retumed: Retumed:

Institutions Distributed Uncompleted Completed Unretumed
001 15 8 7 0
002 6 4 2 1]
003 3 0 1 2
004 3 1 1 -1
005 3 1 1 1

- 006 15 2 12 1
007 3 2 1 0
008 3 2 1 0
009 10 0 2 8
010 3 ) 2 1
011 1 0 0 1
TOTAL 65 20 30 15

Follow-up Strategies

Two follow-up strategies were used to maximize the .urr of the
questionnaires. Two weeks after the deadline established for the return of the
questionnaire, the researcher visited some institutions. Although the main purpose
for the visit was to collect interview data, respondents were reminded of the
importance and urgent need of their returned completed questionnaires. The kigh
percentage of completed questionnaires was partlally due to this physical contact.
The contact person in each institution must also be acknowledged as a significant
factor in the high response rate of the questionnaires.

The second strategy was a general reminder letter (Appendix E) which was
written after the interviews were conducted, requesting the respondents to return the
questionnaires, particularly completed ones, though the researcher also needed the
uncompleted ones for her records. This follow-up involved some telephone calls.
After the reminder letter and some few telephone calls, no further attempts were
made to get back the remaining questionnaire~.
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Interviews

While the main instrument for data collection was the questionnaire, the
interview guide was developed to collect data which was used to complement the
questionnaire-based data as well as to provide some degree of triangulation for the
study.

A number of procedures were followed during both the development of the
semi-structured interview guide and the process of interviewing. Of great importance
here were ideas from Dixon (1990) which guided the format of the interview guide,
The content of the interview was closely modeled on the questionnaire to hLelp
establish the validity of the responses. The interview questions therefore addressed
the following aspects; Potential learners, Design or Structure and Sequence of
Courses, Resources needed to facilitate both the development and delivery of
distance education courses, common media utilized in distance education and the
support services needed. The interview guide (Appendix F) sheds light on the kind
of questions asked.

In recognition of their enhancing or complementary role to the main
instrument of data collection, interviews were limited to seven respondents selected
from the questionnaires’ respondents. Dixon has advised that since the purpose of
the interview Is to obtain an in-depth understanding from a small group, the
respondents should be selected on the basis of their ability to contribute to the
understanding of the topic.

Prior to interviewing, the researcher contacted the potentiai respondents by
telephone. Following a confirmation, a date was set for the interview. The interview
was conducted on one-to-one basis at a place mutually agreed upon between the
interviewer and the interviewee, for example, offices and interviewee’s place. All but
one interview were on a f{ace-to-face basis. Because of time constraints, one
interviewee was interviewed by telephone. All interviews were tape-recorded.

At the time of the interview session, the researcher’s consideration was mainly
focused on "reciprocity and sensitivity to the other person’s time constraints"
(Silverman, Spirduso and Locke, 1987). To take care of this, the interview guide
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was shown, discussed with interviewees and became the basis for the interview. In
this way, comments, clarifications, suggestions and modifications of some questions
were attended ‘o before the recording. Responding to interview questions and
recording were therefore easy and fast, especially that respondents were well
informed about the topic since they had previously completed the questionnaires.
Questions were semi-structured and open-ended.

Following each interview session, cueing notes were taken, for example, on the
ease of interaction, non-verbal communication and the subjective impression of the

interview. For example, following one interview, the researcher recorded

To have given up on her could have been a grievous
mistake. The person sure knows her area. Taik about
experience, confidence and good expressions, she has

them all.

This interview took place after two unsuccessful meetings were arranged.
Dixon (1990) encourages note-taking technique and views it as the most useful
recording technique. Data from the interviewees were recorded. All gave the

researcher permission to do so.

Ethical Considerations

In this study, particular attention was given to consent, confidentiality and
anonymity of respondents. These sources (Devereux and Hoddinott, 1994 and Reed
and Sork, 1990) guided these obligations. Further, the study was conducted in
conformity with the ethical guidelines or procedures of the Department of
Educational Policy Studies.

All the potential participants were invited to take part in this study on a
voluntary basis. Although they were not asked for written consent, respondents were
sufficiently informed about the purpose of the study, their role as participants and

that their return of the completed questionnaires indi.ated willingness to participate.
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As for confidentiality and anonymity purposes, respondents were not asked

to disclose their names or names of institutions they are working for. Codes used
to identify data sources were only known to the researcher. The codes were used to
facilitate follow-up procedures in situations where individuals had not res;:onded to
the questionnaires. Although presentation and analysis of the data is in part in
words of the respondents, specification of respondents, like identifying their names

was avoided to ensure confidentiality and anonymity.

Data Analysis

Analysis and reflections on data were carried in a descriptive manner. In
particular, percentage frequency distributions and other descriptive statistics were
used.

Response data from the questionnaire were converted into figures and
percentages, based on the five categories or themes explored by the questionnaire.
To help maintain a high consistency of themes ar:d greater focus, analysis of the
interview data was allowed to emerge through the voice of the participants into
topics which the researcher was able to relate to and correlate with thc five main
categories or emergent themes from the questionnaire. This was a way of cross-
checking data hence rendering the data credible.

Analysis of interview data involved listening to the recorded data over several
times. To facilitate this, recorded tapes were assigned codes, a code for each

institution. Collaizzi (1978) provided some insights into this analysis.
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CHAPTER FOUR
PRESENTATION, ANALYSIS AND FINDINGS OF THE STUDY
Introduction

The major purpose of this study was to explore guidelines utilized by selected
distance education course developers in some institutions in the Province of Alberta.
This chapter therefore presents, describes and analyses the research data which were
collected from thirty distance education course developers. When identifying the
significant points and interpreting them, the researcher was guided by the research
. question. "What course development guidelines are utilized by selected Alberta
distance education course developers and how are these facilitated by theoretical
formulations?"

The nature of the research question has led the researcher to utilize a five-
point rating scale, ranging from 1 - indicating that an item is of no importance to
5 - indicating that an item is of great importance in the development and delivery
of distance education courses. The items that were usefully subjected to the kind
of analysis presented in this chapter are those that the respondents rated high, 4-of
moderate importance and 5-of great importance. The fact that they were rated high
shows a high preference for them, and possibly an indication that without
considering these guidelines, course developers run the risk of developing
unattractive or ineffective courses.

To make data presentation and analysis more meaningful, the result of the
two ratings were blended, and their combined percentages were reported. Therefore,
the data remarked upon in this chapter include those derived from the questionnaire
survey supplemented and complemented by interviews and discussions with the
participating course developers. The richness of the interview data has enabled the
researcher to present some verbatim examples.

Some data included in this chapter, particularly those that were rated low, for
example, 2 and 1, indicating of little importance and of no importance, respectively,

have not been thoroughly commented on but hav: been included for information they
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might provide for further understanding of the data. Reasonably, the researcher
assumes that these items are of little significance to the relative merits of distance
education courses, especially that responses depended among other things heavily
on the understanding and the value of the item. However, in acknowledging a
considerable point that these items have a "telling story" too, Table 2, page 84,

showing all the items and their responses, is presented in this chapter.

Presentation and Interpretation of Data

The data are analyzed according to both procedures outlined above. In
addition, the response data from the questionnaires are converted into percentages
based on the five categories explored by the questionnaire. Figures showing the
percentage response by category are then presented to describe data relevant to the
significant findings.

For ease of interpretation, findings have been presented for each of the five
categories explored by both the questionnaire survey and the interview questions.
Analysis of the interview data emerged into topics which have been related and
correlated with the five emergent themes from the questionnaire. The richness of
the interview data has therefore enabled the researcher to describe and discuss the

figures in detail.

" Potential Learners

In this category, the researcher investigated guidelines that are used by
distance education course developers to ensure appropriateness of the course for the
targeted learmer population. In all, nine items/guidelines were explored in this
category, namely; age of the targeted learners (Item 1.1.1), their educational level
(Item 1.1.2), their entry level skills (Item 1.1.3), their socio-economic background
(Item 1.1.4), their professional background (Item 1.1.5), their educational needs
(Item 1.1.6) their personal interests (Item 1.1.7), the degree to which they are
geographically dispersed (Item 1.1.8), and their access to technelogy (Item 1.1.9).
Figure 2 presents responses relating to the importance of items in this category.
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[3 of moderate imponrtance

Ho g:eat importance

Percentages
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Figure 2: Potential Learners

Data show a range of responses indicating that no one set of guidelines can
be applied to all situations. Nevertheless, the data reveal the greatest degree of
favorable responses to items 1.1.1. (age) and item 1.1.3 {(entry level skills). It
should also be noted that these two items (i.1.1 and 1.1.3) are rated as equally
important (67%).

Note also that, these two items entertain a point of considerable interest that
maturity (age) and skills are the key characteristics contributing to the dedication
and to potential success of distance education Iearners. This has been staied by
many respondents, for example, one respondent asserts that,

"mature students with previous education and other

responsibilities and commitment are more dedicated

and goal oriented in their studies as compared to 18

years fresh students"
Many respondents used the word "mature" as synonymous with "older age."-
Different reasons are given for the need to consider the age/maturity of the potential
learners and their entry level skills when courses are being developed. These two

variables are related to success in distance education.
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Generally, respondents characterized mature students as students who are
extremely motivated to succeed, self-directing or self-guiding, have autonomous
learning capabilities and have some educational and/or career goals. Further,
motivation, particularly intrinsic motivation is considered the key word to success.
With these characteristics, it is not surprising to find that some respondents feel that
enrolling for courses should be fairly flexible in as far as the pre-requisite for a
course is concerned. For example, some respondents feel that if students "have
experience, knowledge that they have gained on the job and have some reasons to
believe that they wili be able to handle the course [then] they should be allowed to
do so on a simple individual basis." However, where students are required tc :ave
some special skills, like those of using a computer, respondents feel that students
should not be allowed to pursue the course until being heiped to have the necessary
skills.

A related issue to students’ success is how well the course meets the students
needs. Respondents feel that, for example, "'no matter how good a program /course
is, if the students don’t see it as meeting their needs, they probably won’t persist or
do well." Basically, the interpretation of data here reveals the fundamental point
that both the nature of the course, particularly characteristics of the course dellvery
system (flexible, self-paced, friendly, easy to understand, having "alternative
learning pathways") and the characteristics of the learners, (for example, self-
motivating, self guiding) are complementary and lead to student’s and/or courses’
success.

The results here is comparable with the work of McLaren, Teare and
Schieman (1993) and Egan and McCleary (1989) who contend that distance learners’
success is dependent on the design of the course, particularly its content and the
course materials used. The point being emphasized here is that the design of the
course should provide the learner with needed information and resources, and gulde
the learner through the whole learning process. Another point emphasized here Is
that course developers have to be aware that to some degree distance learners are
at a disadvantage because of their limited face-to-face interaction with the teacher.



48
M:dia
Media here is used to refer to the various forms of distance ~ourse delivery
strategies and/or various methods of instruction employed in complementary and
supportive roles in the delivery of distance education courses.

In this section, the researcher invesf!gated guidelines which are used by
course developers to establish the appropriateness of the media for thie deiivery of
the course. Figure 3 shows the observed results when resp::dents wer. asked to
indicate the importance of matching media to the objectives of the course .(Item
2.1.1), ensuring that the subject matter l's easily transiated into the media (Item
2.1.2), ensuring that learners have access to-the media (item 2.1.3), ensuring that the
time to access the media is convenient to the learners (Item 2.1.4), ensuring that cost -
of the ;liedla can be afforded by all (Item 2.1.5), that both the instructors and the
learners are comfortable in using the media (Item 2.1.6) and that where necessary

and possible, more than one media should be employed (Item 2.1.7).
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Figure 3: Media
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Figure 3 indicates that large proposition of respondents feel that media is an
essential course component of course development and course delivery issues.
Therefore the respondents advise that in developing courses there is need for course
developers to see to it that there is variety of resources/media to support the course.
Course developers embrace various media for various reasons, for exampie, they
believe that media have the potential to greatly enhance learning, to increase
motivation, make students feel empowered and perhaps cater to a preferred learning
style. The importance of using more than one medium (Item 2.1.1) is rated 79%
(48%-moderate importance+31%-great importance). Resporndents state that choice
of media is determined by many variables. Cost is the main factor. For example,

one respondent states that

If media support includes that already available, e.g.
VCR, TV, PC, Newspapers, etc., and in place in the
home, then we use it. If the students must be supplied
with the lab equipment, ... then cost prohibits its supply.

Access to and flexibility of the media are also considered of key importance,
93% (37%-moderate importance + 57%-great importance) when choosing media to
enhance or support course delivery. Further, the respondents recommend that the
media should be made available te students at a time convenient to them (80%, 33%-
moderate importance + 47%-great importance).

Also, respondents see the need to consider the effectiveness of the media in
relation of their potential to fulfill the objectives of the course (83%, 33%-mscrate
importance + 50%-great importance). Respondents feel that the rightful pazrg.eie
of media should be to augment instruction in order to make learning meaningful and
provide a broad range of options needed in distance. Ti¢ cire of their discussion
is that the substance of the course material is much more important than media
used. The general concern from respondents Is consistent with Ljes:’s (1992)

concern that technology alone is not the answer to successful delivery ¢{ distance
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education courses.

The types of media/technology preferred and currently used by the institutions

surveyed are presented under the section "Technology."

Technology

Figure 4 shows the observed respondents’ response when they were asked to
rate the importance of the following technologies used in the delivery of distance
education courses; print (Item 2.4.1), audio-tape (item 2.4.2) radio (Item 2.4.3),

videotape (Item 2.4.4), teleconferencing (Item 2.4.5), electronic mail (Item 2.4.6) and
computers (Item 2.4.7). B
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Figure 4: Technologies

It is a widespread practice that many courses delivered both by the
conventional and non-conventional education mode utilize print materials. In this
study too, data reveal a strong preference or high importance of printed materials

in the delivery of distance education courses. Overall, a very high percentage, 100%
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(3.7% - moderate importance + 96.3% great importance) is recorded for print.

Print assumes great importance in the delivery of distance education courses
because of its effectiveness. Respondents place emphasis on its durability,
inexpensiveness, retrievable and replaceable. Further respondents assert that print
is subject to fev bre  ““wns. It is reliable, and can deliver information in large
yuantitics. Thit 4! 2 ¢ % print is also enhanced by the respondents’ experiences
that “vley .- -".- fail. .other technologies), print will be there."

Given the im .orvince uf peivt, respondents feel that other visual and auditory
technologies, for example, audic:pes (65%), videotapes (73%), teleconferencing
(65%) and computers (56%) are supplemental and are more important and useful
in some courses than in other.

Furthermore, respondents alse believe that technology holds a good deal of
promise for the future in the delivery of distance education courses. Among other
advantages, some technologies are embraced by the respondents because they give
to distance educailon a communication mechanism that break the barrier of
commurication, for example, it allows for immediate response. Also, technology is
capable of making delivery more user-friendly and can assure equitable access of all
the students. Emphasis here is on the need to prepare both the learners and tutors
to use the new technology because without this knowledge, they are unable to take
fuil advantages of the technology.

The general impression the researcher gets from the data is that print has
been around in Alberta for many years and it remains the number one medium of
delivering distance education courses for many institutions. However, the concern
expressed by some respondents is that "our current love affair with technology
sometimes blinds us to the fact that print can do things better and more cheaply.”
This concern is consistent with the attitudes expressed by Harry (1992), who asserts
that the unavailability of certain types of technology is not a handicap as far as the
delivery of distance education is concerned. Of great importance is that technology

should always be considered in relation to pedagogical concerns.
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In support of Harry’s ideas, Murray (1990) and Wagner (1990) contend that
technology for technology’s sake should not be accepted in the field of distance
education. They strongly advise that technology shouid not supercede interasts in
the instructional application for which the technology is being used. Murray, for
example, believes that for technology to be effectively utilized, educators must
consider its use in relation to educational objectives and the appropriate forms of
instruction.

A significant point is also noted by Wagner (1990) who has observed that
educational techniologies embody an odd dichotomy. While

on one hand the education professions are forging ahead
with the intergration of technologies, ostensibly to bring
about changes in the teaching/learning effeciency . . .
At the same time, technologies themselves are
increasingly positioned . . . as tools with little attention
paid to their catalytic role in bringing about systematic
change (pp. 55-56).

It is for these reasons that many writers advise that there is need for
distance educators to be more careful, accountable and effective when selecting and
using technologies for instructional delivery purposes. After all, they assert,

technology remains a tool not an end.

Support Services

Support services play ar importance role in the developmnt and delivery of
distance education courses. Therefore in this section, the researcher was interested
in the typé of support services that best serve the develepment and delivery of
distance education courses. The support services exploved here are funds (Item
2.2.1), support staff (Item 2.2.2) academic teaching staff (lem 2.2.3), student service
unit (Item 2.2.4), library facilities (Item 2.2.5), learning «enters (Item 2.2.6), test



53
centers (Ittem 2.2.8) and program counseling unit (item 2.2.9). Figure 5 shows the

observed results, when respondents were asked to indicate the importance of these

items.
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Figure 5: Support Services

The result of the data shown in figure 5 confirm a crucial point that.a
distance education course can be developed and delivered when sufficient funding
is available. Substantively, the data reveal high percentages, 93% (38%-moderate
importance + 55%-great importance) of the need for adequate funding for distance
education courses.

Respondents feel that "the two most important support services for distance
education are funding and academic stafl.” The need for academic teaching stalf
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enjoys a high importance of 97% (57% - moderate importance + 40% great
importance). The staff is needed for various reasens, for example, to pian and
manage the courses, to produce and up-date course materials and other tasks that
the institution may deem necessary. In mnny instances, respondents indicate that
academic stafT are very vital as human support.

And, although respondents acknowledge that there are some technologies
which enhance communication between instructor and students, they believe that in
all sorts of communication systems, there is always a certain distance built into
them. What the students need is human support and both the students and
instructors should be given opportunities to initiate contact, for example, if
instructors notice that the students are inactive, they have to find out why, or if the
instructors want to inform students about their progress or to keep the students
motivated and active, they should be able to so.

The point reiterated by respondents is that the students nieed to "feel that they
are working with real persons" who are sensitive to their needs and problems. A
particularly clear illustrative example for the need for human support is an incident
stated by one respondent where the student phoned and when she could not find the
instructor in her office, left the message in an answering machine, "Is there anyone
there? Are there any human beings...? I keep getting buzzing machines and
computers. 1 want a human being." The single most important thing emphasized
in this aspect of communication is rapid access. The majority of respondents are
in favor of telephones and other means of clearing students problems quickly and
overcoming the isolation feeling they may have.

In addition to the support given by the instructors, the importance of program
couitseling Is also emphasized. The results in Figure 5 indicate that a high
importance of 80% (50% - moderate importance + 30% - great importance) is
attached to program counseling. Respondents see the need to have people available
to advice, counsel, socialize, etc., throughout students’ involvement with the

institutions.
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Respondents’ perception of the need for tutoring and counselling
services concurs with Carr’s (1990) and Keough’s (1990) observation. These
writers stress the importance of human support. Carr however warns that
these interactive activities can cost a lot more money thaa students’
independence.

Access to technological services, for example, E-malil, telephone, facsimile Is
also emphasized. In agreement with Kelly’s (1990) observation, respondents feel
that with these technologies there can be faster handling of administrative and
academic queries or problems from the students and even faster submission and
return of student’s assignment.

Figure 5 further shows that there is a slight difference between the
importance of Item 2.2.6 - learning centers (50%) and Item 2.2.7 - group support
services for students who prefer group learning (52%). Few respondents have
placed emphasis on the importance of the learning center 50% (39% - moderate
importance + 11% - great importance). A further number of respondents indicate
that it is important to organize group support services for students who prefe:’ group
learning (52%). The lew preference towards the need for these items is not
surprising, particularly that respondents have placed emphasis on technologies
especially those that enable them to break down the barriers of distance, for
example, video teieconferencing and computers conferencing. For example, some
respondents feel that with the network system they can link any one computer to any
one side, and this will allow for sharing of ideas, experiences and tutorial work.

However, with reference to the library facilities, 75% (59% - moderate
importance + 25% - great importance) indicating the importance of adequate library
facilities is recorded. The respondents feel that students should have easy access
to the library materials.

On the basis of these findings, it is clear that a particular type of
infrastructure is necessary in order to make possible the effective development and
delivery of distance education as well as to offer to students the support they need.

Consistent with the findings of this study, Schieman (1990) recommends some types
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of teaching and service units which when intcgrated into a functioning whole may
form an infrastructure for distance education. These include the academic teaching
staff, education service unit, production unit, students service unit, technical service
unit, mailing/dispatching unit and postal facilities. Learners should be made aware
6r these services. Writers who support the availability of these services, for example,
Simpson (1992) rightiy state that knowing about these services can make learners

feel better to ask for them and utilize them, and perhaps complain when they do not

get them.
Course Materials .

In this section, guidelines which m;x.y be used in establishing the availability
and suitability of course materials are explored. To determine their perceived
importance, the following items were considered, the importance of course materials
in supporting course objectives (Item 2.3.1), the need for course materiﬁl to be free
from gender bias (Item 2.3.2), the need for course materials to be free from racial
bias (Item 2.3.3) the need for course materials to be free from ethnic bias (Item
2.3.4), materials to match students’ reading abilities (Item 23.5), material to be
within students reach (Item 2.3.6) and that learners should afford the cost of the

course materials (Item 2.3.7). Figure 6 shows the observed responses.
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Figure 6: Course Material
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An impression formed by the resuit of the questionnaire data (figure 6) and
confirmed unanimously by the interview data is that course developers or writers
have t9 write to established objectives. Therefore in crder of perceived importance,
item 2.3.1 - Materials io support course objectives drew the greatest degree of
importance, 97% (approximately 7% - moderate importance + 90% - great
importance). However, respondents caution that not all exercises or activities
should aim at leading students straight to specific objectives. Caution should be
taken to allow for flexibility. For example, one respondent maintains that, "not ail
course materials have to focus on objectives in a narrow sense, we want the student...
to read around the subject.” In this way therefore, not all units will be considered
a compulsory component of the course.

The need for flexibility in course development is emphasized because
respondents believe that courses which are too rigid and adhere to pre-planned
structure force students to go along a very narrow path to achieving the
requirements of the course objectives. To them, this is not a friendly and
comfortable way of dealing with distance education learners. Also responents are
concerned about quality control in the development of distance education course.
They therefore suggest that course developers should ensure that there is a basic
match among instructional objectives, the content, the practice of feedback and the
grading methods or student assessment strategies.

With sonie slight difference in the degree of importance, the following items
are also preferred, Items 2.3.4 - materials shouid not contain any evidence of ethnic
bias (86%), Item 2.3.5 - materials should match learners’ reading abilities (88%),
Item 2.3.6 - learners should' access the materials (88%) and Item 2.3.7 - learners
should afford the cost of the material (87%). The general feeling the researcher
gets from the data is that respondents feel that students should be made to pay for
their course materials, even if it means paying a portion of it. According to one
respondent "students are more likely to do their best work and complete a course if
they are paying a significant portion of the cost." They have to be made responsiblie,

and see to it that their money is not wasted. And, bearing in mind some economic
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reasons, cost should be kept down. Material should be availabi¢ at a reasonabie
cost. This point of view is of ~ignificant importance, 87% (53.3% - moderate
importance + 33.3% great importance).

Further, respondents advise that materials for the course should be
considered in terms of their avaiiability and accessibility to students, 8&% (68%-
moderate importance + 20%-great {mportance). For students to - ke greater use
of these materials, materials should be at their reading level in order that students
understand concepts and their practical applications.

While the greater majority of respondents feel that course developers should
ensure that their course materials are free from gender bias (83%), racial bias (83%)
and ethnic bias (86%), there seems to be some mixed feeling or some skepticism
about avoiding it in written course materials. For example, one respondent feels
that "gender is in our language and hence can’t be totally avoidable,"  The
suggestion is to take the above items as "good practice [and] probably more critical
to those who might be discriminated against" The respondents suggest that
materials should not be conceived of by readers as containing some biases.

The findings of this study here concur with Faith’s (1988) observation that
for learners to be actively involved in the learning activities, they must find
themselves accurately represented in the course materials. She recommends
therefore that approaches to course development and delivery should ensure that
androcentric bias does not dominate the course content, design and tutorial style.

Finally, a point raised by many respondents is that course materials should
be self-contained and adequate enough not to assume that all distance education
students have full access to the library. The learners’ success is much more
dependent on the course materials hence the materials have to be self-teaching,
meaningful, interesting, rotivating and provocative, especially that neither the
teacher nor other learners are always around to give the learner the help and
encouragement they may need. Perhaps here it is worth noting a point of vicw
expressed by both Haughey (1991) and Michael (1990) who warn that not all

distance education learners are independent, self-directing and self-confident. The



59

point they raise is that learners are in varying stages of intellectual, cognitive and
pychological readiness for self-directed learning activities. Therefore distance
educators should be aware of this and provide the neccessary support for the needs

of all learners.

Course Content

In this category, the vesearcher explored guidelines which may influence the
structuring and sequencing of course content. The comments of respondents about
items in this category are generally fewer than those in all other categories, probably
because items were considered to be subject dependent and therefore difficuit to
answer as stated in the questionnaire.

Figure 7 shows the observed percentages when respondents were asked to
indicate the importance of sequencing the course content in the following manner;
simple before the complex (Item 3.1.1), easy before difficult (Item 3.1.2), most
important to lesser important (item 3.1.3), basic before advanced (Item 3.1.4),
around temporal aspects (Item 3.1.5), around learning problems (Item 3.1.6), around
learners’ knowledge (Item 3.1.7), around structure of the discipline ((tem 3.1.8),
around concepts proposed for learning (Item 3.1.9) and around professional

requirements (Item 3.1.10).



60

100 - [ of moderate importance
%0 ]- .
80 4 g of great importance
70 4

Percentages

o« > N -] - ) (=)
o [+r] w [sr] o (2] N (2] P
Items

Figure 7: Course Content

Analysis of the data indicates that the most preferred design is that of
presenting the simple content before the compiex one. The investigated data
disclose & high importance, 97%, (43% - moderate importance + 54% - great
importance) for this kind of presentation of course content. A corresponding high
importance Is also drawn by the following structures; i) easy before difficult, 93%,
(43% - moderate importance + 50% great importance, i) around problems intended
for learning, 92%, (60% - moderate impostance + 32% - great importance, and {if)
basic before advanced, 89%, (37% - moderate importance + 52% - great importance).

As observed from the results, there are slight differences between the importance
observed.
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Generally, respondents believe that distance learners benefit most when
course content is structured from simple and basic then moving up to the complex
and advanced concepts. Respondents warn that care should be taken not to make
the first concepts too easy or too simple to deceive students into thinking that the
entire course will be too simple. When this is the case, students run into the risk
of being unable to handle increasingly difficuit/advanced concepts leading eventually
to their failure and/or withdrawal from the courses.

In as far as the items in this category are concerned, the study underscored
the importance of item 3.1.8 - Structuring the content of the course around the
structure of the discipline (54%). Perhaps respondents do not have many courses
which necessitate this kind of structure. However, the important point to note in
this category is that structuring and sequencing of the course content shzll be
dictated by the subject matter, subject discipline and other circumstances. The
results of the data here are consistent with Overgaard’s (1990), Rowntree’s (1981),
Holmberg and Bakshi’s (1982) and Wa!<ron and Moore’s (1991) suggestions for the

structuring and sequencing strategies for course content or course activities.

Learner Activities

In this category, respondents were asked to indicate the importance of
structuring learning activities in a manner that allows; learners to acquire factual
knowledge (Item 4.1.1), learners to pursue their own intellectual interests (Item
4.1.2), learners to develop independent ideas (Item 4.1.3), opportunities for learners
to share ideas with other learners (Item 4.1.4), and that learning activities should
be clear in as far as the expectations of the tutor are concerned (Item 4.1.5).

Figure 8 therefore shows the observed responses to these items.
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From the observed results, it is clear that respondents believe that good
instructional activitles or exercises should e!low the learners to pursue their own
intellectual interests (Item 4.1.2). Respornidents attach a 92% degree of importance
for this need (31%-moderate importance + 62%- great importance). Respondents’
observation is that once the students know what they are expected to do, they assume
an active participation. They have observed that active participation in learning is
not only motivational and rewarding to students but also that it increases retention
of knowledge and helps students to see connections among related concepts much
more readily.

Further, the data still reveal a high imporiance, 89% (41% moderate
importance + 48% great importance) for the need to structure these learning
activities in a way that they allow students to develop their own independent ideas.

Respondents recommend that students should be guided to discover the important
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concepts/learning processes on their own. This helps students to learn to think for
themselves and to develop a task for learning on their own. In this way, students
are encouraged to explore course materials beyond factual concepts presented to
them. Respondents see the need for students to be critical, open-minded and
analytic in their studies. The findings of the study here correspond to Schiemann’s
(1990) contention that activities should extend knowledge beyond recall and
recognition.

Concerning the importance of tapping factual knowiedge from the students,
the results indicate a 78% (44%-moderaie importance + 33%-great importance)
preference for this item. Although a significant number of respondents feel that
there are situations where students have to be asked the facts learned from the
course materiais, they continue to maintain that students should not be asked only
to regurgitate what they have learned. For example, in order to determine if they
have grasped the concepts, students should be made to relate these to their
experiences. Respondents feel that fictual or definitional types of information
should ke avoided, but not in all situations. The concern is to structure exercises
in a way that they extend to levels where students’ reflectivity, critical thinking and
problem-solving skills are exercised.

Eeyond the factual knowledge, respondents prefer to let students pursue their
own intcllectual interests (92%). Among other things, as one raspondent states, this
is done izy providing more open-ended kind of assessment questions which encourage
the learner to "think more independently, to develop their own respenses and Ideas
and to relate what thiey are learning to personai experience." The results here agree
with McLaren, Teare and Schiemann’s (1993) suggestions emphasizing the need to
include vaiiety of activities in the course.

Finailly, the item that is least preferred in this section is Item 4.1.4, that Is,
allowing students to share ideas with other students. This item attracted only 7¢%
(48%-moderate importance + 22%-great importance). However, respondents feel that
there are positive contributions when different ideas and attitudes are brought to a

learning situation. Therefore, their preference is to have students "meet on line",
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when technology is there to facilitate this. Preference is also expressed for face-to
face interaction. However, some respondents feel that this kind of interaction is
costly, particularly where students are far away from the learning centers and
therefore have to travel long distance to meet other students. Whenever possible,
this should be arranged.

Generally, many respondents are not favorable to active student-student
interaction. Their expressed views indicate that their top priority is to have
frequent opportunities for teacher-student interaction in order to help create rapport
between the teacher and the students. Overall, it seems that respondents agree
that there is need to structure a variety of activities that ask the learners to
demonstrate, for example, their levels of critical thinking, critical reflectivity,
problem solving skills and other cognitive levels such as comprehension, application
and evaluation. This observation is reinforced by Jenkins (1987) who maintains
that a good distance teaching text should contain numerous activities. The
participating course developers maintain that for learning to be instructionally

effective, activities should be defined by the goals or objectives of the course.

Learner Assessment

This section is an extension or continuation of the preceding section,
Learner’s Activities. In addition to complementing the "Learner Activities" section,
it goes further to explore the frequency and/or immediacy as well as types or kinds
of exercises, assignments, tests or examinations that participants employ in their
courses. Therefore, much of the discussion that went on in the section "Learner
Activities" is applicable here.

Figure 9 shows the percentages calculated when respondents were asked to
indicate the importance of Item 4.2.1-criterion - referenced testing, item 4.2.2 -
formative evaluation, Item 4.2.3-summative evaluation, Item 4.2.4-exercises that
challenge the affective domain and Item 4.2.5 - the need for more open-ended kind

of assessment strategies.
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Figure 9: Learner Assessment

Learner assessment is concerned with the progress of the students towards
the stated objectives. Patterns of assessment strategies which attracted many
respondents are the summative and formative evaluation strategies. In order of
importance, summative evaluation drew the highest level of importance, 92% (48% -
moderate importance + 44% - great importance). Summative evaluation is used to
assess learners’ final outcome in relation to the objectives of the course. Usually, a
standardized norm - referenced examination Is given to assess this.

However, one concern the respondents raise is that some students are not in
favor of summative evaluation, particularly the examination. Perhaps students’
dislike for summative assessment stems from the practice of limiting this type of
examinaiion to "pen and paper” work. Since courses are written to include aims

and objectives that call for variety of assessment procedures, respondents would like



examinations to reflect these varieties of assessment techniques.

For monitoring students progress on an ongoing basis, respondents rely
on formative evaluation. The importance of this item 4.2.2, (89%) complement
some discussions on the section "Learner activities”, where respondents
indicate that the most needed interaction in helping the learner to do well in
their courses s the student-tuter interaction as opposed to student-student
interaction. Student-tutor interaction enables the tutor to offer help
immediately where necessary. For formative evaluation, respendents use
various assessment measures such as tests, quizzes, assignments, journals, efc.

For the remaining items in this section, Item 4.2.1- criterion - reference
testing (69%), item 4.2.4 - affective domain (78%) and Item 425 - self-
assessment questions (60%), the researcher is of the opinion that the items
have been already discussed under the section "Learner Activities", particularly
when discussion Items 4.1.2 and Item 4.1.3 in that section.

Finally, the respondents generally believe that the assessment strategies
should be balanced against the course content, course objectives, the nature
of the course, students’ characteristics and the time and cost involved in doing
the assessment. The other important point raised by the respondents is that
any assessment strategy employed should enable the students to learn from it
and to improve with feedback.

Evaluation

In this category, respondents were asked to rate the importance of tutor
evaluation (4.3.1.), course evaluation (4.3.2), student evaluation (4.3.3),
instructor’s evaluation (4.3.4) designers evaluation (4.3.5) and objective
evaluation (4.3.6). As it may be noted, this section is a continuation of the
section it follows, Learner Assessment. Here the researcher wanted to
determine who should be evaluated in order to determine the worth of the
course or the learning exercises/activities. Figure 10 indicates respondents’

preferences.

66
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Figure 10: Evaluation Plan

The whole question of the importance of evaluation Is greatly attached to
course evaluation (Approximately 97%, 43%-modexjate importance + 54% great
importance) and t. learnmers’ evaluation (Approximately 96%, 32%-moderate
importance + 64%-great importance). Course evaluation is considered important
because it encourages feedback from both the tutor and the students. Course
evaluation may give feedback about the course content, learning activities, students
assignments and the overall design of the course. Some respondents contend that
"the best feedback comes in the form of students comments."

In many institutions, students are asked to make general ccmmments about the
effectiveness of the course. For some Institutions, participation of students in the
evaluation of the course is encouraged by enclosing evaluation forms in the course
package. With the help and encouragement of their tutors, some completed forms

are returned. Respondents feel that courses should be reviewed regularly to allow
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for course improvement which is vital to long term success of the course.

It is not surprising to find that the results of the data here suggest that
evaluation of students learning is very important, 96% (32% moderate importance
+ 64% - great importance). This importance has been suggested and discussed
under the section "Learner Activities." Reference is also made to the formative and
summative evaluation which the respondents feel are vital in determining the
effectiveness of the course in progress. The need to provide variety of activities is
emphasized and the role the student - teacher interaction plays is considered vital
in this aspect.

It appears that respondents are also in favor of instructer evaluation.
Although the respondents have indicated a high degree of importance to this item,
(82%, 46%-moderate importance + 36% - great importance), it is clear from
comments that many institutions are preoccupied with course and student learning
evaluation only to the exclusion of instructor’s evaluation. Perhaps by rating
instructors’ evaluation high, the respondents want to bring to our attention the
importance of this type of evaluation, particularly that they have cbserved that it is
common for the students and their instructors to be held responsible for the success
or fatlure of the course.

Generally, respondents’ comments seems to underscore the importance of
evaluating the designers of the course. Their observation is that "course developers
are not held responsible for the faflure of the course. The blame is often put on
student instructor." For some respondents, there is need to assess the developers
of the course (71%), while others feel that we should not evaluate the
designers/developers of the course but rather the product of the course, which

reflects on the designers themselves.

Apprezaches to Course Development
In this category, the researcher wanted to explore varieties of approaches to
the task of developing distance education courses. Such approaches include, course

team approach (Item 5.1.1.), the author/editor approach (Item 5.1.2), the contract
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approach (Item 5.1.3), the educational adviser approach (Item 5.1.4.) and the
"intuition led approach” (Item 5.1.5).

Figure 11 shows approaches preferred and the level of importance attached
to each.
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Figure 11: Approaches to Course Development

The general observation is that an approach varies with the course in
question, the resource available, the type of writers available, the preduction
schedule and other situations which can work against the use of a particular
approach. However, developers tend to perceive the author/editor approach as very
important, 92% (64% - moderate important + 28% - great importance). Further,
the data continue to reveal a high level of importance to course team approach, 88%
(40% moderate importance + 48% - great importance). Responderits maintain that

the attractiveness of this approach is that it encourages sharing of responsibilities,
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acknowledges the interactive nature of course development task and has potential
to produce courses of better quality.

Findings also point to potential serious problems with the course team
approach. For example, there seems to be a persistent tendency to talk of "the
curse of course team,” an underlying characteristic which has the potential of giving
rise to unfavcrable conditions of course team approach in some institutions. The
scurse” of the course team is attributed mainly to the number of members of the
course team. Respondents feel that the number should be kept small, for example,
to three persons, so that courses should not take "forever" to be developed.

Respondents embrace the course team for various reasons. The general
agreement is that the specialized expertise contributed by each member of the team
is very crucial in producing excellent courses. This positive attitude comes clearly
through one respondent’s comments that "I value all my team members very highly
... Seeing the manuscript from more than one set of eyes strengthens a course.”
Therefore, the general conclusion .nade from the data here is that there are
situations where the team approach is highly needed, for example, "where the course
being developed is multidisciplinary” and that whenever a team is involved in
developing courses, there should be a course manager who mediate and makes final
de-isions, for example, abcut the style, or there should be other "mechanisms for
checks and balances." The findings here are supported by Bakshi (1989), Rowntree
(1981), Miller (1987) and Teare and Schiemnann’s (1993) viewpoints about the use
oi the wea:n s~proach to course development.

Qi the e approaches favored by the resporidents, contracting out course
development attracted the least favorable response, 60% (43%-moderate importance
+ 17%-great ic..;orizance). Some respondents feel that this aporoach is costly, for
example, one responded has observed that contracting out course development is not
as

effective as in-house development, unless there is a lot

of checks and evaluation. More often than not, by the



time all the re-writing has been done, the contracted

course wiil have cost much more for an inferior product.

Further, respordents feel that when this type of approach is used caution
should be taken to use developers who have some experience or knowledge about
distance education teaching. The impression ti.e researcher gets from the data is

that approaches are effective at different times in different situations.

Overview of Categories

The foregoing discussions stem from the study of the problem "What
guidelines are utilized by selected distance education courses?." Significant
guidelines are judged by the observed importance attached to each item in the five
categories explored in the study. To this end therefore, it would be interesting,
enlightening and more instructive to make a brief overview of the five categories in
relation to the contributien of each category to the research qu:stio::.

Although the data reveal that respondents accord significantly different levels
of importance to every item within each category, there are some categories which
enjoy a fairly broad levei of importance across 2ll items. In order of preference or
importance, Category 2-Resources is most critical to the development and delivery
of distance education courses. Within this category, the maln mode of course
delivery is explored as well as other technologies which play a dominant role in the
delivery of distance education courses.

Also, a number of factors or determinants for choosing the right media, as
well as those for choosing course/learning materials are explored. In addition ‘¢
these factors, Category 2 explores students support services, which may embrace
tutoﬁng, counselling, group learning, library services, funding etc.. in ail but one
item (Item 2.2.8-test centers), a fairly high level of importance is attached (52%-
group learning to 100%-print).

Furthermore, the category that displays a relatively higher level of importance
across all items is Category 4-Presentational Characteristics. Within this category,
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several factors which may be instrumental in facilitating learners’ success are
considered. These factors include i) design of the learning activities and the
provision of feedback, ii) evaiuation and assessment strategies which may be done
through the formative and/or summative evaluation. ltems in this category may
provide a way of knowing or determining if the objectives of the course have been
met. It turns out that all items in this category are considered very important
(60%-Item 4.2.5 to 97%-Item 4.3.4).

The third category that enjoys a relatively higher importance among items is
Category 5-Approaches to Course Development. Items in this category explore
approaches to course development which are considered useful in distance education
courses, like the course team and the author/editor approach. All but one item
(item 5.1.4) are considered useful approaches to distance education course
development.

A review of facilitating literature indicates that respondents’ preference here
is -consistent with the atfitude expressed by Sinith (1980) who coniends that the
Educational Adviser approach (Item 5.1.4) has serious deficiencies, a lack of
specialist staff. the absence of quality control mechanism, for example. In addition
to this model, Smith claims that the academic intuiton approach too is no longer
an acceptable approach for distance education. This claim concurs with the
respondents’ rating. Item 5.1.5-Intuition aproach attracted the lowest percentage of
importance in this category.

The remaining two categories, that is, Categories 1-Potential Learners and 3-
Structure and Sequence, hzve number of items which reveal a low degree of
importance. In Category 1 items explore ways in which developers may ensure that
there is congruence between th> characteristics of the targeted learner population
and the characteristics of the course, like the desizn of the course, the reauing level
of the ceurse materia! and the nature of learning activities. The items most critical
to this Issue are the age of the learners, their educational needs and their entry level
skills. Items like geographical locations, professional background and socio-

economic background are considered insignificant or not detrimental to students’
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success in distance edr -ation courses. Therefore three of the nine items in this
ctegory are comsidered not important in distance education course development
issues.

As for Category 3, the items explore the design eribodied in the course
materials, for example, presenting easy concepts before the difficult one or simple
before complex etc. For the items which are considered important, the study has
recorded 54% (Item 3.1.8) to 96% (Item 3.1.1).

Structuring the course content around temporal aspects as well as ordering
them according to their importance are not considered important by the respondents.
Within Category 3, two items are discounied as not important or useful in distance
education courses.

Each of the five categories explored in this study contributes, in a special way,
to an understanding of the guidelines that may be useful in the development of

effective and attractive distance education courses.

Conclusion

Although the core of the data is to answer the question "What guidelines are
utilized by selected Albertz Distance Learning courses and how are these supported
or facilitated by theoretical formulations?," the researcher has chosen to
systematically discuss only those guidelines which are considered very important
(moderate + great importsnce) by the participating course developers. This was
done assuming that these guidelines are of great significance to the success of
courses. Since this may not always be true, it is therefore instructive and
informative to present all guidelines explored in this study and the participants’
responses to them. The observed results of these guidelines are summarized in
Table 2.

Table 2 does not only give the reader the whole picture of the results of the
data but also it enables the reader te see other guidelines ageinst which th-
imporiance of those discussed are decided. One general conclusion drawn from the

data is that a great number of the respondents believe that no one set of guldelines
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can be applied to all situations. Developers choose those that interest, attract and
are useful to their situations. Respondents comments tend to be credible, because
we happen to know from the way this study was conducted that reliabilify of the
questions is high and also that the respondents are highly experienced.

Table 2: Profile of Responses
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IMPORTANCE
CATEGORY 1| [ POTENTIAL LEARNERS GREAT| [ MODERATE| |  NEUTRAL LIMLE NO
MEM 1.14 Age of targeted isamers 76% 13.3% - 8.7% -
11.2 Educational jeve! 50% 40% 8.7% 3.3% -
113 Entry level skills 86.7% 16.7% - - .
1.1.4| | Soclo-econosnic background 34% 28.4% 41.4% 20.7% 10.3%
11.5 Professional background 14% 33.3% 3.3% 18.5% 1.4%
1.1.6 Educational neods 55.8% 33.3% 1.4% 3.7% -
11.7 Personal interest 28.8% 28.8% 29.4% 14.3% 1.4%
1.1.8 Geagraphically dispersed 13.3% 23.3% 18.7% 33.3% 13.3%
1.1.9 Azcess to technology 30% 40% 23.2% 3.3% 3.3%
CATEGORY 2 ] o ~
MEDIA
2.1.1] [ Media + Course abjectives 50% 33.3% 13.3% _33% -
21.2| | Media + et mstor 33.3% 505 16.7 % - N
2.1.3; | Medla Ac.. : 568.7% 30.7% 8.7% - .
214! | Medlaati. - 1] 48.7°% 33.3% 16.7% 3.3% -
2.1.5| | Madla at raus- =0 98l 43.3% 48.7% 8.7% 3.3% -
2.1.6 Medla pretn:: »d 21.4% 58.6% 13.8% 34% -
21.7 Media combinaet: AN% 48.3% 20% - -
SUPPORY SERVICES ) o o _
i 2.21 Funding 554% 37.9%, 687 - -
2.2.2 Non-teaching staff 26.7% 40% 2e.5. 6.7% -
2.2.3 Academic teactrng staff 40% 56.7% 3.3u) - -
2.24 Student service unit 1.5% 53.8% *8.9%, 7.7% -
2.2.5 Library facilities 25% 50% 14% 3.6% -
2.2.6 Leaming centors 10.7% 38.3% 38.3% 10.7% -
2.2.7 Group leaming 3.4% 48.3% 41.4% 6.9% -
22__(_.~ Test conters 13.8% 241% 37.9% 20.7% 3.4%
2.2.9 Pregram counsskng 0% 50% 10% 8.7% 3.3%
COURSE MATERIALS - o
B 2.3.1| | Material - Course objoctives 90% 8.7% 3.3% - -
2.3.2| | Materia Free gender bias 43.3% 40% 10% 0.75% -
2.3.3| | Material - Free racial hias 60% 23.3% 10% 3.3% 3.3%
234} | Material - Free ethnic blas | 58.6% 27.6% 10.3% 3A5% -
2.3.5| | Material + Reading ablliies 86.7% 20% 6.7% 3.3% 3.3%
2.3.6| | Material - Avallable 68% 20% 3% A% -
2.3.7| | Matarial - Affordable 33.3% 53.3% 13.3% - -
TECHNOLOGY - o o B
2441 Print 96.3% 3.75% - [ . .
24.2 Audio tapes 11.5% 53.8% 30.8% 3.85% v
24.3 Radio 23.1% 34.6% 38.8% 11.5% -
244 Video Tapes 14.5% 62.5% 28% - -
2.4.5| | Telecon:arencing 15.4% 50% 23.4% 11.5% -
24.6 Etactranic maﬂt 154% 30.8% 30.8% 154% 1.7%
24.7 Computers 16% 40% 28% 18%
STRUCTURE AND 3 ]
CATEGORY 3| |SEQUENCE T .
311 Shaple then complex 3.6% 42.9% 3.6% - -
3.1.2| | Eazy then <dficult 50% 42.9% 3.6% 3.6% -
3.1.3] | MostJesser Important 10.7% 214% 48 A% __183%| 1A%
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3.1.4| | Basic then advanced 51.9% 3% 11.1% - -
3.1.5| |Around temporal aspects 5% 30% 45% 10% -
3.1.6! [Around leaming problems 32% 0% 4% 4% -
#1.7| |Around learners’ knowledgoe 34.4% 53.8% 11.5% -
3.1.8! | Around structure of discipline 11.5% 42.3% 34.6% 1.7% 3.8%
3.1.9] |Around concepts for leaming 34.6% 50% 15.4% - -
3.1.10| | Around profes. requirement 16.7% 45.8% 20.8% 12.5% 4.2%
CATEQGORY 4 LEARNING ACTIVITIES
4.1.1 Acquistiion facts 33.3% 44.4% 11.1% 11.1% -
4.1.2| | Own inteliectual interests 8.5% 63% 14.8% 3.7% -
4.1.3| | Develop independant Ideas 48.1% 40.72% 1A% - -
414 Sharing ldeas 22.2% 48.1% 22.2% 7.4% -
4.1.5{ | Instructors’ expectations 61.5% 30.8% 3.8% 3.8% -
LEARNERS ASSESSMENT
4.21 Criterion-reference tosting 23.1% 46.2% 254% 11.5% 3.8%
4.2.2 Formative evaluation 38.5% 50% 11.5% - -
4.2.3 Suinmative evaluation 44% 48% 8% - -
4.24| | Challange affactive domain 14.8% 63% 14.8% 7.4% -
4.2.5( | Self-assessment oxercises 4% 56% 28% 12% -
T EVALUATION PLAN
4.31 Tutor Evaluation 35.7% 46.4% 14.3% 3.6% -
4.3.2 Course avaluation 53.8% 42.9% 3.6% - -
4.3.3| |Students progress evaluation 64.3% 32.1% 3.6% - -
4.34 Instructor Evaluation 48% 33% 19% - -
4.3.5 Designer Evaluation 39% 332% 25% 34% -
4.3.6]| |Objoctive Assessment 44% 39% 17% - -
e APPROACHES
TO COURSES DEV.
5.1.1 Course Team 48% 40% % 4% -
5.1.2 Author/Editor 28% 64% _8%] - o
5.1.3 Faculty 17.4% 43.5% 21.7% 13% 4,3%
5.14 Educational Adviser i 8.7% 34.8% 34.8% 13% 8.7%
5.1.5 Intuition 21.1% 36.5% 26.3% 15.8% -




77

CHAPTER FIVE
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

introduction

The data provided in Chapter Four included those derived from the
questionnaires supplemented and/or conipiemented by interviews and discussions
with participating course developers. Conceptually, the data were organized around
five categorics; Targeted Learners, Media, Structure and Sequence, Learning
Aciivities and Course Development Approach. Censequently, the discussion of the
data dealt with each of these categeries.

The five categories addressed the use of conceptual guidelines in developing
distance education courses. Interpretation of the findings tended to take the form
of generalizations, periodically interspersed with specific examples, and in some
cases, examples are in the words of the respondents. However, while the
interpretative statements were of a general nature, there was remarkable consistency
in the ideas and comments expressed by the participating course developers.

Virtually, all course deveiopers in this study tended to use course development
guidelines when developing courses but their focus or perceptions of important
guidelines to be used varied. The very nature and purpose of the course determined
or dictated guidclines to be used and the design to be followed.

One of the strengths of the use of conceptual guidelines had been that they
gave course developers seme interactive mechanism through facilitating discussion
and helping them to make informed decisions. From this observation, participating
course developers believed that the use of conceptual guldelines in developing
distance education courses could improve the quality and effectiveness of the courses.
Participating course developers had also observed that developers have an important

bearing on the development and dclivery of the courses they develop.
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Summary Conclusions

Substantively, the interesting feature of this study was that no claim was
made by the respondents of a single and/or simple ’recipe’ for the design and
development of distance education courses. Respondents’ experiences have indicated
that developing quality and successful or effective distance courses could be
approached from different angles. This has been echoed by many respondents,
among them one who clearly stated that "there is no silver bullet that cuts" across
all learning disciplines or courses. On the other hand, within the data discussed,
examples and discussions presented in chapter four, there was evidence that there
is a series of guidelines which when used and critically considered for specific
situations are likely to contribute to better quality and effective courses. Coaclusions
about these guidelines, as well as their implications for practice, research and theory

are summarized in the discussions that follow.

Principal Mode of Delivering Distance Educatior Courses

Of all guidelines for developing distance education courses explored in this
study, one of those which stood out as being very important, as revealed by the
participating course developers, was that of developing print-based courses (Item
2.2.1). Respondents indicated a heightened awareness of the distinctiveness and the
advantages of print as the main mode of delivering distance education courses.

In elaborating their views and perceptions, they justified the importance of
this on the basis of the versatility, durability; inexpensiveness and retrievability of
printed materials. Other experiences shared by the participating course developers
were that printed materials are easily replaceable and are subject to few breakdowns.

An cobservation made by the researcher during visits to some institutions was
that print-based material was the most common form of course delivery within the
participating institutions. However, many courses were supplemented or supported

by other technologies. A list of these technologies is presented in Appendix H.
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Multi-Media Approach for Course Delivery

Having acknowledged that technology was an essential course component and
that print had its shortfalls, respondents contended that there was a need to
incorporate different forms of technology to enhance the quality of instruction (Item
2.1.7). Se far, in some participating institutions, many courses included a
combination of print package, audio and video resources. In addition to those,
courses were increasingly supplemented or supported by teleconferencing, video
conferencing, faxing, using E-Mail and computers (Item 2.41 to 2.4.7). Howicver,
participating course developers noted that not all courses required media other than
print. Therefore, the use of a multi-media approach for course delivery should be
carefully considered.

Respondents also believed that technology properly selected and implemented
had the potential to improve the instruction of the course, to increase access and
flexibility for learners and to improve communication between the tutors ard the
learners. Eventually, all these could contribute to the progress and success of the
learners. Other responses su;rested that access to technology reduced the need to
travel long distance for e 1+ pose of a tutorial meeting. Learners and tutors
could meet on-line, for exai:+*-, in teleconferencing courses. Perhaps this could
cater to a preferred learning style for those learners who might be intimidated by the

physical presence of the tutor.

Resources for Distance Education Courses

Respondents maintained that cost was the main factor in choosing technology
to enhance the instruction of the courses (Item 2.1.5). The researcher observed that
many courses in the participating institutions were operated v a partial or full time
cost recovery basis. However, some courses received funds from external sources.

Therefore respondents’ suggestions were that, in considering media to
enhance course instruction, selection criteria should locate those which could e
made available to learners at reasonable cost (Iitem 2.1.5) and at a time convenient

to them (Item 2.1.4). Further, selection criteria should Insure that tecanclogy
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selected and used is preferred by both the leaiters and tutors (Item 2.1.6).
Preference here referred to the effective use of technology. Participants maintained
that effective utilization was possible when users were equiped with the knowledge,
skills and competency to use the technology.

The point of view that has been reiterated and emphasized by the respondents
was that selection criteria should address the nature, objectives and purposes of the
course. They stressed the importance, for example, for the subject-matter of the
course to be easily transiated into the media chosen (item 2.1.2). This could lead
directly to the realization of the course objectives.

It is important therefore that course developers should develop a course-
related list of technologies likely to support the delivery of the course, then applying

the guidelines or criteria discussed here, select appropriate ones for the course.

Learners - Support Services

Access to technology was experienced as one of the best ways for providing
students with the support they needed for successful cbmp!etion of their courses.
For the participating institutions, learner-support services included tutoring, library
services and counselling (Items 2.2.4, 2.2.5, 2.2.7 and 2.2.9). The perception of
participating course developers was that these services would be best utilized if seme
technologies could be made available to facilitate them, for example, telephones,
teleconferencing, fax machine, etc. (Item 2.4.1. to 2.4.7).

Many participating course developers have commented on the value of human
support, particuiarly the learner-tutor interaction. Respondents consicered the level
of communication between the tutor and the iearner very cruciz? with an huaportant
bearing on the effectiveness and success of students’ progress and eventualiy on the
success of the whole delivery system. To provide direct contact with the :earners,
many participating tutors used telephones and fax machincs. Particizallag course
developers recommended that provision of telephone answering machiaes be used to
facliitate communication, especially in times when the students might try to reach

Ak

the tutors when tuters are not in their offices.
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The rationale for using technologies such &s fax machines and telephones vas
well communicated by the respondents. In addition t allowing direct communication
between the tutor and the learner, one key strength of such technologies is their
potential to offer immediate feedback. Immediate feedback pyivided by thie tutor
was deemed to be useful for developing or enhancing learners’ motivation ant! active
participation in their learning exercises. If done effectively, the deprivation of
physical contact may be less feit.

The respondents observed that the use of some technologies, for example, fax
machine, permitted rapid transmission of students’ work, like assignments. The use
of telecoenferencing was another good example of such rapid response time.

Respondents contended that institutions should provide tutoring as an
integral service available to all learners. This issue should be looked inte by those
in charge of developing and implementing courses. It seems necessary therefore that
criteria for establishing the availability of support services needed for effective
implementation of the course should include establishing the avalilability of academic
teaching staff for the purpose of tutoring, marking and even providing come
counselling (Item 2.2.3). Not only did tutors in this study appreciate the need to
carry out this task, but they also felt that the task should be carried out with
commitment and effective care and concern. For example, some respondents gave
learners their home telephone numbers for contact outside the official working time.

In addition to the tutoring service and media for facliitating this support,
respondents stated that learners benefitted from the use of library facilities (Item
2.2.5). Since learners are studying by a distance learning mode hence away from
the centres where main libraries are located, usually, library materials they request
are sent to them. The researcher observed that in many participating institutions
of this study, learners’ requests were received either by telephone or fax and
materials were subsequently mailed to them. Like the tutoring service, the library
service provided instructi:nal support to students. Other technoiogies reported to
provide this type of support were the teleconferencing link and computer

conferencing. The perceptions of participants generally were that a variety of
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support services would promote and enhance instruction, motivation and activate
participation of learners and eventually could lead to the successful completion of

their courses.

Printed Course Materials

Because there is no teacher between the distance education learner and the
learning materials, participating course developers asserted that the design and
content of the learning materials should be a "tutorial-in-print." That is, learning
activities should be designed to guide and teach the learner. Participating course
developers also remarked that learning activities vary according to pedagogiczl
reasons, the subject matter and the purpose of tke activities and the way they are
flagged in the text.

Many developers in this study supported the idea of self-instructional and
sell-contained material with a variety of learning activities that would require
learners to respond in some specific ways. The participating course developers
maintained that in developing courses, developers should strive for variety of
activities and a range of intellectual and cognitive responses to their course
materials. Responses could call for factual knowledge (Item 4.1.1), outside ideas
and experiences to enhance content presented to them (Item 4.1.2 and 4.1.3) and
could challenge learners’ affective domain (Item 4.2.4). The consensus of developers
in this study was that a variety of activitics should be a central part of the
instructional strategies invclved in the development of the course. Many
respondents regarded the activities as opportunities for learners to think for
themselves, to monitor their progress throughout the course, and to have confidence
in their learning situations.

Further, the prime concern of the developers in this study was that learning
materials and learning activities presented should actually teach and be understood
by all learners (Items 2.3.5, 3.1.1 and 3.1.2.). In this context, they said that it was
important that the language be simple and functional to be understood by all

learners (Item 2.3.5.). [In addition, activities should be devised and designed to
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realize the key objectives of the course (Item 2.3.1.).

Participating course developers have acknowledged that the diverse layout or
design of the course should be dictated in part by the objectives for the course.
However, many of them observed that learners might benefit most from the materials
if the course content and learning activities could be structured from simple or basic
to more complex and advanced ones (Items 3.1.1, 3.1.2 and 3.1.4) or around the key
concepts or preblems intended for learning (Items 3.1.6 and 3.1.9). The major
concern of course developers seemed to have been whether these activities in general,
met the learners’ educational needs (Item 1.1.6).

The general impression gained from the results of the data suggested that
participating course developers believed that materials biased toward a certain
gender, race and ethnic group could influence the way the learners Interact with
them. In fact, respondents maintained that learners who might feei discriminated
against could be intimidated to learn. Developers therefore prefered that course
materials should be examined in the context of gender bias, racial bias and ethnic
bias, Items 2.3.2, 23.3. and 2.3.4, respectively. Finally, the most important
consideration of course development, as observed by participants, was that
material should be designed and written to promote and support the estat
course objectives (Item 2.3.1).

Assessment and Evaluation

The general impression gained from the results of the data obtain:
study was that the whole question of evaluation in distance education was g. ...,
attached to course evaluation (Item 4.3.2) and also to that of assessing or evaluating
learners’ progress (Item 4.3.3). Respondents suggeste¢ that evaluation should he
sensitive to thc established course objectives, learners’ educational needs and ways
tin which the course and learning may improve. Participating course developers
contended that the valuc perspectives of people who directly participate in a course
could be important in evaluating the course. Therefore, they suggested that learners

be involved in course evaluation.
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In evaluating a course, for example, participants believed that the best
feedback comes in the form of learners’ con:ments and/or other contributions, for
example, institutions could make learners complete evaluation forms, such as a
questionnaire. When evaluating the course the evaluators could be asked to give
feedback about the course content, the learning activities, learners’ assignments and
tests and the overall design of the course. However, the participants advised that
the purposes of evaluation should dictate the areas to be evaluated.

With regard to assessing learners’ progress, participants maintained that the
assignments and tests given to learners could be an important element in effective
assessment of their progress. Participating institutions utilized both formative
evaluation (4.2.2) and summative evaluation (4.2.3).

Finally, respondents made refercnce to the need to evaluate if tutors have
been doing their tutoring with effective care and concern (Item 4.3.3). However,
the observed practice in many participating institutions was to do the continuous
assessment of learners’ progress while evaluation of tutors was not attended to.
However, since tutoring was considered an integral part of the instructional
strategies, some respondents felt that the worth and success of it should be gauged
not only through learners’ progress and success but also through evaluating how the

tutoring has been done. This could be achieved by evaluating tutors themselves.

Course Development Techniques

It became evident during interviews and responses to the questionnatre that
the course team and the authcr/editor approaches (Item 5.1.1. and 5.1.2) had been
experienced as the best approaches to developing distance education courses. Worth
noting was that course developers in this study were of the opinion that none of
these approaches or any other approach explored in this study could be applied
across all courses or all institutions. The question of resources available, nature of
the courses or preference for the approach as well as time constraints, for example,

were crucial in determining the best approach for that particular time and/or

particular course.
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The view of thc ;.1 ..pating course developers, for example, was that course
teams were mostly needed when the course to be developed was a multidisciplinary
course or when high quality courses were needed. For these participating
institutions which have some experiences with course teams, course development was
done by teams of academics, instructional designers, educational technologists,
editers etc. The participants viewed the role of each member of the team crucial for
the high quality of the end product, for example, in many course teams the editor
was asssigned to coerdinate and manage the whole development and production
process.

The second commonly used approach, and most preferred by the participating
course developers was the author/editor approach (Item 5.1.2). In this approach
course development was assigned to contracted authors who worked closely with the
in-house editorial stafl. Logistic factors such as checking, editing and evaluating
were seen as the main task for the =iitor. It should be noted that participating
course developers cautioned that di:taisce education course development should be
done by people who have skills/experiences and some knowledge of distance

education teaching.

Recommendations

The researcher believes that the views, perceptions and experiences of
course developers who participated in this study raise clear practical implications
for the task of developing distance education courses. In actual fact, a number of
implications for practice emerge clearly from the summary conclusions. These
implications relate to: (i) mode of delivering distance: education courses, (ii)
resources for distance education courses, iii) learners’ support services, iii) printed
course material, (iv) assessment and evaluation of learners’ progress and (v) course
development procedures. Guidelines relating to these have been highlighted in the
summary conclusions and discussed in a way that points to their implications for

practice.
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In brief, the implications are as follows:

Mode of delivery

1. Institutions should be heavily dedicated to printed course/learning materials.
Therefore, print should be the core of distance education delivery mode;

Z. Whenever possible, a multi-media approach to course delivery should be used.
For example, a combination of print-based ma.crisls, some visual and/or
audio resources and other technology may be used.

3. Consideration of the mode of delivery to be used should be based on, for

example, its role in facilitating instruction, the easiness or comfort inherent
in its use, the cost necessary to implement it and the arrangement for

learners to access the media.

Course materials

4.

In developing learning materials for the course, course developers should
consider a number of factors or determinants like i) the learners - their
skills, knowledge and reading abilities, ii) resources - human and material
needed for the successful implementation of the course and iii) technology to
enhance learning.

In developing course materials, course developers should be sensitive to
gender, racial and ethnic biases. Particularly, course developers should
insure that learners are accurately represented in the course materials.
Finally, in developing courses, care should be taken (or observed) in the
layout and presentation (structure and sequence) of the course content and
learning activities, for example, developers may present the simple or basic

concepts first then work towards the complex or advanced one.

Learning Activities and Assessment Exercices

7.

In developing courses, course developers should strive for variety of formats

and types of activities and exercises. The variety embodied in these activities
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and exercises should require a range of intellectual and cognitive responses,

and should aim at realizing the key objectives for the course.

Resources and Support Services

8. Resoucces constitute the cor: of successful development and delivery of
distance education courses. Therefore developers should specify all resources
needed for the implementation of the course and the support services, which
may include tutoring, counselling, library services etc., and some technologies

to facilitate their use.

Approaches to Ceurse Development

9. Course development should primarily be the responsibility of
authors/developers corttracted to write a course. They have to work closely
with the in-house editorial staff. However, there are situations where the
nature and purposes of the course demand a course team, in such situation

a team should be carefully chosen ¢ develop the course.

Evaluation

16. When developing courses, course developers should design and develop
appropriate course evaluation techniques. These may inciude both the
formative and summative evaluation.

However, it has to be noted that the practicability of these is dependent upon
many variables, for example, the resovrces available, the nature of the course, its
subject-n::tter and purposes. The researcher trusts that readers or course
developer: would regard these recommendations as guidelines to be critically

consider«d for specific situations.

Implications for Research
Participants selected for this study were course developers who are not

interactizg much with the courses they develop, that is, during the implementation
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stage. The researcher therefore believes that whatever counts as the strengths and
weaknesses of the course may well lie in learners’ interests, aspirations and
expectations of the course. An interesting study then could be dore with the
recipients of the coucse to determine the types/format/design of the course they are
more comfortabie with, thus leading to the establishment of some guidelines to be
used in developing distance education courses.

To expand on the focus of this study, "Guidelines for Developing Distance
Education” there is need for a careful study focussing on the whole process of
developing distance education courses. This would involve the planning phase, the
production/development phase and the delivery/implementation phase. Therefore,
the scope of the study shall necessitate a re-writing or replacement of some
categories and additional categories especially for the planning phase and the
implementation which are not much catered for in this study.

Furthermore, a closer study on this area, "Guidelines for Developing Distance
Education Courses" may focus more on the actual practice of developing courses,
perhaps a study examining a single course in process of its development.

Finally, it should be remembered that the participants cautioned that there
is no "silver bullet" that cuts across all courses or disciplines. Perhaps this
warrants a study on its own to determine guidelines useful in an area of sia45 or a
discipline, for example, science or social studies. 1t must also be addeo that the
researcher feels that anything at all which can confirm, sirengitien, expand or
advance the results of this study to benefit both the praciitioners, rescars’zers and

learners is highly appreciated.
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Appendix B
Sample of Initial letter

Dear Sir/Madam,

My name is Rebecca Lekoko. I am a Motswana woman who works at the
University of Botswana. Currently, I am studying at the University of Alberta. One
of the requirements in my studies is to do research on an area of interest to me.

Over the years that I have worked with aduits at the University of Botswana,
Department of Adult Education, I developed a keen interest in distance education,
with special focus on course development and course delivery issues. And, as such
I have chosen this area for research.

Basically, distance education in Botswana is an individualized form of
instruction, and some formal group study-weekends. It is mainly delivered through
print-based materials. One of the tasks facing distance educators is developing
courses, so some course development guidelines will be appreciated. Now for me to
understand some of the course design issues that can be recommended for Botswana,
I need to talk extensively to course developers.

Therefore, I am by this letter soliciting your support in this task. 1 plan to
do the research starting in August, 1994, over a period cf time that will be specified
later. This will involve some visits to your institution and people directly involved
with distance education course development issues, formal meeting organized to
explain the research, questionnaires sent to selected people and individual interview
with selected people. The details of these activities will be also gi'en later.

I wish to thank you in advance for your cooperation and support in this
important task.

Yours faithfully,
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Appendix C
Letter to Contact Person

Dear Sir/Madam

Thank you for your positive interest, support and willingness to participate
in the study "Guidelines for Developing Distance Education Courses."

Further to my letter of the 27th June 1994, and subsequent telephone of the
...1994, T have a questionnaire which I am sending to you, with your permission.
The questionnaire is intended to explore guidelines which are used by distance
education course developers when develeping distance education courses.

Each questionnaire has a code known only by the researcher. The purpose
of this code is to allow follow-up in the event that some individuals may not have
completed the questionnaire and may be reminded to do so.

Couid you arrange at your convenience the distribution and collection of these
questionnaire to course developers in your institution. 1 would appreciate return
of the sealed questionnaires along with the uncompleted ones by November 18th
1994,

If you are interested in more information, please contact me at (403)
439-4042.

I would be grateful for any time and assistance you may be able to give during
the conduct of this study.

Thank you for your time and effort in this matter.

Sincerely,
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Appendix D
Participant letter

Participauts,

My name is Rebecca Lekoko. I am a master of education (M.Ed.) student at
the University of Alberta, from Botswana, a country which is interested in developing
and improving its distance education, especially its course development endeavors.

As part of the requirements for a Master of Education degree, I am writing
a thesis on "Guidelines for Developing Distance education Courses". Now for me
to understand some of the course development issues, I am conducting this survey.
Also I will need to talk extensively to course developers. I hope that the resuits of
this investigation can have application for my country.

I require and kindly ask your help in assisting my effort by completing the
attached questionnaire. Your cooperation .ill be greatly appreciated not only in
helping me to meet the requirements for the degree but indirectly to assist my
country, Botswana.

You may choose to return the completed questionnaire to .... who is charged
with collecting and forwarding of the questionnaire, or you may return it directly to
me in the attached envelope.

The questionnaire is the first component of this study. Secondly, you may
be asked tc participate in an interview lasting approximately 45 minutes. The
interview will be focused on your experience in the area of distance education course
development. Each interview will be audio-taped and later transcribed.

All information coliected will be confidential and any reference to your name,
where you work or live will not be made, to protect your anonymity. Further, this
study has been approved by the Ethics Committee of the Department of Policy
Studies, University of Alberta.
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If you would like a copy of the results of the completed research, please
provide me with your address and postal code.

If you need more information or you want to discuss some issued raised in
the questionnaire, please contact me at 439-4042.

Many thanks for your professional assistance and support.
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Appendix E
Reminder Letter

Dear Sir/Madam,

On November 4, 1994, copies of the questionnaire on *Guidelines for Developing
Distance Education Courses’ and some self-addressed and stamped envelopes were
sent to you, requesting you to distribute them to course developers in your
institution. As to date, very few completed questionnaire have been returned to me.

As these questionnaires may have come to you at a very busy time, course
developers may not have had time to attend to them. May I please request your
assistance in following them up because other phases of this research can not be
successfully carried out until a good number of the completed questionnalres are
returned.

I would highly appreciate the return of completed questionnaires by January 24
1995. If there are some uncompleted ones that need to be returned, I would be
pleased to have them back too. They mean a lot for my records.

Some may have already mailed their questionnaires by the time this reminder
letter reaches you. Please convey my appreciation to them for their consideration
and professional assistance.

Thank you for your personal assistance and professional support.

Yours Faithfully,
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Appendix F
Interview Guide

QUESTIONS

How many years have you been involved in distance education course development
issues?

Could you briefly outline your role as a course developer?

Is therz need for institutions to train personnel (in distance education course
development issues) for the development of their distance education courses?

What specific needs do you feel would be achieved by developing appropriate
distance education courses?

Course developers may come up with different course development guidelines,
depending on the nature and the purpose of the course, however, I assume there are
elements/variables that may be common in many distance education courses, could
you comment and give examples?

What are some factors/elements that may frustrate attempts to develop an effective
course?

Could you comment on the kind of support services needed for both he development
of a distance education course and for the delivery of a distanc: education course?

What characteristics of distance education learners contribute to their success in
distance education courses?

I am aware that the nature of the course normally results in the patterns of the
assessment strategies and learning activities, however, I assume there are strategies
which may be applicable to many distance education courses, could you comment
and provide examples?

What specific assessment strategies work well for your distance education learners?

In your view, what is the best way of presenting learning activities/exercises to
distance education learners?

How does your institution determine the value/importance of the course to be
developed?

There are several approaches to develop courses, which ones are you familiar with?
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Appendix G

Questionnaire

GUIDELINES FOR DEVELOPING DISTANCE
EDUCATION COURSES
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U

lll

Guidezlines for Developing Distance Education Courses

General information and Instructions with respect to the Questionnaire.

This questionnaire is designed to stimulate reflections, thoughts and opinions on guidelines that
are used to develop distance education courses. Itis also designed to obtain course developers’
perceptions of the value and effect of these guidelines.

In general the questionnaire includes the following sections as they relate to course
development (Noted by literaturel.

Learner Characteristics

Design Characteristics

Delivery Characteristics
Presentational Characteristics
Support Systems Characteristics
Approaches/Patterns of Development

The purpose of this questionnaire is ta explore these guidelines, their role in distance education
course development as well as ways in which they may be operationalized.

This questionnaire is to be completed by course developers in distance education. Your
completion and returning of this questionnaire will indicste consent to participate in this study.
Your participation is essential and greatly appreciated.

All information coliected will be confidential and any reference to your name and your institution
will not be made, to protect your anonymity.

If you have comments and questions about any aspect of this questionnaire, please cantact me
at this address and phone number:

Rebecca N. Lekoko

1. Graduate Student 2. 3A, 8003 - 112 Street
M, ED (Adult Education/ Edmonton, Alberta
Dept. of Educationsl Policy Studies T6G 2C5
(7-104 N) University of Alberta Phone # (403} 439-4042

The questionnaire is the first component of this study. Secondly, you may be asked to
participate in an interview. For more information, refer to "Participant letter” accompanying this
questionnaire.

1 thank you for your cooperation and participation in this study.
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K[Categary 1 Potential Learners

The following guidelines may be used by course developers to ensure the appropriateness of

the course for the targeted learner population. Please indicate on your right the importance of
each guideline when developing distance education courses.

Of no Of little Of moderata Of great
importance importance Neutral importance importance
7 2 3 4 5
O m] 0O 0 W]
1 2 3 4 5
1.1.1 Age of targeted learners o O [m] O (]
1.1.2 Educational level ] a jm] 0 [m]
1.1.3 Entry level skills a o] c 0O O
1.1.4 Socio-economic background O O O 0 0
1.1.85 Professional background ] O (] O 0
1.1.6 Educational needs ) ()} O (] O
1.1.7 Personal interests O 0O O a 0
1.1.8 Degree to which they are
geographically dispersed O
1.1.9 Access to technology (8] O

Other

In relation to the overall rating of the above guidelines, what specific ideas do you have
about characteristics that help student do well through distance education?
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Category 2 Resources |

A. Media

Media here refers to the various forms of distance education course delivery strategies
" and/or various methods of instruction employed in complementary and supportive roles

in the delivery of distance education courses.

To ensure appropriateness of media for the course and for the recipient of the course,
the following guidelines may be used. Please evaluate the importance of each guideline

when developing distance education courses.

Of no Of little
importance importance Neutral
1 2 -3
a 0 0

2.1.1 The effectiveness of media in fulfilling
the objectives of the course

2.1.2 The ease with which the subject matter of the
course will be translated into those media

2.1.3 The availability of facilities for the learner
to access media

2.1.4 The availability of media at appropriate time
2.1.5 The availability of media at reasonable cost

2.1.6 Preferences for the media by both learners
and tutors (receivers

2.1.7 A combination of riedias is better than any
one medium

Other

O

a

Of moderate

Of great
importance
5
O
4 5
O O
] D
O
O a
0 i}
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B. Support Services

The following guidelines may be used by course developers to ensure availability of support
systems that best serve the development and delivery of distance education courses. Please

indicate the importance of each guideline in the development and delivery of distance education
courses.

Of nc Of iittle Of moderate Of great
importance importance Neutral importance importance
i 2 3 4 5
o O O O O
1 2 3 4 5
2.2.1 Adequate funding 0 O O 0 0
2.2.2 Availability of non-teaching staff (W} ] O 0O (]
2.2.3 Availability of academic teaching staff a 0O O ) (]
2.2.4 Availability of student/education
service unit O O a
2.2.5 Adequate library facilities O O
2.2.6 Availability of learning centres ] 0 O N
2.2.7 Availability of group support service for
students who prefer group learning | 0 (] (] O
2.2.8 Availability of test centres ] 0 O
2.2.9 Availability of program counselling O O 0O

Other

In relation to the overall rating, what specific ideas do you have about the kinds of support
services which can best meet the needs of distance education students?
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C. Course Material

The following guidelines may be used in establishing availability of course material and their
suitability for the course and for the recipient of the course. Please indicate the importance

of each guideline in considering distance education course material.

Of no Of little
importance importance Neutral
7 2 3
0 O (]

2.3.1 Material should clearly support course
objectives

2.3.2 Material should not contain any evidence
of gender bias

2.3.3 Material should not contain any evidence
of racial bias

2.3.4 Material should not contain any evidence
of ethnic bias

2.3.5 Material should be sppropriate to learners
reading ability

2.3.6 Material should be available in terms of
physical access

2.3.7 Materials should be available to learners
at a cost within their means

Other

Of moderate
importance

Of great
importance
5
O
4 5
0 a
0 0O
(] O
D O
O ]
O a
(8] [m]

In relation to the oversll rating of the above guidelines, can you briefly comment on some

ways of ensuring the availability and suitability of course material.
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D. Technologies

Distance education course developers can choose from a toolbox of many technologies. Please
indicate the importance of each technology in distance education course delivery.

Of no Of little Of moderate Of great
importance impaortance Neutral importance importance
7 2 3 4 5
0 0 0 0 O
1 2 3 4 5
2.4.1 Print o. D O O a
2.4.2 Audio tapes ] ] 0 O 0
2.4.3 Radio 0O 0 O O O
2.4.4 Videorsges 0 0 ] () Q
2.4.5 Tr'e onfereiccing O 0 O O
24.€c /) (W] ! 0 0 a
2.4.7 Computier 0O 0O (e} O 0

Other

Could you share your views on the kinds of technologies thét seem to work well for
your distance education learners.
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Category 3 Struc:iure and Sequence

A. Course Coritent

To be instructionally effective, the following guidelines may be used in structuring and
sequencing the course content. FPlease indicate the importance of each guideline in the

structuring and sequencing of distance education courses.

Of no Of little Of moderate
importance importance Neutral impartance
7 2 3
O O O

-~

3.1.1 Simple before the complex

3.1.2 Easy before the difficult

3.1.3 Most important to lesser important
3.1.4 Basic before advanced

3.1.5 Around temporal aspects

3.1.6 Around problem intended for learning
3.1.7 Around knowledge of learners

3.1.8 Around unique structure of discipline

O 0O o oo oo o
O 0o o0ooo o™ ga
O OO0 oOoooog @

3.1.9 Around concepts proposed for learning

3.1.10 Around the external professional
requirements

O
o -
(]

Other

Of great
importance
5
O

0D ooooooo 0 s
oooo0oooobd .

d
O

Could you share your opinions on the kinds of structures that seem to work well for

your distance le: ers.
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Category 4 Presentational Characteristics

A. Learner Activities

To be instructionally effective, the following guidelines may be used to ensure
appropriateness of learning activities within the structure of the course. Please indicate

the impartance of each guideline in structuring learning activities for distance education
learners.

Of no Of little

impaortance importance Neutral

4.1.1

4.1.2

4.1.3

4.1.4

4.1.5

Other

1 2 3
a 0 a

Learning activities should help learner
acquire factual knowledge

Learning activities should help learners
pursue their own intellectual interests

Learning activities shoufd help learner
develop independent ideas

Learning activities should allow sharing
of ideas with other learners

Learning activities should clearly define
expectations of the tutor marker

Of moderate

importance

Of graat
importance
5
(W]
4 5
O O
O ]
m} ]
O O
a 0

Could you comment on the role and extent to which course developers should decide on

the instructional activities within which the learners will be experiencing the course.
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B. Learner Assessment

To be instructionally effective, course developers may use the following guidelines to
ensure appropriateness of learner assessment. Please indicate the importance of each
guideline in.structuring distance education essessment strategies.

Of no Of little Of moderate Of great
importance importance Neutral importance importance
7 2 3 ’ 4 5
0 (] 0O 0O O

4.2.1 Learner assessment should utilize criterion -
reference testing . O (] 0 () 0

4.2.2 Learner assessment should include assignments :
that constitute formative evaluation O O 0 0 O

4.2.3 Learner assessment should include examinations
that constitute summative evaluation O (] ] | 0

4.2.4 Learne: assessment should include exercises
that challenge the affective domain a O 0O O (]

4.2.5 Learner assessment should include more open-
ended kind of self-assessment questions 0 (] O O 0

Other

Please make note of possible assessment strategies you consider effective in assessing
distance education learners progress in 8 course.
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C. Evaluation Plan

Whenever possible, course developers should include in their guidelines the following

types of evaluation. Please indicate the extent to which each evalustion is important
in relatiqn to the effectiveness of the course.

Ofno Of little Of moderate Of great
importance importance Neutral importance importance
1 2 3 4 5
W] O (] C 0
1 2 3 4 - 5
4.3.1. Tutor evaluation O a 0 ] O
4.3.2 Course evaluation o O O 0O 0
4.3.3 Evaluation of student learning O a 0 0 (]
4.3.4 Evaluation of the instructor that runs the
course 0 a

4.3.5 Evaluation of the designers of the course [ 0 O
4.3.6 Objective assessment O 0O O

Other

Could you comment on or list some evaluation outcomes that may lead to the revision
of a distance education course.
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Category 5 Approaches to course development

The following are varieties of approaches to course development. Please indicate the
importance of each model in relation to the quality of the end product (course).

or
Of no Of little Of moderate Of great
importance importance Neutral importance importance
7 2 3 4 5
0 O 0 O O

-~

5.1.1 The course team model

5.1.2 The author/editor model

5.1.3 The contract suthor/faculty model
5.1.4 The educational adviser model

5.1.5 The intuition mode!

O OO o o

O ooao o »
0O oo og 0O w
o oo og o s
0o oo o0 o

Other

Please share your thoughts and opinions on the model that you would recommend for a
proposed distance education institution.
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Additianal General Comments

Yes No

1. Approaches to course development are philosophically founded 0 0
Please comment.

2. How has the course development procedures/process (as you see it} changed over the last
2-10 years.

3. What are some of the improvement or modification you would like to see done in current
and future practices of developing distance education courses.
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Participant Data

Title of your pesition.

How would you describe your background vis-a-vis the area of distance education
course development?

How many years have you been involved in distance education course development?

What do you perceive as your role as & course developer?




4. What recommendations, i relation to the use of technology would you make in &
proposed or newly founded distance education system?

.

5. What questions/issues fin relation to distance education course development)
remain unaddressed in your mind after the completion of this questionnaire?

6. If you have any additional comments/concerns, please feel free to share them.
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What part of your role or responsibility do you flike best?

Can you share your experiences and/or views on so

me responsidilities and some frustrations
of being a course developer?

What part of your roles or responsibility would you like to see changed, why?




Print

Tutorial

Video Zessettes
Audio Ca nettsa
Computer Conizrencing
Telewriter

Computers
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ApuendivH

1isi of Techinology

M=l
Tel: shone
Electronic Mail

Audio Teleconferencing

Slides

Television




