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Preface

Experts in the field of higher education are credited with predictions which amount to
stating that education will undergo a vast transformation and the educational campuses as
such will disappear before long: there will be no cluster of classrooms or laboratories: no
libraries. no student houses or staff colonies. While such observations may sound extreme.
they do give expression to the trend in education and visualise the academic world at a
distance. The substance of the message is that efforts in the domain of higher education
will get distributed in space and take place in classrooms. offices. workshops and at
residences. It will also get really distributed in terms of age from youth to twilight of one’s
life. :
Whatever be the manifestation that learming takes. two operations remain basic:

(1) Instruction
(i1) Self-study

Instruction requires a teacher and Self-study a set of resources. The use and the form of
these two may vary from person to person and constitute the subject of all our studies.
My credentials for writing on subjects related to distance education are not based on
scholarship acquired through deep study or organised training under any apprenticeship.
The content is based on experiences gathered in handling issues associated with imparting
knowledge or enabling the acquisition of knowledge. The experiences have been varied
and the opportunities have been diverse. made possible by my positions as an academic and
an @ Vice-Chancellor of thiee major universities and in three different domains, namely:

(1)  Madurai Kamaraj University—a general University of Arts & Science:
(ity  Anna University —a Technical University: and
viii)  Indira Gandhi National Open Unmiversity—a Distance Education University.

The educational process that | have gone through ranges from learning by writing the
ulphuhuf/ of my mother tongue over a spread ol sand on an uneven oor in a small village
school, and moving from there in my career in measured steps to Vice-Chancellor, IGNOU,
having the opportunity and experience of introducing Teleconterencing for instruction.
using a specially allotted transponder in an Indian satellite. 1 have been a spectator as well
as a participant in the onward march of education trom its stage of crafi to high technology.



viii Preface

The book is not composed of chapters written specifically for this publication: but is a
collection of materials drawn from convocation addresses, keynote speeches and publications
made on different occasions over the period of last ten years. The editors have done an
amazing feat of knitting them together and imparting continuity and coherence into the
collection. Their task has been that of a craftsman who polishes pebbles to add to them
some dazzle as to deserve a place in an ornamental wear. It is difficult for me to thank them
adequately: more so because they took the initiative to obtain the material from me after
long and insistent persuasion and ultimately gave it a form so that some of my thoughts
may find a wider audience and endure for a longer time.

I have often said that if a society does not bring about mini revolutions, now and then,
it must be prepared for a major revolution. While in the last two centuries industrial
revolution and the onset of high technology brought about far reaching changes leading to
a great productivity revolution in every area of activity, imparting education in the classroom
has remained a craft and has not experienced any great increase in productivity. In the
second half of last century, distance education emerged on the scene heralding the arrival
of technology in education. Since then and in a short period enormous progress has been
made. Distance education has already seen five generations,

In the 1960s when distance education made its appearance in a reasonably well defined
form as U.K Open University (UKOU: 1969), some of the developing countries managed
to follow suit, within a reasonably short period, with similar institutions in their country.,
The Allama Igbal Open University (AIOU: 1974) in Pakistan, Sukhothai Thammathirat
Open University (STOU: 1978) in Thailand, Open University of Sri Lanka (OUSL: 1978)
in Sri Lanka and Andhra Pradesh Open University (APOU: 1982) in India, now known as
Dr.B.R. Ambedkar Open University (BRAOU) are some of the examples.

As we stand at the beginning of the 21" century, we realise that the Internet has burst on
the scene and the advanced countries are well on their way to the advent of high technology
in imparting education. The developing countries may acquire the technology, but the
clients stay far behind. The developing countries again face a threat of technology divide
and they must devise ways of facing it.

It is realised much to our dismay that in the 19" and especially 20" centuries, when the
world marched ahead into prosperity riding the waves of science and technology. it has left
behind a vast mass of humanity many of whom go to bed with a hungering stomach. This
did not happen on this scale even during those days when humanity was moving into the
beginnings of civilisation from relatively primitive existence.

Whether the developing countries welcome it or not, the age of knowledge has arrived.
It manifests in the form of liberalisation and globalisation. Universal education, lifelong
learning, continuous updating and innovation are needed for survival in the present age.
Distance education meets many of the challenges and provides the developing countries an
opportunity to move faster and narrow the divide. We need to use all our ingenuity to
develop this tool to extend it to its possible potential and use it to its ultimate capacity.

It has always been my faith that we must do today's job with today’s tool; if we do
today’s job with yesterday's tool, tomorrow we would be out of business.

V.C. Kulandai Swamy



Editors’ note

Scholars endowed with prowess of original thinking are so engrossed in with their work
that they care little for collating them. The print medium comes in handy when it comes to
preserving their knowledge and transmitting, the benefits to later generations. Even if they
are convinced of this, persuasion and perseverance is necessary because they would like to
be sure about the quality of reproduction and have complete faith in the intentions and
ability of those who propose to put them together. We are extremely honoured and grateful
to the author to have'reposed faith in us. This 1s the attraction, as also the chansmatic
personality of the author, that guided us into this task. In the process, we have realised that
our experiences on education and particularly distance education, have been enriched.
Growth and development of open distance education in the Asian region, and more so
in the Indian sub-continent has been truly phenomenal in the last three decades of the
twentieth century. There has been exponential growth in the number of academic programmes,
learners and those engaged in their design, development, implementation and evaluation,
as also perceptible improvement in the quality ot their organisation and management. The
present volume Education for knowledge era—QOpen and flexible learning is based on
keynote and special addresses of Professor Kulandai Swamy in this area. It describes and
analyses critically the growth and development of ODL system to address issues of access
and equity, coordination and management, collaboration and networking. funding and
cost-effectiveness. We have tried to update data depending upon its availability, without
interfering with the original ideas. We hope these efforts have resulted in an enriched and
coherent reading.
We acknowledge the heip extended by our colleagues, Dr. Manjulika Srivastava and Dr.

V. Venugopal Reddy. in bringing coherence to the volume. Any omissions or mistakes
should be ours.

Suresh Garg
Santosh Panda



AV
AC
AICTE
AIOU
AlU
AOU
APOU
B.A
B.Com
B.Ed
B.GL
B.Lib.S¢
B.Litt
B.Sc
B.Tech
BAOU
BRAOU
CABE
CCl
CS
CU
DEC
DLS
EADTU
EDEN
EFA
F2F
FM
FTE
GDP
GNP
GOl
GUA
HDI
ICT
IEES
IGNOU

Abbreviations

Audio/Video

Average Cost

All India Council for Technical Education
Allama Igbal Open University
Association of Indian Universities
Association of Open Universities

Andhra Pradesh Open University
Bachelor of Arts

Bachelor of Commerce

Bachelor of Education

Bachelor of Graduate Law

Bachelor of Library Science

Bachelor of Literature

Bachelor of Science

Bachelor of Technology

Baba Saheb Ambedkar Open University
Dr. Bhim Rao Ambedkar Open University
Central Advisory Board of Education
Correspondence Course Institute
Conventional System

Conventional Universities

Distance Education Council

Distance Learning System

European Association of Distance Teaching Universities
European Distance Education Network
Education for All

Face-to-Face

Frequency Modulation

Full-Time Equivalent

Gross Domestic Product

Gross Net Product

Government of India

Global University Alliance

Human Development Index

Information Communication Technology
Improving Efficiency of Educational System
Indira Gandhi National Open University



xii Abbreviations

LT

[IM

IR

1T

I'T

KOU
KS0OU
L.L.B
M.A
M.Com
M.Ed
M.Phil
M.Sc
MBA
MHRD
MPBOU
NAAC
NBA
NIME
NOU
ODA
ODE
ODL
ODLAA
OLI

Ou
QOUSL
PG

Ph.D
S&T
SAARC
SC
SCC&CE
ST
STOU

§ i

TV

U2l

UG
UGC
UKOU
LNDP
UPRTOU
uT
VCR
VU
WWW
YCMOU

Indian Institute of Information Technology
Indian Institute of Management

Insutute for International Research

Indian Institute of Technology

Information Technology

Kota Open University

Karnataka State Open University

Bachelor of Law

Master of Arts

Master of Commerce

Master of Education

Master of Philosophy

Master of Science

Master of Business Administration

Ministry of Human Resource Development
Madhya Pradesh Bhoj (Open) University
National Assessment and Accreditation Council
National Board of Accreditation

National Institute of Multi-media Education
Nalanda Open University

Overseas Development Agency

Open and Distance Education

Open and Distance Learning

Open and Distance Learning Association of Australia
Open Learning Institute

Open University

Open University of Sri Lanka

Post Graduate

Doctor of Philosophy

Science and Technology

South Asian Association of Regional Cooperation
Scheduled Caste

School of Correspondence Courses and Continuing Education
Scheduled Tribe

Sukhothai Thammathirat Open University

Total Cost

Television

Universitas2 |

Under Graduate

Umiversity Grants Commission

United Kingdom Open University

United Nation Development Fund

Uttar Pradesh Rajarshi Tandon Open University
Universitas Terbuka

Video Cassette Recorder

Virtual University

World Wide Web

Yashwantrao Chavan Maharashtra Open University
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Evolution of open learning

As we stand at the dawn of the 21 century, and review the achievements of the 20
century, it is not the breakthrough in nuclear science or the invention ol the versatile tool—
the computer—or the adventures in space or the advances in biology that stand loremost.
The most remarkable development of this century is the emergence of knowledge s
resource—a resource that is renewable: that could compensate for the absence or inadeguacy
of any natural resource. All resources are meant for development and when we ook al
knowledge as a resource. we move on to the issue of development of human resources
From land and water resources in the agricultural era and through mineral and oil resources
in the industrial era. we have now moved to human resources in the information age o
knowledge era, as some choose 1o say.

In the agricultural civilization, education was an ornament, an embelhishment: it had no
great economic value. The world depended for food. shelter and clothing. not on hiterate.
but on trained persons. In the industrial economy, development depended on Science and
Technology which was not accessible toalliterate people, Education became a necessity il
attained an economic significance and became a tool tor development. With the emergence
of knowledge as a resource, education has come 1o occupy the center-stage as never ever

In the world as a whole, more new umiversities were established alrer 1950 than all the
universitics established in the previous period put together., beginning rom Bologni i
raly or Oxford in England. Even m an advanced country hike the United Kingdom. there
was an explosion ol new universities in the 1960s and again in the 19905, though the
phenomenon has been mostly characterised by upgradation of existing institutions. In u
mutter of three decades. perhaps. the universities have more than doubled in UK. Today.
the governments in both advanced and developing countries spend more money, a higher
percemtage of their GNP. than ever before. on higher education.

_ Evolution of education

Education is not a static phenomenon: it is an orgamie entity. It changes, evolves and grows:
it responds 1o the needs and demands of the economy. One could clearly discern three

stigzos so far in the development of education:
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The teacher-disciple system when the student almost learnt at the feet of the master. The
gurukul system' of India. or the Academy of Plato and the Lyceum of Aristotle of
Gireece represent this model. Even today the work of an M.Phil or Ph.D candidate under
a supervisor has many characteristics of this system.

As the demand for numbers increased and new disciplines grew. the teacher-disciple
system was no longer adequate to meet the challenge. We are told that Leonardo da
Vinci was a master of all subjects as recently as the 16" century: but today even the
tallest expert cannot claim that he/she is the master of one single subject. No single
scholar can teach science or engineering or medicine. Consequently. the classroom
system came into existence. It did not replace the earlier one. but absorbed it and
icorporated additional dimensions.

The classroom system, involving face-to-face education, meant mainly lectures. instead
of discourses, and it flourished over the centuries: it is certainly performing the functions
it was designed for. Initially, the functions of a unmiversity were preservation, creation
and communication of knowledge. Later, to meet the growing needs. it ook on itself
extension, thus adding another dimension. The universities are now expected to interact
with the community. In other words, they have to move outside the campus to make any
social intervention as part of their extension activities.

The demands made on education and the challenges that education faces today are many
and diverse. The conventional system was not designed to meet these new demands. It has
become inadequate. A new system. a new mode was needed and distance education system
emerged on the scene, gradually over a century, but decisively in institutional form since
the sixties.

The new demands or the new challenges arose from:

universalisation of education or Education for All (EFA):
continuing or life long education; and
issucs of access and equity in educational opportunities.

The words in the above phrases may appear familiar; but the concepts that they convey are
essentially developments of the twentieth century.

In every society that has a long cultural history, the importance of education has been

fully realised. But the concept of *Education for All” was not in the scheme of things in the
ancient civilization. Talking about India, Swamy Vivekananda makes the following obsevation:

A nation is advanced in proportion as education and intelligence spread among the
masses. The chief cause of India’s ruin has been the monopolizing of its whole education
and intelligence of the land among a handful of men. If we are 1o rise again. we shall
have to do it by spreading education among the masses. The only service to be done for
our lower classes is to give them education to develop their individuality.

'A traditional Indian system/method of learning which involved close student-teacher relationship,
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L1l about the begimmng of the industrial civilization. the sitation has been more or less
the same i other countries, Coming to developing countrics, 1t is only e 1990 that UNESCO
(1990 i its Jomnen conference m Thaland adopted a reselution setting EEA as the
abjective 1o he pursued. This is based on the realization that education today is o means ol
ups ard mobihty for individuals and a means of cconomic prosperity and overall development
tor mations, 10 s m the second-hall of the twentieth century that we hegan 1o talk ol
expenditure on education as an investment rather than as a social service. The new demands
ivolve target groups, much larger in number and very different from those in the conventional

sVALeI:

e The children of school going age constitute 20 percent ol the world population.
o Non literate/neo-literate adults comprise another 20 percent ol the world population.

In the present circumstances. these two categories together would mean provision for 40
pereent of the population o be put in the classroom il we adopt the conventional system,
Add 1o this, the needs of higher education and of continuing education. Hall the population.
then: will have 1o be in the classroom. The economy of no country can afford o make such
Provisions.

Take. lor instance. higher education in the US. While in India, we have nearly about 7.4
million students today in the higher education system. in 1992 USA had. with less than u
thard of our populaton, nearly 13 million students. But not all of them come strictly unde
the comventional category, Analysing the composition of students in Higher Education in
LU'SAL Crof ¢ 1992) said

Out of the thirteen and hall million students enrolled today. fewer than two million are
‘traditional college studemts”, ie. eighteen o twenty twa vears old Tull time campus
residents, More than half the students are over twenty two years ol age: 0 per cent are
over twenty hive: there are more students over thirty Tive than there are eighteen vear
olds i colleges: two fitths are enrolled part time and considerably more than a third hive
wll campus,

I we take Indias the emphasis coday s on universalisation of education wath priority fo
primary education, It needs por only money but also tramed workloree, According 1o the
oy Al bediee Bl vl Survey 1992, there were 60,000 untiuned teachers 1 the
priouary stage it 22500 eachers in the secondary stage who were on teaching-joh (NCERT.
19921, These numbers have grown muny-fold. Only the North-East accounts lor about
OO0 1w s be possible to train them only through about 2000 training mstitutions
that the country has today.

We may take an example in continuing education. The strength of S&T workloree n
Indiit is the third largest in the world: being 3.5 million in 1990 (MHRD, 1992). We¢ are
aware that i S&T. knowledge doubles in less than five vears. Even il we take it as Iiwe
vears, know ledge will multiply sixty four-fold in the thirty vear period of one’s career. [
this is agreed 10, we have o provide opportunities for several hundred thousand persons
evers vear tor updating their knowledge and skills. This number will keep growimg. Sinnlar
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situations exist in health services, vocationalisation of education, computer applications,
agriculture, banking and literally numerous other sectors/fields. How do we handle such
enormous numbers in conventional institutions? Not all of these persons can become full-
time students either. Knowledge is better updated continuously rather than at discrere
intervals.

Another dimension of the challenge is accessibility. Enormous number of boys and girls
from socially, educationally, and geographically disadvantaged groups of the society.
differently-abled and/or marginalised adults clamour for educational opportunities. In the
case of many of them, availabiliry of seats does not mean accessibility. Between the student
and the conventional educational institutions, there are many barriers.

L]

Conventional system caters to the needs of learners from a specific age group of the
primary, secondary and tertiary education system, provided they could become fulltime
students and fulfil certain requirements of on-campus preparation. For those in and outside
these age groups, unable to fulfil the on-campus requirements and those that need education
and training to gain competence in the jobs and those who need to upgrade, update and
broaden their skills, the conventional system does not provide opportunities. In fact, it has
not been designed for such purposes. In other words, we have today many target groups
who need education and training of certain prescription but are not served by the established
system. The two characteristics of the emerging demands are:

e they involve large numbers; and
o they need a system that will suit the convenience and meet the needs of the learners.

In order to handle the numbers and also to improve accessibility, especially for continuing
and life long education, we have to satisfy two requirements;

e higher productivity in the system; and
o greater flexibility in the structure.

It is in this context that distance education emerged on the horizon. Distance education is
neither a supplement nor a complement to the conventional system. It 1s nol even an
alternative. It 1s a new mode in its own right and meets new demands and caters to new
target groups. It has very high potential for transcending all barriers—economic, social,
cultural and geographic—and reach its clients.

Let us now consider another aspect. Since the dawn of the industrial civilization, craft has
been transformed into or replaced by technology in every area of activity and this has
increased productivity, However, classroom instruction has remained a craft all along and
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in the centuries gone by, there has been no appreciable increase in productivity in education,
In other words, industrial revolution failed to enter the classroom and communication
technology did not find many a client there. Distance education represents the transformation
of education from the stage of craft to the stage of technology and thereby makes room for
increased productivity. While the 19t century was marked by the transportation revolution,
the 20" century was marked by the communication revolution. Distance education endeavours
to make full use of information and communication technologies through the wide range
of media—pnrint, audio-visual and computing; and tools—radio, TV, satellite, computers,
CD-Roms, telephone, and Internet.

Tele-communications and open distance education (DDE)

The advent of information technology has reduced the distance to zero, since the learner
anywhere in the world can be taught virtually. Besides, a whole range of tele-communication
media viz., computer conferencing, audio-graphics, videoconferencing are available to
distance education; even communication media like computer-based training, interactive
video and CD-ROM are used in which the learner interacts with textual information.

Media can be synchronous and asynchronous. In an asynchronous medium like computer
conferencing, both learners and tutors get time to think over their respective responses and
prepare messages to be put into their machines at their convenience for the conference.
One can read and re-read messages at one’s convenience, rather than at a set time. Further,
messages go on piling up every day from various corners, and one gets time to read those.
reflect upon and respond. The conferencing remains alive through this process though any
one individual member may not have contributed to this for days together. However,
asynchronous communication, especially for distance learning, has at times been boring
since one issue takes longer period of discussion to be finally resolved. In synchronous
communication, on the other hand, there is use of voice and vision, and both learners and
teachers need to respond then and there. Those who like to think it over or do not feel
comfortable with the language of communication and would like to read more references
before formulating an opinion, find it very difficult to cope with this kind of communication
(Garg and Panda, 2001).

In ODE, there has been an increasing use of telecommunication media in many parts of
the globe. First, they provide more flexibility in the ‘location of education experience’
(Mason, 1994). In case of computer conferencing, learners from home or even from workplace
have the freedom to connect to the system at any time (day or night) through their telephone
and computer: or from the shared machine and telephone line at the workplace. Second, in
comparison to face-to-face provisions, they provide a wide range of course choices. Higher
level courses are being offered through computer conferencing; professional and courses
on IT itself through telecommunications. Now courses on community and adult education
are also available through these media. It has been found that there has been a great change
in the very nature of curriculum due to use of these media. New varieties of resource
materials are available through Internet, and contributions by learners all over the globe
have enriched the discourses and learning experience through these media. However, there
is hardly any evidence that increasing use of these media has promoted open learning.
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Same admission time, contact time, same rules and regulations as in the conventional
system have limited the practice of open learning through these media. Therefore, though
flexibility is ensured, openness is still in question. Moreover, many claim that
telecommunication technologies favour learning by the disadvantaged and challenged learners,
provided they have access to such technologies: they can take time to use their own
language and to respond to and interact with others and tutors through their own PCs.
Computer conferencing has been accorded the highest preference in ensuring access o
physically-challenged and to homemakers to promote gender equality. Also, use of such
technologies has changed the face of distance education from being the poor cousin of
face-to-face (F2F) education to an independent mode of delivery of quality education.
Quality of learning experience is enhanced because of increased interactivity, simulated
experiences, and rewarding learning events.

In so far as distance education is concerned, use of telecommunications technologies
has reduced the barrier between distance and F2F education; it is a step towards seamless
convergence unthinkable by both groups. F2F interactions have been enhanced by the use
of such technologies; distance education combines technology use with F2F interaction,
On-campus students use computer conferencing for advantages of flexibility in timings,
greater interaction with peers and wtors, and for global experiences through the use of
Internet. On the other hand, distance education has removed the concept of isolated
student (working on printed texts and depending on postal system); and these technologies
have increased the level and extent of communication far ahead ol those possible in F2F
situation.

Internet and distance education delivery

In the pre Cold War period. Internet was a text-driven computer-based communications
system used by those engaged in academic discourse and scientific.research. The Cold War
period witnessed ils spread to maintain a network for dropping the bomb; and the decade
of 1990°s embarked on a new era of WWW (World Wide Web) with widespread use of
graphics, audio and video, and web sites/home pages. WWW has supported quick delivery
ol education and training in both campus-based and distance education situwations. Though
the Internet has not changed the expertise of the teachers and learners to teach and learn,
it has helped them to change their needs, skills and ways of operation. Even in F2F
situation, its use increases flexibility in delivery and interaction. In multi-channel based
open and flexible learning, Internet changes the concept of space and time, and facilitates
recognition of prior learning, transfer of credits, and joint degree programmes through
modularizaton, credit transfer, and accreditation. Learners getting their education by
negotiating their learning resources over the Internet should find themselves much more
acceptable to their employers. Studying through the Internet will also bring to the learners
a large amount of curriculum related information which is current.

Talking about alternative modes of delivery and the context of formal school/college
education, Forsyth (1996:15) remarks: ‘. . . At best formal education could be described as
a eclectic activity housed in a rigid time serving framework established for administrative
convenience rather than an outcome of the learner’. There has been a transition from
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“teaching as telling” to “lifelong learning’. The role ol the teacher has shilted from teaching
to facilitating access to and comprehension of information and learning resources. The
focus of learning has shifted from structured to an eclectic activity,

Forsyth (1996) describes an anecdote in education, which is very much applicable 1o
distance education that:

the sum of human knowledge 1s an amorphous mass;
historically, a group of people called subject experts and teachers evolved to make sense
of the mass of information to others;
by doing so, they compartmentalized. selected. edited and packaged information:
structuring was done for parts of the amorphous whole, and parts were lefl out;
due to knowledge explosion and growth of the amorphous mass, teachers failed to cope
with it: and

o Internet facilitates access to the amorphous mass, building of schemata of knowledge
(not confined to anybody's view), and eclectic accesses to knowledge: and involves
learners in the use of technology for learning.

For contents with theoretical discourse, Internet can develop metacognition, provide linkages,
facilitate bulletin board and chat sessions. However, when there are contents with wider
and multiple perspectives and with open-ended question-answers, it fumbles as a pedagogic
leader. Further. 1t 1s argued that even if 3-D vision and visual movements are possible. 1
provides only screen-based information: it is a glorified black board. On the other hand, for
contents based on practicals/practice, it can simulate, provide drill and practice. structured
assessment, bulletin board and structured demonstrations.

Web based learning and the Internet have immense potential. The number of WWW
users went up to 50 million within four years of its inception and the number ol Internet
hosts and e-mail messages were doubling every year as ol 1996. It is now doubling cvery
4-5 months. With the modern technology of WWW. it is now possible to provide education
through distance mode 1o the world at large. But it can serve only that learner group which
has access to Internet. At this point of time. access to Internet in the developing world s
not so easy or widespread. As per the HDI Report of UNDP (1999), in South Asia only 0,04
percent of the population happen (o be Internet users (Tuble 1.1 Only about 10 ol ICT
users are located beyond industrialized economies. But just like the growth of radio and
television education and cable networks in the recent years. it is poised lor a rapid growth.

As pointed out by Daniel (1996), we have to keep in mind the fact that “most people in
the world have yet to make a telephone call™. It is certainly a paradox that those who need
the benefits of technology most are unable to avail themselves of the advancement because
of their inherent limitations. As things exist today. privilege accrues to those who are
already privileged. We have to choose the technology on the basis of the ability of the
target group to have access to it to enhance equity.

With the advent of distance education, open universities and other open learning institutions
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Table 1.1 Internet users—The world scene ( 1999)

Regions Regional population as a Internet users as

percentage of world percentage of regional
population population

United States 4.7 26.3

OECD Countries (leaving L.S.) 14.1 6.9

Latin American and the Caribbean 6.8 0.8

S.E. Asia and the Pacific 8.6 0.5

East Asia 222 0.4

Eastern Europe and the 58 (0.4

Commonwealth of Independent States

Arab States 4.5 0.2

Sub-Saharan Africa 9.7 0.1

South Asia 23.5 0.04

World 100,00 2.4

(Note: The Czech Republic, Hungary, Mexico, Poland and Republic of Korea and Turkey are included in
OECD)

have come into existence. It is largely due to the succession of momentous revolutions that
are being witnessed in the field of computer science and communication technology and in
their convergence/application to delivery of education. The open university came to be
understood as an institution with the flexibility of an open system, offering education
through the distance mode (after the success of the United Kingdom Open University
(UKOU) and its wide acceptance). Though one is a mode of education and the other a
system of education, they have been integrated in the term ‘open university’, and now open
universities and distance teaching institutions are used almost synonymously. Though
countries in the East had long traditions of advanced learning and developed strong centres
like the Nalanda University in India, university education of the modern world 1s based on
the system developed in the UK and Europe, and has a nearly eight centuries old history,
The origin and development of correspondence education can be traced to the last few
decades of the nineteenth century, and it may be safely said that the open university per se
began with the establishment of the UKOU. In a quarter of the twentieth century, the
system has grown enormously, There are regional and international organisations like the
International Council for Distance Education (ICDE), the Asian Association of Open
Universities (AAOU), the European Association of Distance Teaching Universities (EADTU),
the European Distance Education Network (EDEN), the Open and Distance Learning
Association of Australia (ODLAA), and the like that coordinate and promote open distance
learning in higher education.

The magnitude of the expansion of this emerging system all over the world is reflected
from the data recorded by the Commonwealth of Learning (Tables 1.2 and 1.3). By 1998,
there were 103 countries offering distance education programmes through 1117 institutions.

Even during this brief period, the system has exhibited considerable diversity and
dynamism. There are today four categories of distance education institutions:
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Table 1.2 Regions/continents, countries and institutions offering DE programmes (Till January, 1994)

Continents/regions Number of countries Number of institutions
Africa 31 |59
Asia 19 109
Australasia* 05 96
Middle East 03 ()3
Europe 25 412
North America 03 278
The Caribbean 05 07
Latin America 12 53
Total 103 1117

* Australasian countries: Australia, New Zealand, Papua New Guinea, Fiji, and eleven other member
countries of the South Pacific.
Source: ICDL (1999) ICDL Database, UKOU

Table 1.3 Number of courses offered in various fields of study (Till January, 1997)

S. No. LA Field of study Number of courses
i Arts, Humanities and Social Sciences 8929
2. Business, Management, Economics, Services _ 8438
3. Education and Training 4450
4, Pure Sciences and Mathematics 3431
3. Technology, Computers, Environment and Applied Sciences 4432
6. Health, Social Welfare, Medicine 36249
7 Agriculture, Fisheries 1424
B. Law, Law Enforcement, Regulations and Standards 1445
9. Broad Multi-Subject Studies, Study Skills 1117

10. Architecture, Surveying, Planning, Building I 168
il. Personal, Home and Family Affairs 511

Source: ICDL (1999) ICDL Database, UKOU

* Single mode open universities.

e Conventional universities operating in dual mode with parallel establishment.
e Conventional universities incorporating distance education as an integral part.
e Consortium of open universities.

Virtual universities, which operate through Internet and other telecommunication technologies,
replace or compensate both the campus-based and home-based learning environments.
Access to necessary technology is a pre-condition to entering a virtual university, regardless
of their real learning environment. The learning environment in a virtual university is the
computer-simulation of the learning environment of a real university.

The FernUniversitat of Germany uses multi-media, and other communications and
information technologies including WWW, through its Virtual University Learning
Environment (Lernraum Virtuelle Universitat), for providing information, registration, payment
of fees, distribution of learning materials, library services, lectures, seminars, submission
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and evaluation of assignments, taking exams, learner-learner interaction, both synchronous
and asynchronous communication, and conferring of degrees (von Prummer, 1999).

There have been many virtual universities in the globe catering to education and training
needs of millions of learners. In India, Tamil Virtual University is probably the latest to join
this endeavour. As of now, it caters to the Indian diaspora, particularly from the State of
Tamil Nadu, who may not be in intimate touch with the language and culture of their
forefathers. Discussing the role of virtual institutions, Tiffin and Bridgeman (1999) point
out: * ... What they do not do . . . is to address the need for a radical rethinking of the very
nature of a university if it is to match the needs of the future . . ." (p.1). They put forward
the case for a Global Virtual University at New Zealand, supported by the ICDE, *which
seeks a new paradigm for a university for the information society.

All the models noted above have their relevance and strength. We shall discuss these in
detail in a later Chapter. However, the point to note is that eventually, every conventional
university would introduce in one form or the other, distance education components.

The open university has many elements of the conventional universities. Essentially, the
conventional university system and the open university system are two sides of a coin.
Education at the tertiary level consists of two components:

(i} Classroom instruction (teacher-student interaction).
(il) Self-study (distance education).

Distance education in simple terms is a mode of education where a student is separated
from the teacher in space and time. Viewed from this angle. ‘self -study’ is ‘distance
learning’. :

We need to take a close look at the component “classroom instruction’. It does not mean
merely a series of lectures. I so, it can be replaced by well prepared video lectures by some
of the gifted teachers. The soul of classroom instruction is interaction — mainly interaction
between the student and the teacher and also among the students. For education 1o be
efficient, both these components, namely ‘interaction’ and ‘self-study’ are important. The
distance education system is based on self-study and endeavours to capture the interaction
component of the face-to-face instruction through multi-channel instructional system
comprising:

specially prepared self-instructional materials;

audio-video cassettes with emphasis on discourse method;
telephonic contact with the instructor and tele-conferences:
interactive radio counselling, radio broadcast and telecast;
computer aided instruction;

counselling sessions;

student group discussions: and

hands-on experience for courses with practical component.
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When conventional universities try to meet the new demands of the community on education.
they will have to increasingly introduce distance education components. On the other hand.
for programmes in sciences, engineering. technology, medicine and similar disciplines. the
open universities should opt for more of F2F instruction than they do in the case ol
programmes in humanities, social science and the like. In general, if wertiary education is
a spectrum, at one end will be pure face-to-face instruction and at the other end. pure
distance education. Both are theoretical possibilities and may not exist in practice. What
we have ultimately would be:

e conventional system, with predominant face-to-face instruction and a minor component
of distance education: and

e open university or open distance learning system depending predominantly on sell-
study with a F2F instruction component of varying magnitude depending on the subject.

Because of its emphasis on self-study, distance education has liberated itsell from:

e the constraints of space and time; and
e the traditional approach of confining education to the early vears ol one’s lite.

It has made learning at any age possible because of its flexibility and has demonstrated that
in the modern world. 1t 1s easier to take knowledge to people rather than transport people
to the places of knowledge. This transformation has led universities to operate on national,
regional and even global basis.

Once a university transcends the boundaries of the classroom, it can transcend the
houndaries of the state and the country. In a modest way, like the multinational corporations,
multinational universities are on the horizon. A lew open universities have enrolled siudents
from other countries or have established centres i other countries or are marketing in other
countries the instructional materials prepared by them. As ol now, the Indira Gandhi
National Open University (IGNOU) has its presence in 21 countries. Many Indian and
foreign universities are usine its course materials by adoption or adaption. This is also true
of the OU, Deakin Monash, Athabasca and a few others. We see here a major change: o
change that has greai potential for transtforming the world of educanon, Students from
developing countries have been and are moving in large numbers to universities in advanced
countries: now slowly universities are moving to the students in developing countries.
Universities i advanced countries are moving to establish their campuses in developing
countries:

e The Government of Mauritius 1s negotiating with the Government ol India 1o explore
the possibilities of making available some ol tts courses Tor their students and teachers.,

o The open universities of Tanzania and Nigeria are using IGNOL materials on payment
hasis.
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e The UKOU has many students in Europe registering for its courses.

o Inasmall city state like Hong Kong, there are 19 overseas universities that have established
study centres.

¢ Monash University from Australia is establishing its campus in Malaysia.

There are many other examples,

Education is slowly acquiring certain characteristics of industry. Well prepared distance
education materials now have markets outside the country of their origin. It is necessary to
invest large sums of money to prepare the instruction material for distance education. To
be cost-effective, there should be large number of students. Consequently small countries
will do well to buy materials already available in subjects that are reasonably universal in
nature. Similarly, many developing countries do not have enough experts to prepare instruction
material for distance education. It is prudent to buy them rather than develop them indigenously.

The consequences of such a development are enormous. Education is gradually acquiring
many of the inevitable characteristics of industry i.e., quality, customer satisfaction, quick
response fo changing needs and, in short, competitiveness. These qualities ol distance
education are obvious and undisputed.

The main issue where scepticism exists even today, largely due to ignorance of purists
in academia is qualiry. While there were genuine criticisms that needed to be considered,
there is still a cultural block and a mind-set against distance education. Russell Edgerton
in his foreword to the book on Mega Universities (1996) by John Daniel refers to a
conference of faculty members from campus-based universities, denouncing distance learning
as a threat to quality. While this is the case even in an advanced country, one can imagine
the situation in developing countries where acceptance of change is very slow. The need as
well as relevance of distance education is significantly more for the developing countries
than for the advanced ones. But paradoxically the unpreparedness and unwillingness for
accepting this new tool is more in the developing countries. Against this background,
Daniel reports that. UKOU in Britain and STOU in Thailand enjoy considerable public
esteem. Among 70 universities in UK, evaluated for quality, 13 got the rank of “Excellent
for 50 per cent of the subjects evaluated and UKOU is one among the 13. A similar survey
in India placed IGNOU among the 10 excellent universities in 1999-2000. I can say from
personal knowledge that Certificates, Diplomas and Degrees from IGNOU enjoy reasonable
reputation among the members of the public. The same may not be true for all open universities
in India. As regards Sri Lanka. it has been reported (Ranasinghe, 1992) that ‘the OUSL
degrees are of the same standard as those of the other eight universities . . . The professional
bodies like Council of Legal Education have recognised the OUSL law degree’. The
distance educators have a great responsibility to build the image of the distance learning system.

It is now well recognised that comparatively speaking, distance education is cost-effective.
UKOU has demonstrated effectively that higher education of good quality could be made
available at a lower cost. Ordinary degree programmes in UKOU cost between 39 percent
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1o 47 percent of the cost in conventional universities. Another example quoted by John
Dantel ( 1996) 15 interesting: 3500 Colleges and Universities in the USA have an enrolment
of 14.0 million students and the annual spending 1s $ 175 billion (1995). It works out 1o'S
12,500 per student as average annual cost. A list of |1 mega universities i the world,
account for an enrolment of 2.8 million and the annual budget is around S 900 mlhion,
which works out to less than $ 350 per student.

We have inherited from the 20™ century a world where we find that the divide between the
rich and the poor countries 1s very wide and the gap, unfortunately, 18 increasing. Itis now
redlized that progress and development depend, more than anything else. on the development
and utilization o human resources. In this process, education has become the key determinant,
Baste educanion for all and the highest quality of education for a few have become the
prerequisites for improving the quahity of lite. Higher education and research have come
into greater prominence. The demand for entry into university level institutions is continuously
increasing. In India. the increase is mind-boggling und unsustainable in the long run;
between 19934-95 and 199899, [ndia established 2070 new colleges. i.e. the starting of 10
new colleges every week. Besides the voung seeking entrunce. there is the increasing
demand for conumuing education, i relatively recent phenomenon arising out of the rapid
growth of new knowledge m S&T and the consequent onser of guick obsolescence.
Governments have been finding it difficult 1o find resources to linance the expanding need:
also conventional universities have not been designed 1o meet these new challenges, 1t s
against this background that the 21 century has in its womb enormous challenges for the
academics and we should start preparing ourselves for these.

In every hield of activity, a societv should undergo a mini revolution at reasonable
mtervals, The rule s absolute: any society that resists or avoids nini revolutions will
mevitably face a major revolution. We academics have somehow resisted change and
avonded mini revolutions. A major revolution is now on the horizon, We must prepare
ourselves,

Distance educauon 1s a new tool: a modern tool, The power of 4 1ool is not in the ool
only. It 1s in the hands of the user. A tool 1s as powerful as the imagimmation and ingenuity
of the craftsman. We have in our hands a very valuable and powerful tool, We must make
the best use of it

We must do today’s job with today’s tool: if we do today’s job with vesterday’s 1ool.
tomorrow we will be out of business. This argument is re-inforced in the observation of
Peter Drucker, the management Gury, about the future ol higher education: “Thirty vears
from now. the big umiversity campus will be relics. Universities won't survive . . . Higher
education is i deep crisis. The college won’t survive as a residential institution. Today's
buildings are hopelessly unsuited and totally unneeded’ (quoted in Green, 1999 15),

The pomt to note i1s: Open universities have a greal promise to wake up to and o bright
future 1o unfold!



Prosperity through pooling
knowledge resources

The twentieth century witnessed many spectacular developments in social, political, economic
and intellectual fields of human society. Colonialism virtually ended and human rights
gamed recognition as never before. Oceans and mountains, and distance between places,
ceased 1o be barriers for contact and communication. More than all these, the overwhelming
power that knowledge has acquired stands out as the event of the millennium; it heralded
the knowledge era and everyvone talks about being in a knowledge society, More than
anyone, it is of importance to us academics: knowledge is but the contribution of education
and rescarch,

In any society, one person designs, but many build to translate the design. It is true of
the edifice as well as of the educational system. A society is as tall as the designers it
produces in different domains of its life. A crowd can carry out, but hardly ever create.
Open-Distance Learning (ODL) system itself is the creation of a few visionaries, and the
Indian sub-continent has also adopted this. Now there is a growing shift towards more
flexible and life-long learning. This necessitates repositioning so as to acquire the skills of
‘learning to learn”, The UNESCO Education Commission Report of 1996 very appropriately
identified the four pillars of learning: learning to know, learning to do, learning to live
together and learning to be. This calls for review of methods and techniques vsed n
transaction of education. What could be the holistic vision for university education today?
Otto Peters (2000), a leading scholar of our times, argues that all universities need 1o be
open universities and practice lifelong learming. This chapter focuses on how the developments
and issues pertaining to knowledge era are addressed by the ODL system in the twenty first
century.

In the 20" century, population of the world increased fourfold and the economy increased
seventeen-fold. If one takes the average. evervone must be economically better off four
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times. But unfortunately. it did not happen that way—the distribution wus lopsided. The
inerease in population went to what we call the developing countries: the increase i
wealth went 1o the advanced countries (Brown and Flavin, 1999). Now. tor the first thme in
the history of humanity, the world stands divided distinctly into rich and poor countries.
This certainly is an extremely harmful development and its future implications are disturbing.

The gap between the advanced countries and the developing countries is not dinunishing:

over the years it has continued to increase. In 1960, the average mcome of the top 20
percent of the population living in the richest countries was 30 times that of the hottom 20)
percent of the people living in the poorest countries. This became 60 in 1990 and 74 in
1997. The result is that the top 20 percent of the people living in the highest mcome
countries have access to 86 percent of the world’s GDP. while the bottom 20 percent have
access to only | percent of the world’s GDP (UNDP. 1999), Forbes magazine estimates
that the 225 richest people in the world now have a combined wealth of more than one
trillion USD, a figure that approaches the combined annual income of the poorest one-hall
of humanity (Brown and Flavin, 1999). India is one among the poor countrics: about 35
percent of its people live below poverty line. In terms of quantitative comparison. the
average annual grain harvest per person is 200 kg, providing the average Indian with httle
more than a starch dominated subsistence diet: it is 300 kg in China, About 64 percent ol
our children below five vears are underweight, which means that they are undernourished
(Brown. 1999). In other words. they all suffer from protein deficiency and consequently do
not attain their full mental growth. The disturbing factis: progressive intellectual emaciation
of the naton,

It 1s now established beyond doubt that the basis of the prosperity of advanced countries
is not the area of their land or natural resources or the language they speak or the religion
they follow. It is the productivity of the people that counts and that in turn depends on their
ability to gain knowledge. create new knowledge and transtorm knowledge into wealth,
Though as a nation, we have been extolling the virtue of education, we Tailed o realise the
importance of universal education, i.e. Education For All. even after independence. While
we tind that all our neighbours, i.e. Sri Lanka, Thailand, Malaysia, Singapore, Philippines.
Indonesia and even a populous country like China, have more than 85 percent lieracy. we
stand at 65.38 percent as per the Census 2001.

A World Bank survey of 34 developed countries over a period of 11O years Trom 1850
to 1960 showed that o each of the countries, economic development made a beginning
only after it attained umversal education. So our entry into the knowledge society will
depend on our education: our ability to apply knowledge to productivity and also apply
knowledge to create new knowledge. Moreover, we can bring prosperity to our people only
by pooling knowledge resources.

" Indian educational scene

When it comes to education, we have mostly been accustomed to tlking i terms ol
primary schools. secondary schools. colleges and universities which constitute the tormal
system  Ower the vears, the non-formal system, which in a way is about the carhest.
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essentially with emphasis on skills, has now gained in importance and recognition, It is
mostly from this system that we get handworkers and even knowledge workers like the
typists, shorthand writers, drivers, building-workers and in the recent years, different categories
of workforce for computers at the sub-university level. The non-formal system is expanding
in scope and increasing in strength. The third is the open-distance learning system, where
emphasis is more on learning and teacher is a facilitator,

Each system caters to a well defined target group. In terms of numbers served, both the
non-formal system and ODL system have grown considerably in recent years, and have
established themselves as recognised modes of instruction in their own right. Not too long
ago, both at the state government and central government levels, the formal system was
considered and accorded priority when it came to budget provisions and policy statements.
Though this still continues to dominate, there is a growing realisation of the immense
potential of non-formal and ODL system to cater to the needs of our people: the tenth plan
document has allocated enough funds (10 percent of the total higher education) for the
development of these systems of education as well. However, so long as there is no serious
discussion on education in the Assemblies or the Parliament and no brief account of the
‘state of knowledge resources’ in the country, one cannot assess the impact of such initiatives.

Formal system

The objective of this chapter is to consider the developments in and growth of the ODL
system of education, However, for the sake of completeness, a few observations are made
about the other two systems. Table 2.1 lists the number of educational institutions, students
enrolled and teachers for the period 1950-1998 at the school level. At the tume India got

Table 2.1 Number of m:huu:i:-:. students and teachers in the period 1950-51 to 1997-98 (The no. of
students is in million and other figures are in thousands)

Year Primary Upper primary Secondary and
senior secondary
Schools Students Teachers |Schools  Studemts Teachers | Schools  Students  Teachers
1950-51 210 19.2 538 13.6 3.1 86 7.4 1.5 127
1955-56 278 24.6 69 ] 21.7 4.8 151 10.8 2.6 160
1960-61 330 35.0 742 49.7 6.7 345 17:3 i4 206
1965-66 av] 50.5 EES! 75.8 1.5 528 27.6 5.7 479
1970-T7 1 408 57.0 1060 90.6 13.3 638 37.0 7.6 629
1975-76 454 65.6 | 248 106.6 6.0 778 43.1 5.9 159
1OR0-81 495 73.8 1363 118.6 20.7 351 51.6 11.0 926
1985-%6 529 374 1496 134.8 27.1 96K 65.8 16.5 | 132
199(-91 bl u7.4 1616 151.5 34.0 1073 79.8 19.1 1334
1995-96 590 109.8 1740 171.2 41.0 1 165 98.1 249 1493
1997-98* | 611 108.7 1872 185.5 39.5 1212 107.1 27.2 1521

Source: Ministry of Education — Elementary education
(http://www.education.nic.infhitmiweb/edusta.htm)
* Provisional
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freedom. there was scarcity of educational institutions and whatever were available, were
not used fully. In the year 1950-51. we had one teacher per 36 students in primary and
middle schools and 12 in secondary and higher secondary schools. The teacher-pupil ratio
(TPR) changed to 58. 33 and 18 in 1997-98. The point to note is that in spite of the
increase in the number ol institutions, higher TPR suggests that there is demand tor
opening more and more educational institutions at the school level. By a rough esumate,
we have one school teacher per two hundred members of population.

The growth in the number of tertiary level institutions and students, based on GOI data,
are detailed in Table 2.2, At the tertiary level, the number of institutions increased from 20)
to 258 in the period 1947-2000. The corresponding increase registered in the number of
students is from 228881 to 7100442, As of 2001, we had 9.31 mullion students, 350)
thousand teachers, 11,831 colleges and 262 universities. We have one college student and
teacher put together per 105 members of the public. This number was 135 1n 1995, We have
in the community of teachers and college students. a vast potential for bringing about
general awareness and awakening among the masses, il only we develop an appropriate
programme to utilise their services for dissemination of knowledge.

Table 2.2  Growth of higher education institutions and learners

1947 1957 1967 1977 1987 | 99% RITALN
Institution 20 4] X5 123 175 — 258
Students (000} 229 B6H2 | 3GY 2333 3728 TN -

Non-formal education

Non-formal svstem 1s older than the formal education system. It provided the entire human
resource—the mason, the carpenter, the blacksmith, the agriculturist, the doctor, the musician
and every form of professional—in the agricultural civilization. Today, the typist. the
shorthand writer, the driver, entire labour for the unorganised sector, computer operators in
large numbers and in different categories, artists, media persons and numerous others come
from this system Given necessary recognition, encouragement and positive regulation, the
non-formal system can substantially meet. at certain level, the human power requirement
with reasonable level of skill, Tts potential is yet to be lully realised and utilised. It is
unfortunate that we do not have much authentic information in terms of numbers and
spread and the contribution that this system still makes.

We are aware of the fact that a beginning in Distance Education was made with the
appointment of a commuittee under the chairmanship of Prof. D.S. Kothari in 1961 and the
introduction of correspondence courses in the University of Delhi in 1962, One may see
four stages of development for this system (UGC, 1990):
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(1) The opening decade 1962-72: the decade of offering undergraduate non-science.
non-professional courses.

(11} The expansion phase: 1972-82, characterised by rapid expansion of offering both
undergraduate and post-graduate courses, but confined to those available in the
conventional system.

(m) The open era: beginning 1982, marked the establishment of open universities in the
states and al the centre.

(iv)  Diversification in programme offerings: new need-based. relevant and unconventional
programmes leading to Certificate., Diploma and Degree: offering programmes m
Science and Engineering, Health Science, Agriculture, Management, and the like.

In terms of instructional methods. distance education in advanced countries has seen four
generations (Taylor, 1998):

The correspondence model: print material by post

The multi-media model: Print, audiotape. videotape, computer-based learning, interactive
video,

The tele-learning model: Audio teleconferencing, video conferencing.

The flexible learning model: Interactive multimedia, Internet based access, computer-
mediated communication.

The correspondence education programmes of conventional universities mostly are still at
first generation level. Even the print materials are not of acceptable standard., The state
open universities can be said to function at second generation level. The Indira Gandhi
National Open University (IGNOU), by and large, uses third generation tools but has made
a modest beginning with Internet, thereby claiming to have graduated into the fourth
generation. The point | wish to make is that on the whole, open universities are better
placed in the use of technology, than the formal system. We shall discuss this aspect later.

Present status of strength

The ODL system has seen significant growth. We have today one national open university,
nine state open universities, and sixty four universities otfering distance education programmes
through print material and contact classes. Table 2.3 shows the enrollments in ODL institutions

Table 2.3 Growth of enrollment in ODL institutions for the period 1975 wo 2000 {in million)

Year Enrollments in higher educanon Share of open system
Conventional ODL system Total (percent)
system
|975-76 2.43 (.06 249 2.6
|98 1-82 315 0.19 3.34 5.7
199(-91 4.99 .56 5.55 10,1

1999-()) 1.73 1.58 9.31 17.0
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for the period 197520000, Tt s heartening 1o note that the share of distance mode has
increased from 2.6 percent in 1975-76 1o 17 percent in 2000,

Of the total enrolment in higher education 1 1999-(0). the share of open universites
was over six hundred thousand and correspondence course mstitutes aceounted tor 964
thousand. The total enrollment mcreased to about two million m the vear 2000 and evers
fifth student was enrolled with the ODL svstem.

It was contemplated in the programme of Action 1992 that w the end of VI plan. the
DE programme should account tor 16,5 percent of total enrollment. The Ninth Plan witnessed
|5 percent growth in student enrollments in the ODL system. ( The corresponding arowth
in the formal system was about 3 percent. It is more appropriate 1o compare the annual in-
lake in the two systems since the permissible maximuom duration tor complenng cach
programme in the ODL system i1s much longer) But the nue o aceeptability of (DI
system, particularly for continuous professional development. s now so hieh that i the
vears o come itis expected to grow faster. This realisation has led MHRD GO o support
imformation and communication technology (HCT) based immovative initiatives through
IGNOU 1w ensure wider reach and vse ol regional languages. The Tenth Phun document
envisages 0 percent annual growth Tor the QDL svstem agamst the 310 percent
growth of the formal system. It means that by the end of Tenth Plun perniod every third
student will be educated through the ODL svstiem. This demands diversilication into front
ended technology, driven or enabled and competency based socially relevant programmes
by pooling intellectual, intrastructural and lnancial resources

Target groups

As mentoned earhier, the development of a sociely depends on ils state oF creation ol
knowledge and the use of knowledge by the people. The level and extent of use depends
on the accessibility of knowledge., which in wrn depends ina developing country like India
on dissemination. The ODL system is well suited to carry knowledge 1o people. However,
there are different target groups and dilferent approaches will be necded o cater to then
requirements,

General public

The target groups served by ihe formal system at the school and university levels are well
known as far as their clussical functions, namely preservation of knowledge. communication
of knowledge and creation of new knowledge, are concerned. In 1990, the UGC in it~
document on Policy Frame, included ‘extension’ as one of the functions of institutions of
higher learning. An institution must function as a resource centre and chanee agent. and
serve the social and economic needs of the neighbouring arcas. They may have to use the
methodology and techniques of ODL system to fulfil some of its objectives. In India. this
component is set to grow faster in future. It is therefore necessary [or every institution ol
higher leamming o develop programmes 1o carry knowledge outside the campuses snd
disseminate whatever is relevant to the community at large. [t may be literacy. health care.
environmental cleanliness, agricultural science. rural industrics, home sciences, natural
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resources and the like. They must prepare learning material in print, audio-video cassettes,
and lectures. India has enough knowledge in indigenous as well as modern science and
technology in its experts, institutions and research laboratories. The major task that awaits
us is to provide for mechanisms that facilitate interaction between them and narrow the gap
between the land and the laboratory; between the classroom and the classes of people. The
government departments and conventional universities cannot achieve this task, unless
they adopt unconventional methods. The educational institutions can offer programmes
through open-distance mode and prepare persons who already have a moderate education
to become change agents in the villages and small towns. The government should promaote
these endeavours on a large scale and support preparation of print materials, audio-video
cassettes for use in radio, television, transistor and VCR. It would only help accelerate the
process if the government and the universities include ‘extension” as an integral part of the
function of every college, and the faculty and a necessary component of the curriculum and
syllabi,

Unorganised sector

In India, during the Ninth Plan, the labour force in the organised sector was about 7.82
percent. The balance is in the unorganised sector (GOIL, 1997). As mentioned earlier, the
wealth generated by a nation depends on the productivity of the labour force, Considering
the large size of the labour in the unorganised sector, the productivity of the labour force
in the unorganised sector is a major concern. If only we can put this pool to efficient and
effective use, our human‘resources will become an assel.

In India, the dropout rate in primary classes is 34.5 percent, and in the middle classes
it is 51.6 percent (Fifth Education Survey). These dropouts and those who drop out by the
10™ standard join the labour force without any skill. Naturally, their productivity will be
very low. The factlities available for those with 10+ who want to get vocational educanon
are poor. We need a very large number of ITI and polytechnic level institutions in medicine.
agriculture, commerce, social sciences, computers, information technology and home sciences
to upgrade their skills. And even if such institutions are set up in large numbers, they can
only take care of fresh candidates who complete 8+ or 104, and enter vocational education
institutes. There will be the dropouts and those working without any training or skill. All
these persons need attention. A carpenter may use better chisel and better saw and make
three units of furniture in place of one: an agriculturist may use some knowledge of soil
science and fertilizers and grow two grains/crops in place of one. The number of persons
in this category in the unorganised sector is so large that even if the increase in individual
productivity i1s small, the sum total will be large. The distance education, open school or
open university as the case may be, can make a substantial contribution in improving the
skills of the labour force in unorganised sector. The courses organised by IGNOU for the
tannery workers at Chennai and Erode, Tamil Nadu are typical examples. This example has
to be replicated in a number of industries.

Apprenticeship and open learning

In a country like Germany, candidates, after the period of general education, join academic
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programmes or choose to goin tor vocational education and training. The government has.,
in cach industry, a certam number of apprenticeship positions which the industries are
obliged to provide. The boys and girls join as apprentices and attend classes in the evenings
for two or three days 10 receive theoretical instruction. A large number is handled this Wiy,
It may be in industry. agriculture. hospitals, shops, and in numerous occupations. In order
to handle the boys and girls who drop out and enter the world of work without any skill.
the government may negotiate and obtain positions for apprenticeship for o large number
of candidates and arrange to organise necessary theoretical preparation using distance
education including counselling and audio-video lectures and exercises. There are now
about 25,000 industries that provide apprenticeship training for candidates who complete
the diploma and degree programmes in engineering or +2 with certain vocational subjects.
This may be substantially enlarged and modified. They may be provided necessary training
packages comprising print material, audio-video lessans and demonstrations. The objective
I8 to ensure that the massive work force in the organised sector is oiven at least minimum
theoretical knowledge and skill for the work they are or may be engaged in. It would be
advisable if best of educators and professionals are engaged in this task. This will provide
opportunity for creative minds 1o grow,

Organised sector

Educational requirements in the organised sector, that may have 10 be met by the ODI
system fall under two major categories:

(1) induction training,
(1) continuing life-long learning.

For many services in government and private sector organisations, candidates From schools
and colleges are directly recruited and appointed. They are almost. soon after appointment.
entrusted with the work they have to do. They learn the work on the job with marginal help
trom seniors and colleagues, Well delined training at the time ol induction Tor a specificd
period does not exist. except in.a few private sector firms and public sector undertakings.

It is recognised all over the world that initial training and periodic retraining are pre-
requisites for efficiency and improved productivity. But in India. there exists a pervasive
impression that training is oniy for handworkers and not for know ledge workers. Education
unparts knowledge, trumning gives skill. AN, Whitehead. the philosopher-mathematician,
once said. “In the paths ordained by the God, he goes farthest whose talents are trained”.

Possession of knowledge is one thing: its use is another. We need skill to use knowledge.
whatever be the area of activity: skill requires training. An area where open-distance
education can play a major role. being recognised now, is training.

Asregards the importance of continuing life-long learning., much has been said in distunce
educanon literature. The World Education Report of 1998 emphasized that “the time to
learning is now the whole life-time". The phenomenal rate at which knowledge develops, the
enveloping advance of obsolescence and the catalystic role of liberalisation have added new
dimensions and sense of urgency to life-long learning. It has three basic objectives:

e updating knowledge:
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e broadening knowledge: and
o upgrading knowledge.

In all the three categories ol preparation, continuing education can be used with great
advantage. To achieve these objectives. our universities need 1o restructure, re-engineer
and reform.

Equity and social justice
Equality of opportunities is accepted as an important social objective by all governments:
it is often taken to mean availability of opportunities to all those who may fulfil certain
specified requirements. But availability does not mean accessibility, There are many
disadvantaged sections of the society to whom what is available 1s not accessible. Open-
distance learning promotes equality by taking knowledge to the learner instead of insisting
on the learner to come to the place of knowledge. This aspect deserves particular mention
since equity and social justice will be major fuctors in funding policy in future.

- Collaboration and

The word of mouth has been the dominant mode of knowledge transfer in lace-lo-face
(F2F) situation. It has been traditionally supplemented with the print, which, in turn, has
witnessed considerable improvement and change in form as well as content. The dehvery
of education in the distance mode has been strongly influenced by the proliferation of
information and communication technologies with the result that learning materials are
being offered through a multi-channel. multimedia mix: '

e print materials:

e audio-video programmes:

o personalised interaction—F2FE, eleconferencing, interactive radio counselling, educational
TV: and

e computers, CD-ROMs, Internet, World Wide Web, On-line imtiatives.

Access 1o Internet and development of WWW in the last decade of 20" century opened
fertile channels for professional collaboration by enabling people to work together, improve
efficiency by delivering digitally and forge convergence by bridging the gap between
distance and F2F modes. The increased use of ICT for dissemination of knowledge necessitates
networking and poses real challenges with regard to accessibility and usability of technologies.
However, to equitably share the rich global learning environment in a cost-effective manner,
partnerships and alliances between institutions in a country/region have to be forged. Since
distance education lends itself o networking naturally, the open universities can further
imteractive and collaborative partnership by

o designing and developing common study matenals (print, A/V) and progrimmes.
e sharing infrastructure (study centres, regional centres, electrome media centre/studio
facilities) and work oul twinning arrangement;
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- Open universities

India is one of the earliest countries that applied its mind o the concept of “open universiy’
after the UK established one successtully at Milton Keynes, The Muistry of Education and
Soctal Welfare. in colluboration with the UGC and the Indian National Commission for
Co-operation with UNESCO, orgamised a seminar on open umversities in Decomber, 1970,
The seminar was of the view that the time was ripe for establishing an open university in
India and recommended that the Government of India set up a commuittee 1o study the cos
and other aspects of establishing an open university, Later, the Ministry of Education.
Government of India constituted an eight member working group (1974 under the
chairmanship of G. Parthasarathi, the then Vice-Chancellor, Jawaharlal Nehro University,

The following statement of the Prime Minister in the Rajva Sabha on February 28, 1972
reflected the approach of the government towards the problems ol growing numbers, social
justice and maintenance ol quality:

Now most educational experts in the world are for the curtailment of university education.
But we know that in this country it poses & special problem for us. Those people who
have not had the opportunity of university education for all these cemturies, naturally
feel that such a curtailment will affect them and that therefore education will continue
to have a Kind of class bias. Surely we do not want that, We have to find @ balance in
which there can be some changes without shutting off a single opportunity Trom a
person or a family whao, for the first times s in a position to avail himselt of this. So, any
problem which another country or even eminent educationists think of. has 1o be looked
at in the circumstances which obtain in our country, We have no auidelimes i this, We
have no examples which we can follow. We have to lollow our own path step by step
It can only be done if we think more deeply about all these mutters and again il we are
willing to make experiments (GOIL. 1974:4).

The working group examined the issue in the light of the developments in the world amd
the growing demands tor higher education mn India and sted:

In a sttuanon of this type. where the expansion of enrollments i higher edocation s to
continue at a termfic pace and where avatlable resources i terms of men and money are
limited. one obvious solution if proper standards are 1o be mamtained and the demand
for higher education for different sections of the people 1s 1o be met, 15 to adopt the apen
university system with its provision of higher education on a part-time or own time
basis. The Group therefore recommends that the Government of India establish, as carly
as possible, an open university by an Act of Parliament. The umiversity should have
jurisdiction over the entire country so that when it is fully developed. any student. even
in the remotest corner of the country can have access to its instruction of degrees (GO
1974: 4-51},

However, immediate action was not taken to implement the recommendations, Luter in
1982, the commuttes to enguire into the working of central unmiversities under the chairmanship
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of Dr. (Mrs.) Madhuri R. Shah recommended that practical steps should be taken for
establishing a national open university without any delay. The National Open University.,
recommended by the committee, was established as the ‘Indira Gandhi National Open
University’ (IGNOU ) only in 1985. Moving the bill in Parliament for the establishment of
IGNOU in 1985, Sh, K.C. Pant, then Minister of Education, observed:

We are awakening at the dawn of a new educational order. The old system of education
has become rigid and centralised . . . We are therefore in search of a system that would
be capable of resilience. responsive to the changing needs of tomorrow. There is today
an increasing stress on education for all as also on life-long education . . .

... there is sharp focus on educating those sections of society which have remained
for long neglected or ignored. It is being increasingly realized that in the long run, it
would cost our society heavily if we do not attend to the needs of the weaker sections
and of the disadvantaged”. (editors’ emphasis)

These excerpts aptly emphasize the need for taking education to the "unreached” who have
not been provided ‘equality of educational opportunity” by the formal mainstream system.

The cighties saw the emergence of a few state open universities, besides the National
Open University, that is, (i) Andhra Pradesh Open University (APOU) in Hyderabad,
Andhra Pradesh, now known as Dr. B.R. Ambedkar Open Umversity (BRAOL) in 1982;
(1) Kota Open University (KOU) in Kota, Rajasthan in 1987, (ii1) Nalanda Open University
(NOU) in Patna, Bihar in 1987; (iv) Yashwantrao Chavan Maharashira Open Unmiversity
(YCMOU) in Nashik, Maharashtra in 1989 and a few more in the nineties: (v) Madhya
Pradesh Bhoj (Open) University (MPBOU) in Bhopal, Madhya Pradesh in 1992; (vi) Dr.
Baba Saheb Ambedkar Open Umiversity (BAOU) in Ahmedabad, Gujarat in 1994; (vi)
Karnataka State Open University (KSOU) in Mysore, Karnataka in 1996, (viii) Netaji
Subhash Open University (NSOU ) in Kolkata, West Bengal in 1997; and (ix) U.P. Rajarshi
Tandon Open University (UPRTOU) in Allahabad, Uttar Pradesh in 1998. It is now reliably
learnt that Kerala. Orissa and Haryana are also aboul 1o start open universities.

We shall use the term “Distance Education’ to cover both correspondence and the open
university programmes. Comparatively, there has been a steady and rapid growth in the
enrollment in distance education courses in the seventies and eighties, Table 3.1 gives the
growth of enrollment in the formal system and the distance education system. The enrollment
i distance education has been steadily increasing and the rate of growth is much steeper
than that of formal education. In the period 1982-83 1o 1988-8Y, the rate of growth was 3.9
percent in the formal system and 16.2 percent in the distance education system. Of the
4.54,243 students in distance education in 1988-89, nearly 83 percent were in correspondence
courses of the conventional umversities and 17 percent were in open universities (AlU,
1991: 4). However, in the 1990s the enrollment in open universities has been growing more
steeply than in correspondence courses. This trend is likely to continue in future, In 1999
2000, the DE enrollments stood at 17 percent of the total higher education enrollments.
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Tahle 3.1 Distribution of enrollment in the formal svstem, DE system and the share of DE as pereent of
the total

Yem Formual svstem Distance education system DE system as %
ol ol enrallment

[ 96T 68 1.370.261 8.577 (162
1970-71 LY953.700) 400,753 25
1975-Th 2426, 1Y b 210) 2 54
[R5} 2152437 166,428 4. 71)
198586 1.570.897* 355,090 TRyl
(U8R -RY 3.947.922* 454,243 1133
U4 | 4 448 malhon (1L56 million 1l
| - 2 1.73 mallion 1.5% million 1 7.0

Sovrce: Umiversity Grants Commuission. India and DEC (2001 )
* Estimated ligures,

The distribution of students enrolled in distance education is markedly uneven in the country,
The lopsidedness has grown over the years. The percentage of the total for the various regions
is given in Table 3.2 for the years 1975-76, 1982-83, 1988-89. and 1999-2000). As may be
noted, there is imbalance between different regions: while learning through open system is
more popular in the southern states. the eastern region has been slow o aceept it However,
overall enrollments in the central and western regions have shown a steady growth in the
19908 largely due to the establishment of YCMOU and MPBOLU.,

Table 3.2 Regional distribution of wtal enrallment in distance education

Regon Enrollment as percent of the total
1975-76 1982-83 1988 -89 19902000
North 58.2 2.4 27.2 5.4
South i7.| FLRY 3.5 47.1
Fast 2.5 1.2 1.7 Y
—d

7.4 4.6 4.6

Central and West

Nerce L‘llih'ur:iil}' Cirants Commussion, Indiig: Theme PH.F'I..'[. Conlerence of Vice-Chancellors, Vhmedabuad,
PO Busie Statistios relating 10 DEIS in India, DEC-IGNOL, New Delhi . 200

While the number of universities. including open universities, offering distance education
programmes is 74, the enrollment is mainly in about fifteen universities. As of 1999-2000),
the number ol umiversities with enrollment strength less than 5000 was 40, between 5,000-
25,000 was 163 between 25,000-50,000 was seven: between 50,000 100,000 was 1wo; und
over 100,000 was seven (Table 3.3).

Distribution of enrollment in higher education vis-a-vis distance education within a
region is given in Table 3.4 for the year 1988-8Y9. Since then. significant changes have
oceurred. Within cach region, the enrollment varies among the states.

Table 3.5 indicates the tremendous growth of open universities in respect ol enrollment,
matertal production, involvement of experts from outside the OU system. media networking.
and programme delivery networks. In 2001, all OUs, put together, enrolled more than 625
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Table 3.4 Region-wise distribution of enrollment in higher education in India ( |1U8E-%9)

Caollege/University  Distance Toal Shire of DE
departments education i total (1)
Southern Kegiom
. Andhra Pradesh 209913 76,075 175,088 2().2
2. Karmatuka 274,103 17.615 291.718 .0
i, Keriula 1583.753 0. 194 163,947 .2
4. Tamil Nadu 283.854 198,254 482,138 41.1
Sub-Total 1.011,623 302168 1.313.791 23.0
Northern Region
5. Delhi G521 55,839 | 66, 760) 33.5
6. Harvana R21.588 29549 85.547 3.5
7. Himachal Pradesh 22.437 19,257 41.694 16.2
8. Jammu and Kashmr 31.256 1,939 33,195 5.5
9. Punjab 46,574 16,303 162,877 10).0)
1), Rajasthan 19.2.9%) 22,546 215,536 1.5
[, Uttar Pradesh 548,791 4.76Y 553.560 (1.4
Sub-Total 1,135,557 123,612 1.259.169 U R
Cenrral and  Western Region
12. Madhyva Pradesh 287.24H) 287,240 IR7.543 0.1
13, Maharashtra 514,804 514,809 535,232 3 s
4. Gujaral 232,602 232.602 232,754 01
Sub-Total 1.034,651 1.034.651 1,055,529 2.0
Fastern Region
[5. Assam R7.238 — w7.235 —
6. Bihar 273,303 3,262 270,565 .2
1 7. Mampur | 1,941 - | 1.94 ] —
I8, Meghalava/Nagaland 10,103 - 10,103 =
19, Orissa 78.771 4.323 s3.0u4d 5.2
20. West Bengal/ 304.738 — 304,738
Tripura/Sikkim
Sub-Total 766091 7.585 773.676 (.98
All India Total 3.947.922 454,243 4. 402,165 10,3

e

=

Sowerce: University Grants Comnussion, India, Theme Paper, Conlerence of Vice-Chancellors, Ahmedabuad,
14

thousand students. which stands at 30 percent ol all distance education enrollment. IGNOLU,
BRAOU, MPHOL and Y CMOLUT have together crossed 0.5 million enrollment limit per annum:
and IGNOU s annual enrollment alone 1s almost 30 percent of the total DE enrollment.
A detailed descrpnion of enrollments in a few selected open universities and CCls 1s given
i Appendis 1

Organisational structure

An open university differs from its conventional counterpart in several respects such as
objectives. target groups. mstruction methodology and delivery svstem. These would
conseqguently require an organisation that would meet the demands which are unique to the
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system. The various functions of an open university can be broadly perceived under three
calegories;

l. Academic
2. Industnal
3. Admimstrative,

A conventional unmiversity has two components, academic and administrative und we have
long experience with this system. Even so, the management of a conventional university
has many imponderables and the problems do not fall under set norms. In any system. the
addinion of even one interacting component increases the complexity manifold. The open
university with an added component is in a sense a hybrid system combining in it the
academic and the industnal, for which a parallel. either in government or in industry does
not exist. The advanced countries do have more than two decades of expertence in managing
open universities but even there, a stable organisational structure has not yet got established.
Strictly speaking, India did not have any model that could be followed, much less transplanted.
Considerable ingenuity and imagination were needed to evolve an appropriate oganisational
structure and management philosophy.

Among the open universities in India, the Indira Gandhi Natonal Open University has
an organisational structure that has been evolved after wider consultation, serious thoughi
and effort. It will, m the present context, serve as a model Tor open universities in India A
detailed account of the objectives, governance, instructional methods and the role of IGNOLU
in distance education in India is given by Ram Reddy (1988) who was also the leader of
the team that prepared the project report for establishing the university,

The structure may have to evolve over a period of time depending on the growth and
development of the distance education system itself. As for IGNOL!, it consists of (wo
major parts: (a) the authorities of the umversity, and () the organs ol the university. They
have components as given in the following.

Authorities of the university

I. Board of Management
2. Academic Council
3. Planning Board

4. Finance Committee.

Organs of the university

I. The academic components, that is, the schools and divisions that identify educational
programmes, prepare instructional materials, printed volumes. assignments, euides, audio
and video cassettes and evaluation tools, participate in radio counselling and chat sessions.

2. The support services, that is, the divisions that combine in them academic and industrial
operations.

3. The admimistrative and finance offices that maintain the system in general,
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The orgamsational structure of IGNOU is given in Figure 3.1. As is customary with the
central umiversities in India, the President of India is the Visitor. He is empowered (o
appoint Vice Chancellors and has the authority to ensure that the university is administered
in accordance with the provisions of the Act and the statutes and ordinances made as
provided for in the Act.

‘ ORGANISATIONAL STRUCTURE I

Figure 3.1 Organisational structure of IGNOU

The Board of Management is the principal executive body of the university. The Academic
Council is, as in any other university. the principal academic body and is responsible for
the identification and formulation of educational programmes and laying down standards.
The Planning Board is responsible for the preparation of short and long term plans and for
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the monitoring of the development of the university on the lines indicated 1 the objectives
of the university,

The Finance Committee examines the accounts and scrutimises the expenditure, It lixes
the limats Tor the total recurring and non-recurring expenditure tor the vear, based on
income and resources of the university. All proposals relating 1o revision of grades, up-
gradanon of the scales and those 1tems which are not included in the budget shall be
examimed by the Finance Committee.

The Vice Chancellor is the Chairman of all the four authorities and the membership in
ach authority is drawn from constituencies relevant to its responsibilities, The functions
of the schools of studies. various divisions and offices shown in Figure 301 are fairly
obvious as indicated by the titles and will not be elaborated here for the sake ol brevity,

' Methods of instruction

It s common knowledge that Distance Education is based on multimedia approach and
utlises devices such as print material. television. radio. telephone. audio=video cassettes.
computers and counselling sessions, In India. the conventional universities that offer
programmes through Distance Educanon mode make use of mainly promed materials and
counselhng sessions. A few of them broadcast the lessons over the radio. The open universities,
however, have made arrangements to use the multimedia approach more effectively and
have added audio and video cassettes to the print matenal and counselling sessions. The
method of instruction employed by the Indira Gandhi National Open Universiy is given in
Figure 3.2,

In the case of IGNOLU, for subjects requiring laboratory instruction and practical work.,
appropriale arrangements are made through the study centres. The university has 46 regional
centres (29 regional centres and 17 recognised regional centres for the services) and above
650 study centres (January, 2002) covering the length and breadth of the countrs. Euach
study centre has a Coordinator and depending on the suength ol students, one or more
Assistant Coordinators and supporting staft—aull on part-time basis, 1t has o hbrary and
tacihities tor the counselling sessions and the use of audio and video casseties,

Evaluanon is a continuous Process CONSIST N O WO COMpPORCRES: CONLUOUS assessment
through assignments tor cach course and a termimal exanunation for every course at the end
of the academic session. Werghtage assigned For the Former is between 25 percent and 30
percent and for the lnner between 70 percent and 75 percent of the total score,

| A review of enrollment

We hive mentioned earlier that Distance Education has a chientele of its own. meets such
needs as may not be Tulfilled by the conventional system and transcends cconomig, social
and peographical barriers. o may be worth endeavouring 1o study the extent to which these
objectives are being realized as seen trom the admissions made 10 the courses,

A review ol the admission patterns of the tollowing categories of students may help us
gel a ghimpse of the prevatling suitus:
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‘ LEARNING SYSTEM I

Figure 3.2  Instructional system at IGNOU

Women

Persons without formal qualifications
Age groups of persons admitted
Employed persons

Disadvantaged groups

Unfortunately most of the conventional universities have not obtained and maintained
information on the aspects mentioned above. Among the open universities, information
from IGNOU and APOU only is given. Even in the case of the former, information available
15 restricted to certain courses only, Consequently, the discussion in this section is based on
limited data covering a brief period of experience and is confined to only a few of the
programmes offered by the two universities mentioned above,

Women

If we take the total admission in the formal university courses in India, the percentage
of women is 31.7 (1988-89). The figure is 41.3 for distance education (1989-90) including
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correspondence courses and open university programmes. In certain states the position 1s
very encouraging. The proportion of women in distance education enrollment in central
and western region was 57,1 percent; that for the eastern region was 27.3: [or the southern
region 40 percent and for the northern region 40.8 percent (Table 3.6). Gender-wise
break-up reveals that distance education has benefited a very large section of the women
and as such further expansion of the syvstem may attract more women who have not
been able to avail themselves ol the opportunities of formal education. Information
given in Table 3.6 i1s about the four regions. Table 3.7 gives information about a few
universities tor illustration,

Table 3.6 Gender-wise break-up of distance education students in India ( 1989-90)

Regions Maile Female Total Percentage
chistribuntion
Male Female
Southern Region
|. Andhra Pradesh 44,754 21,028 65,782 6GE.() 3240
2. Karnataka 15,682 6.85() 22.532 (Y 6 3014
3. Kerala 5,944 |.904 7.848 75.7 24.3
4. Tamil Nadu 105,897 55,130 191,027 55.4 44.6
Sub-Total 1722717 114912 287.189 600 4000
Northern Region
5. Delhi 22.675 18,491 41,166 55.1 44.9
6. Haryana 7.427 11,533 | 8.96() 392 Gil).a
7. Himachal Pradesh | 1.66] 4,599 16,261) 71.7 2R3
8. Jammu and Kashmir 1.201 Gh! 1.885 63.7 36.3
9. Punjab R, 789 5.317 14,106 623 37.3
10. Rajasthan 5.935 1,985 71.920 749 23.1
1. Unar Pradesh T.871 2488 100,359 76.0 24.0
Sub-Total 65,559 45,097 110,656 59,2 40.8
Central and Western Region
12. Madhva Pradesh 1,431 675 2,106 674 321
13. Maharashtra 14.917 24,172 36,089 41.3 58,
14, Gujarat 112 17 129 KO8 13:3
Sub-Total 16,460 21,8564 38324 42.9 57.1
Eastern Region
15. Bihar 4.596 1,036 5.632 R1.6 184
16, Onssa 3,073 2.601 7.674 66, | 339
Sub-Total 9.66Y 3.637 13,306 72.7 27.3
Grand Total 263,965 185,510 449,475 58.7 41.3

Source: University Grants Commission, India, Theme Paper, Conlerence of Vice Chancellors, Ahmedabad,
1990.

Note: The break-up of 31,663 students admitted to Indira Gandhi National Open University and 6,211
students admitted to Kota Open University was not available. This explains variation ol 37. 874 students
from the total of 487,349 for the year 1989-90,
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Table 3.7  Gender-wise break-up of students in correspondence courses (1990-91)

Liniversity Men Women Total
(Percent) (Percent) (Percent)
Punjabi University 3,334 (59.2) 2,295 (40.8) 5,629 (100)
Madurai Kamaraj University 24,577 (58.4) 17,470 (41.6) 42,047 (100)
Delhi University 27.176 (534.7) 22,535 (45.3) 49711 (100)
Annamalai University 34,470 (65.2) 18,407 (34.8) 52877 (100)
Kerala University 2.842 (64.5) 1,562 (35) 4. 404 (100)

Source: Information obtained through a questionnaire: figures in parentheses indicate percentage.

Persons without formal qualifications

In general, correspondence courses follow the rules of the conventional system and the
minimum qualifications prescribed do not vary. A few conventional universities do admit
candidates for the first degree programme without insisting on minimum formal qualifications.
They organise preparatory courses for these students to make up for possible deficiencies.
But the number of such universities is very small. Over the vears, as the correspondence
courses gradually adopt the Open Umiversity mode, admission requirements may become
liberal in these universities wo. We may have to consider, for the present, only the open
universities,

In the APOU, the enrollment to the undergraduate courses increased from 6,231 in
198384 to 16,402 in 1989-90. The strength of formal and non-formal students is given for
three years in Table 3.8 for APOU and Table 3.9 for IGNOU. We define formal students as
those who possess the minimum academic qualifications for admission as laid down in the
formal system. Non-formal students are those who are admitted on the basis of an entrance
examination and do not possess the minimum academic qualifications prescribed by the
conventional universities.

Table 3.8 Andhra Pradesh Open University: formal and non-formal stream in undergraduate programmes

Academic Year Formal MNon-formal Total
|98T-88 3.867 (24%) 12,436 (76%) 16, 303
| GRE-HH 4,087 (24%%) 12,740 (76%) 16,827
1989-9() 5,655 (34%) 10,747 (66%:) 16,402

Source: P. Ramaiah et al., A Study of Students” Profile in Andhra Pradesh Open Universiry, Hyderabad,
1990,

[t can be seen that in APOU over 75 percent of the students and in IGNOU about 60 percent
come from the non-formal stream. But for the distance education system, higher education
would have remained inaccessible to these candidates.

Age group

Age group is another criterion to give an idea of the comparatively increased accessibility



Development of open distance education 39

Table 3.9 [GNOLU: formal and non-formal stream i undergraduame programmes (BA B.Com)

Year Formaul MNon-formul Tontal

[OKE-XO 5.872 (46%:) 6813 (545 |2 (XA
1989-U) 4 482 (29%:) L8008 (715 ) |5 31K}
M- | 5.954 (43%) 198 (87%) | 3783

Source: Admission Division, IGNOLU.

of this system. As an illustration, Table 3.10 gives the age-wise distribution ol the students
admitted in 1990-91 to various programmes offered in IGNOU. It may be noticed tha
there is a sizeable percentage of enrollment for various programmes [or the age group 46
and above,

Table 3,10 IGNOU admissions in 1990-91: age-wise distribution m percent Tor various programimes

Programme Below 21 21-25 26-3() 31-35 it—40 4143 \hove <
Diploma in Managerent - 9.61 4462 23.96 12,88 R 285
Specialised Diplomas in - 22.40 F3:33 20.34 X272 f1.50) 4+.71
Munagement

Diploma in Distance 533 146 2594 20,85 14.74 ®.0] 11),42
Education

Bachelor of Library and — 1580 3849 22.43 1333 5,38 .67
Information S¢.

Bachelor’s Degree Prog. IR.58 4532|798 .52 518 2.1l |31
{ Non-formal)

Bachelor's Degree Prog, 19.66 4427 17.40 9,34 5.12 |08 218
(Formal)

Certificate in Food 1431 39.1v 2146 11.40 7.37 339 7 KX

and Nutniton

Source: Viee Chancellor's ["!,l:rlnnﬁ1 Second Convoemtion of TCGNOILL

Employed persons

In Tables 3 11 and 3.12 are given the particulars of employment pertaining to the undergraduoate
students for whom information is available in APOU. In the case of IGNOU, except for
B.A, B.Com and B.Sc, programmes are mostly meant for in-service persons and employment
in the relevant field is a prerequisite for admission. Hence the need for an analysis of this
nature does not arise.

The large proportion of unemployed students indicates that the Open University system
supplements the formal system in meeting the demand for conventional programmes in
higher education,

Tahle 3.12 shows that there is poor response from the employed section of women. The
enrollment of housewives has been increasing. Though there is increase in enrolliment,
there is a fall in the percentage of public employees, However, this is true for one programime
in one open university and may not represent the real position in the country.
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Table 3.11  Andhra Pradesh Open University: Distribution of male undergraduate students by occupation

Academic Munual and  Agriculturists  Business Public Teachers Unemployed Others
veiur skilled men emplovees

workers

|986-87 461 210 299 1,690 294 8,379 2429

(3%) i(1%) (2%) (13%) (2%) (61%) (18%)

198758 603 167 278 1.321 302 6.377 2,035

(5% (2%) (3%) (11%) (3%) (S8%%:) [ 1BS0)

1988-89 289 218 ald 1,313 225 6,898 2,306

(3%) (2%) {2%) (11%) (2%) (6% ) (205:)

19844 242 148 178 458 272 13717 2,691

(2.2%) (1.3%) (1.5%) (4%) (3%) (65%) (23%)

Source: P, Ramaioh et al., A Study of Students” Profile in Andhra Pradesh Open University (Hyderabad,
1990).

Table 3,12 Andhra Pradesh Open University: Distribution of female undergraduate students by occupation

Academic Unemployed Manual Public Teachers Others
year housewives workers employees

1986--87 4,807 (87.2%) 12 (0.2%) 245 14.4%) 277 (5.1%) 173 (3.1%)

98788 4,308 (B5.8%) 15{02%) |78 (3.5%) 237 (4.7%) 282 (5.8%)

|988-8Y 4,610 (86.9%) 25 (0.4%) 215 (4.1%) 259 (4.9%) 197 (3.7%)

1989-40) 4,406 (87.5%) 13 (0.3%]) 100 (2%) |88 (3.7%) 329 (6.5%)

Sowrce: P. Ramaiah et al.. A Study of Students' Profile in Andhra Pradesh Open University (Hyderabad,
1950

Disadvantaged groups

In India, economic deprivation, geographic isolation and social constraints impose disabilities
that individuals, on the average, cannot overcome. Disadvantaged groups are many. Here,
we consider those who come from rural and remote areas and those who belong to Scheduled
Castes and Scheduled Tribes.

Unfortunately information concerning candidates from rural areas is not available for
APOU. Information for the 40.824 candidates admitted in five programmes in IGNOU in
1990-91 is given both for rural, urban categories and SC, ST categories (Table 3.13). Also,
information given in Table 3.14 for four CCls shows dismal picture. except the SNDT
which enrolled 23 percent SC students in the same year. The latest data received for three
OUs and 11 CCIs in Table 3.15 gives a mixed picture where a few OUs and CCls have
improved enrollment of women, rural and SC/ST students (treated separately). The national
open university needs to seriously undertake strategic interventions to uphold the mission
of reaching the unreached.

[f we consider the fact that the population of the SC and ST communities is 15 percent
and 7.5 percent respectively their share in admission is poor. It may also be stated that the
ST population is heavily concentrated in certain states and regions and their participation
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Table 3.13 IGNOU: Urban, rural and SC/ST students in 1990-91 admissions. in percent of the total tor
some of the courses

Programme Urban Rural SC 5T Others Fotal
Adnmutied

Diploma in Management 87.4 12.6 4.8 0.% Q.4 7.617

Specialised Diploma 84.3 15.7 3.6 1.5 95.9 1,741

in Management

Bachelor of Library 67.9 32.1 2:6 0.7 06,7 |.872

and Information Science

B.A, B.Com 70.8 292 10.4 4.6 85.0 11217

(Preparatory)

B.A, B.Com 75.7 24.3 7.6 3.7 RE.7 13,752

(Formal and Non-formal)

Certificate Courses in 74.8 25.2 34 L3 95.3 2919

Food and Nutnition

Source: Vice Chancellor’s Report, Second Convocation of IGNOLU.
Note: The distribution of SC, ST students in the correspondence courses of some of the umversities s
given in Table 3.12.

Table 3.14 Distribution of SC and ST students in correspondence courses (1990-91 )

University SC Students ST Students Others Total
Punjabi University 539 (9.6) S8 (1.0) 5.032 (894 5.629
Madurai-Kamaraj 2,650 (6.3) 176 (0.4) 39.22] (93.3) 42,047
University

Delhi University 2,422 (4.9) 218 (0.4) 47,071 (94.7) 49711
SNDT Women's 1.251(23.0) 196 (3.6) 3982 (73.4) 5429
University

Source: Information obtained through a questionnaire: figures in parentheses are in percentiages

will depend on the facilities and more importantly. the awareness created in these arcas.
Distance education is only an enabling provision.

ol

I_.-IJII-

L
N AT ] e

It may be stated that in general, the Schools or Directorates of Correspondence Education
in the conventional universities have been offering the same courses as are available with
them in the formal system. During the sixties, correspondence courses were restricted 1o
arts, commerce and social sciences at the undergraduate level. In the seventies postgraduate
courses were introduced and new disciplines like mathematics, law and educanon were
added. A few universities made a beginning in job oriented Certificate and Diploma courses.
In the eighties, Bachelor’s degree programmes in basic sciences, library science. banking
and commerce were introduced. Diploma Programmes specially designed tor the distance
education system were introduced in some universities. Courses in professional areas as in
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Table 3.15  Participation of deprived groups-women, rural and SC/ST students: 2000

S1. No. Name of Open Universities Women Rural SC/ST
l. IGNOL 27 2 T
- YCMOU 28 3 20
. § BRAOLU 27 45 27

Name of Institution (CCls)
(Enrollment over 10000)

1 Kurukshetra Univ. 2644 — —_
2, Univ. of Madras 42 OR 30.88 —
3. Univ. of Calicut 43.94 — —
+ Pondicherry Univ, 26.44 34.91 —
5. Allahabad Univ. 17.84 — —
fy. Univ. of Mumbai 449 .9() — —
7. H.E Univ. Shimla I8.6T 15.60 —
8. M.D. Univ.. Rohtak 40.48 — —
9. Univ, of Burdwan, Burdwan 47.95 628 —
10, Punjab Umv., Chandiguarh 31.74 23.587 —
Il Univ. of Delhi, Delhi 46.04 — 3.63

Source: DEC (2001 )

education, library science, law, accountancy and management were started. Mention may
be made of the introduction of M.Phil, Ph.D, and M.S¢ programmes. [t may, however, be
mentioned here that with a few exceptions. even today the programmes offered under the
correspondence courses are the same as those already available in the respective universities
in the formal system. The entry qualifications and other requirements also remain the
same; the only difference being their availability under the correspondence mode.

The Open Universities, especially IGNOU and YCMOU and to a small extent APOU,
charted a new path in designing courses with emphasis on new target groups and relevance.
These universities concentrate as a matter of policy on programmes for in-service candidates
to help them update and broaden their knowledge and upgrade their qualifications, The
courses being offered and planned by IGNOU fall under four major areas:

I. Humamties and Social Sciences.

2. Science, including Applied Sciences.

3. Professional disciplines such as Management, Education, Engineering and Health,
4. Continuing Education courses in different disciplines.

[t may however be mentioned that continuing education aspect forms part of the courses
offered in every discipline. Courses are designed to help the candidates for either updating
and broadening their knowledge or for upgrading their educational qualifications.

‘The progressive development in the typology of courses offered under Distance Education
System, during a forty year period is given in Table 3.16.

Table 3.17 gives the registration of candidates in 1989-90 under different disciplines. It
will give an idea of the categories of courses offered under Distance Education system and
the enrollment in them.
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Table 3.16 Progressive development of distance education programmes from 1962-63 (o 2000-0]

Period Conventional Courses Employment oriented courses
UG and PG Certificate, UG PG Certificate.
Diploma and Degree Diploma and Degree
1962-63 10 Pre-University —_— —
196970 Course, B.A. B.Com
1970-7T1 w  M.A, M.Ed. B.G.L Certificate in
1974-75 Teaching of English
1975-76 to  B.Sc¢ (Maths), M.Com Diplomas in certain —
1979-8() areas of Management, LL.B.
1980-81 to  B.Se (in subjects with Certificate in areas such PG Diplomas in areas
1989-9() practicals). M.S¢ (Maths, as Library & Information such as Management,
Physics, Chemistry and  Science, Journalism. Mass Public Relations,
Life Sciences) Communication and Rural Distance Education
Development. Diplomas in and Accounting.
areas such as Cooperation, M.B.A, M_Phil. Ph.D
Management, Statistics, in certain disciplines.
Population Education,
Creative Writing,
Criminology and Divinity.
Bachelor's Degrees such as
B.Ed, B.Tech, B.Lib. Sc,
Bachelor of Banking
and Comimerce.
1990-49] 10 Women Empowerment ADIT, PG Diploma in Transla-

2000-2001 Disaster Management
Bachelor of Information

Technology, Rehabilitation

tion, MBA (Banking and
Finance), PG Diplomain Interna-
tnonal Business Operaton. B_Ed

Source: UGC Reports from 1962-63 10 [98E-H8Y,

Note: The Table is meant to be illustrative of the trend of development and not exhaustive,

Table 3.17 Distribution of distance education students in lerms ol categories ol courses ( |989-9())
Course Categories Enrollment Percentage
Undergraduate Courses (B.A, B.Com, B.5¢) 260,739 53.50
Postgraduate Courses (M.A, M.Com, M.5¢, M.Phil) 115,836 2307
Professional Degree Courses (B.Ed. LL.B, B.G L. 72,392 1,90
B.Litt, B.Lib, Sc, M.Ed. M.B.A)
Professional Diploma Courses (in areas such as: 32.559 6.68
Banking, Cooperation and Rural Studies, Several
Specialised Fields in Management, Commerce.
Education and Commumication: Technology and Law)
Professional Certificate Courses (in areas such as: 5.623 1.15
Library and Information Science, Law, Education,
Agriculture, Technology and Computer Application)
Toral 4587.349 100,00

Source: University Grants Commission, India: Theme Paper, Conference of Vice-Chancellors, Ahmedabad, 1990,
Note: In the UGC report. M.Phil. is counted against Professional Degree courses,
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As the Open University System expands, it will have a large number of students and faculty
members of commensurate strength. As this new development gets established, certan
issues will need policy level decisions. and one such will concern research. Preservation,
creation and communication of knowledge, as well as extension are the four functions of
a modern university. Research is necessary for the academics to keep themselves up-to-
date in their fields of knowledge. Open universities do not practice teaching on the campus
as there are normally no students on the campus. The nature of the work for the purpose
of launching and maintaining courses may not necessarily include research. If the academics
spend their time only in writing and editing courses, it may not be long before they get into
an uncreative routine and slowly lose interest, enthusiasm and freshness. If research 1s to
be incorporated, the major question that will arise is whether it will be research for
advancement of knowledge in the major disciplines or whether it will have any orientation
to the Distance Education system. One can imagine a vast scope for research on topics that
may have a bearing on innovations in dissemination of knowledge itself, at different levels,
in different environments and in different subjects. Research in an open university must
have certain dimensions that improve the effectiveness and efficiency of the system itself.
The implication is that investigations in communication of knowledge assume as much
importance as creation of new knowledge. In a higher education system., it 1s essentially the
students who do research and the academics provide guidance. In the absence of students
on the campus, new strategies have to be developed to promote and sustain this activity.
Introduction of M.Phil and Ph.D programmes and recognition of institutions in different
parts of the country where candidates can do research under the guidance of academics of
the open university with co-guides in the respective institutions may be one approach. Such
research initiatives are already in place at BRAOU, YCMOU, KOU, MPBOU, and IGNOLU.
(The Research Council overseas all research activities and devises policies and strategies
from time to time.) Open universities can also have on the campus, research scholars and
research projects that focus on innovations in communication of knowledge. However,
open universities must address the issue of world-class research, and develop a methodology
that will ensure the involvement of the faculty in the creation and communication of
knowledge. The question that would often be asked by both the in-house faculty and the
conventional counterparts is to what extent research is integrated into the mainstream
activities as an instrument of continuing professional development and for the development
of the distance education system itsell.



Development of open distance education 45
Appendix 1 Pattern of enrollment in QDL system

A. Open Universities
(1) IGNOL! : 2000

S.No. Programme Total Female SC/ST Rural
I BCA 19036 1248 878 3799
{ 100) (17.06) {(+.61) (19.96)

2 BDP 19240 S006 2116 3631
{ 100)) (26.02) (11040} (29.27)

3 BED 2277 1345 24935 468
( 100 (59.07) (12.96) (200.35)

4 BLIS 2253 1323 198 746
(100) (58.72) (B.79) (33.11)

5 BPP 5489 435(0) 2719 4251
i 100) (28.08) (17.53) (27.45)

f BSCN 5015 450 50 1003
( 10K (89.11) (9.90)) (20.40)

7 BTCM 564 14 59 162
( 100] (2.48) (10.46) (28.72)

R BTS 1917 398 144 43
( 100) (20.76) {7.51) (22.48)

9 CES 574 222 32 137
(1O} (IR.68) (5.57) (23.87)

10) CFN 569 379 38 123
{ 1K) (66.61) (6.68) (21.62)

11 CIC 46068 12658 1803 B8R57
{ 100} (27.48) (391) (19.23)

}2 CIG 872 584 47 179
( 10M}) (66H.97) (5.39) (20.53)

13 CTE 1131 T4 42 225
( 1EXD) (68.44) (3.71) (19.89)

14 DCE 5491 314 27T 80
(100 (53.13%) {4.57) (13.54)

15 DECE 763 (52 47 219
(10K)) (8U.38) (6.16) (28.7(h

16 DNHE 1080 647 66 284
( 100) (59.91) (6G.11) (26.30)

I7 DRD 2197 657 203 T
(1000) (29.90) (9.24) (44.97)

18 DTS 1013 317 85 262
(100) (31.29) (8.39) (25.86)

19 MCA 17593 4993 i5u 2711
( 100} (28.38) (2.04) (15.41)

20) MLIS 66 A43 a8 156
( 1000 (56.60) (9.24) (25.74)

2] MP 23122 1307 24993
(RIEN) - (5.65) (12.94)

) MPBE 1930 52 255
(100) - (2.69) (13.21)

{Contd)
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Appendix 1 (Contd)

S.No, Programme Total Female SCIST Rural
23 MTM 837 26 20
(100 - (3.03) (10.50)
24 PGDDE 532 101 137
(100) - L 18.80) (25.75)
25 PGDMCH 672 - 92 150)
(104 (13.69) (22:32)
26 PGIMC 1045 52 236
(1O ~ (4.98) (22.58)
Senarce: DEC (2001)
Note: |. Programme/Courses having less than 500 enrollment are excluded.
2. Figure in parenthesis indicate percentage of the total in the respective group,
(1) YCMOL - 2000-01
Total Female Rural SC/ST
U.Cr. Courses
BA/B.Com 32025 10192 1070 7157
(100) (31.83) (3.:35) (22.35)
BLISC 1046 S5l6 494 129
(100) (49.33) (47.42) (12.34)
BE.d 1969 617 304 412
(100) (31.34) (15.44) (20.93)
P.G.Courses 832 85 6 79
MBA (104 (10.22) (0.73) (9.50)
Diploma Courses
Fruit Production 1260 05 115 164
(104)) (7.54) (BR.5() (13.02)
Veg. Production Y30 T4 797 118
(1000 (8.50) (85.70) (12.69)
Floriculture & Land scape Gardening 711 29 566 107
(100} (4.08) (79.61) (15.05)
Certificare courses
Computer Basics Courses 7452 2373 3268 981
(100) (31.85) (43.86) (13,17
Computer Word Processing 576 257 358 b3
(100 (44.62) (43.86) (11.29)
Finance & Account 8R4 353 528 112
(100) (39.71) (59.20) (12.62)
Office Computing 1802 136 Y48 281
{ 10M1) (40.85) (52.61) (15.60)
Vocational subject 1354 130 579 352
{100y (9.61) (42.77) ( 26,00)
Journalism 628 73 268 126
(100] (11.63) (42.68) 120,07}
EEDP.CPST 3233 339 713 463
{100) { 10,449 (22.06) (14.39)

i Comtd)
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Total Female Rural SC/IST
(Mhers
Preparatory 15758 a6 | B707 3901
(100 (32.12) (55.26) (24.76)
Foundation course in Agriculture jole 160 2778 173
( 100} (4.43) (76.83) (4.79)
Total (All Programmes and Courses) 74579 21200 22884 | 4786
( 10M) (28.43) (30.69) (19.83)

Note: 1. The programmes/Courses having less than 500 student enrollment are not listed above.
2. Figure in parenthesis indicate percentage of the total enrollment within the respective course,

Sowrce: DEC (2001

(1) BRAOL! : 2000-01

Sl Name of Enrollment Mauale Female sC ST  Rural Lrban

No, the programme

I, U.G. programmes 53474 34452 14022 12295 395 25485 27939

2. PG, programmes 4272 2930 1342 1861 345 1282 2990

3. Master of business admn.(MBA) 3121 2140 981 | 34} 241) 937 2184

4. Master of library science 180 102 8 42 15 30 150

5. Diploma 574 452 126 125 37 58 520
Total: 61625 40076 16349 15663 1032 27792 33833

Note: In the total enrollment share of: Rural : 45 percent, Female : 27 percent, SC/ST : 27 percent, and

Source: DEC (2001)

(iv) Programme-wise enrollment in KSOU : 1998-2000

L1.G. Programme : 87 percent.

19981999 19992000 Change percent

I.  U.G. programmes BA BO68 3554 —55.95
B.Com 2267 B8 -60.83

1. PG. programmes M.A 12,769 12972 (.63
M.Com 3330 3781 13.54
M.B.A 877 1132 25.08
M.Ed. 777 1167 50.19

3. Diplomas 1034 8095 —13.44

4. Certificate courses 107 63 —41.12

B. Pattern of enrollment in select CCls (1999-2000)

(i) School of correspondence courses & continuing education, University of Delhi

Subject Total enrollment  Women Women SC/ST SC/ST

(percent) (percent)
M.A. (Hindi) 2059 1574 T76.44 543 26.37
M.A. (Polirical Sc.) 1632 909 55.69 912 55.48

{Contd)
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Subject Total enrolment Women Women SCIST SCIST
(percent) (percent)
M.A (History) 147 57.82 23 15.64
M.A (Sanskrit) 274 83.57 17 6.20
M.Com 1456 63.25 212 14.56
B.A 61492 33624 54.68 4234 658
B.Com 53263 18572 34.86 8396 1.69
Average(above) | 504038 23.29 15.90 — —=
Total 120323 55914 46,46 6837 5.68
(it) Directorate of distance education, Maharishi Dayanand University
Subject Total Women Women
(percent)

B.A 17709 6873 38.81
B.Com 696 165 23.70
M.A 9131 3780 41.40
M.Com 1429 620 43.39
B.Ed 250 103 41.20
Prabhakar Y944 606 64.19
B.Lib 302 210 69.53
LLM 155 27 17.41
PGDLL ( Labour Law) 27 ] ()
Masters in LL 36 4 11.11
M.A, M.Sc 476 224 47.06
Tonal 3155 12612 40.48
(i) ICDEOL, HP University
Sl Name of programme Total Women Women Urban Rural Rural
No, (percent) (percent)
. B.A 4728 1413 29.88 3525 1202 25.42
<. B.Com 1456 408 28.02 820 634 43.54
J. B.Ed 503 218 43.34 308 192 38.17
4. M.A(Eng. Hindi. Skt

Hist.,Pol.5c., Pub, | 8869 7921 41.98 | 1632 7233 38.33

Ad,Eco, Maths.
5 M.Com 5315 3573 38.36 6115 2185 34.19
6. M.Ed 256 121 47.26 148 102 39.54
7. PGDPM&LW 473 | 38 29.17 348 118 24.95
8. PGDCA 57 6 10.53 41 ! 14.03
9.  Tol 35657 13798 38.70 12674 35.54
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C. Growth of programme-wise academic counsellors in IGNOU

SLNo. Programme 92-93 D3-94 9495 95-926 0697 9795 9599
I MLISc - 76 79 123 121 137 |38
5 MCA - |49 160 |84 352 596 BN
i PGDDE 84 85 35 B3 X9 935 95
4 MP 1777 1965 2058 2313 2370 2465 2500
§. BDP 6271 77 7392 T690 7279 7468 7657
b, BCA - - ~ - 81 157 203
7. BLISc 90 119 120 134 121 134 1649
8. BSc 486 HOR e | 743 1996 2112 2164
9. BSc (N) - |28 160 il 25() 6 36
0.  BTS - - - - 97 127 230
1. ADCM/ADWRE - 79 143 178 377 385 398
12.  PGDHE 116 125 125 146 RS 158 162
3. PGIMC - - - t 73 205 205
14, PGDMCH - - - - - 73 1749
[5. PGDT - - —~ - - - 6
6.  DCO 123 173 |88 208 303 408 S04
17.  DCE 83 90 91 1040} 95 I12 14
8. DCH fH2 75 79 80) 1035 V27 132
19. DECE - - 28 51 68 93 98
20, DRD R20 878 Q110 932 BYH) 925 927
bl DNHE - 92 06 100 00 136 140
n DTS - - - ~ 81 151 200
23. €I - - - 7 163 200 513
4. CDM - - - = - - 42
5. CES - - - - - - 10
26. CFN 680 718 826 845 750 852 860
7. QG 76 104 15 127 147 165 169
8.  CNCC - - - - - - 30
9. CPFM - - - - - - 2
. CTE - - - - 34 113 113
. CTS - 133 133 269 306 - 126
32 PGCRW - - - - - = 3
10558 12774 13457 14542 16325 17711 18991

Source: S, Panda (Ed) (1999) Open and Distance Edwcanion: Policies. Practices and Quality Concerns,
New Delhi: Aravali Books International.

This chapter 15 & revised and updated version of the chapter written by the awthor in the book edited by
Chimis, 5. and Altbach, P.G. (eds) Higher Education Reforms in India: Experience and Perspectives, and
published by New Delhi: Sage.



In the previous chapters, we have examined the developments that made the emergence of
the Open Distance Learning System inevitable, The ODL system in general and the open
university in particular, is not an invention in the pursuit of knowledge for its own sake. It
is the reaction of the education system to a new challenge, the response to a new demand,
and the result of a silent revolution in education in the later part of the second-hall of the
20™ century. If we review some of the major events of the 20™ century, many may claim
our attention: the developments in nuclear science: invention of the computer; space travel;
breakthroughs in life sciences: the triumph of human spirit in its striving 1o assert the
dignity of the individual and demand for individual freedom. Important though these are,
two factors stand out which history will identify with the 20" century:

® The emergence of knowledge as a resource.
e The status and role of Science and Technology as a major force in the social, cultural
and economic life of the people,

These two are inter-related; but have their own significance.

The agricultural economy depended on muscle power: skill obtained through training:
literacy was not an economic or even a social necessity and education was then an
embellishment and an ornament. The industrial revolution, that was ushered in around the
middle of the 18™ century, gradually replaced craft by technology and technology derved
from science was not accessible to illiterate people. Consequently education became an
economic necessity and a rool for development.

The explosion of knowledge in the second-half of the century gone by has brought about
an environment that is totally new in human history — almost a break from the past.
Knowledge today is a resource — a resource that can be renewed, augmented and can
create other resources that may be needed. Francis Bacon observed. “Knowledge is power’.
When he said so. it was only a prediction: a prophecy: today it is a fact — an undeniable
fact. Among the three forces that have dominated human progress, i.e. the power of the
muscle, the power of money, and the power of the mind. the last one has established &
decisive supremacy now. Knowledge today is no longer for its own sake: knowledge
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predominantly 1s for development. The cultivation of mind and the creation and utilisation
of knowledge are all in the domain of education. In the last quarter of the twentieth century.,
we saw an unusual emphasis on, and awakening to, the importance of education — *Education
For All'. This certainly is a 20" century phenomenon.

The second important factor is, as referred 1o earlier, the dominant role that Science and
Technology (S&T) plays in contemporary hife. Like religion in the distant past. and political
and cconomie concepts in the last few centuries. S&T has become an influence and a major
determinant in the social, cultural and economic lite of the people. It has the advantage that
it 1s @ secular force. We had from the beginning of history rich and poor people in every
country but today we see the spectacle of a world divided into rich and poor nations — a
few on the side of the rich, and many on the side of the poor, almost at the ratio of 1:4,
Nobel Prize winning physicist Late Prot. Abdus Salam ( 1988 ) once said that “approximately
a little over 23 percent of the world living in advanced countries have access to nearly 80
percent of the resources and the 77 percent have access 1o nearly 20 percent of resources
— an imbalance that has vast potential for unrest and instability’. Prof. Salam was of
the opinion that language or religion or race or the economic organisation or the
political systems: even the area ol the land and natural resources had not generated this
inequality.

The rich nations are synonymous with advanced nations in S&T and its wide application.
perhaps with a few exceptions, the poor ones, being those that linger long way behind. The
rate of advancement of knowledge in S&T is such that in software and information technology,
knowledge doubles every four or five years: in Electrical Engineering it is every 10 years.
A soltware engineer who graduates four vears after admission, on the basis of curriculum
and syllabi drawn at the beginning of his study is partly obsolete before he leaves the
portals of the college. Reeducation and retraining of the working population today is as
important as formal education of the youth. This again is a 20" century phenomenon.
Consequently, the following new demands and challenges have emerged on the scene:

o Conventional universities deal predominantly with the youth in the age groups 184 1o 21
or 22, We need today educational institutions that will provide conventional education
o those who missed it, and opportuniues for re-education of the working population of
all age groups in their working life,

¢ The population in the second category is enormous: the target group is diverse and the
programmes needed are numerous; we need therefore a system with high productivity
consistent with quality.

o The learners from the second group may not be able (0 come to the place of learning for
any significant length of time. We have to take knowledge 1o them, wherever they are.
We need a system with grear flexibility and openness.

The ODL system emerged from the conventional system to meet these new objectives
namely. high productivity, cost-elfectiveness, relevance. and flexibility, without compromising
with quality. Moreover, it has the inherent virtue of being learner-centric, The structure and
management of the ODL-system should therefore be conducive to achieving these objectives.
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The entire system of education can be looked as consisting of two major components:
Formal system and Non-formal system. The former is the conventional system that we
have been familiar with for a few centuries now. In the latter, the open university system
is a part; may be an important one. We may, for brevity, touch upon formal and non-formal
channels of education.

® The explosion in the use of computers and the workforce that may be needed was not
foreseen in India. Today. private institutions substantially meet the demand. The courses
they offer come up to tertiary levels.

* A large number of professional bodies offer ‘membership’ programmes and *fellowship’
programmes that dare equivalent to Bachelor's and Master's degrees. The Institution of
Engineers (India) produces graduates in Engineering, larger in number than any single
educational institution.

® The chartered accountants work through the programmes offered and take the examinations
conducted by the Institute of Chartered Accountants.

We need to take a holistic view of educational opportunities available in the country. The
entire field of organised non-formal system of education may have to be kept in mind when
we talk of structure and management. We need 1o take into account these systems also,
which today remain outside what we are now considering under ODL system. In the long
run, the non-formal sector of education will cater to a much larger number of learners than
the formal system, and that too with tailor-made programmes to suit their needs.

It appears that conventional universities in the classical sense confining themselves
totally to on-campus classroom teaching alone may not continue in the present form for
long. In the past, universities had only scholarly functions — preservation of knowledge,
creation of knowledge, and communication of knowledge. Today, it is universally accepted
that universities have developmental functions also; we refer o it as ‘extension services’,
Once the universities take up responsibilities outside their campuses, use of distance education
methodology in one form or the other will become inevitable; with 64 correspondence
course institutions, a slow transformation of every university into a dual-mode university
is already there. In the state of Tamil Nadu, all general universities are functioning in dual-
mode and the number of students in the distance education and conventional system
programmes are now almost equal, though in the country as a whole the students in the
distance education system are around 20 percent. In general, most educationists are of the
firm opinion that all 11831 colleges, besides offering regular educational programmes,
must interact with the community and become a change agent; an educating and training
agency. The dual-mode universities — big and small — are likely to increase in number,
and will far outweigh the number of single-mode universities in future.

If we analyse teaching and learning, we find that in general they consist of two components:

¢ Face-to-face instruction
s Self-study.
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The conventional system and distance education system consist of both of these components,
Face-to-face instruction and self-study form two ends of a spectrum in which the ratio
between the two varies for the two systems. However, in spite of the various limitations of
the word of mouth in face-to-face interaction, the cducators by and large have been so
obsessed with and captive of the human face in education that now it has come 0 occupy
an almost iaccessible position. Some even choose to take it as the benchmark for judging
the usefulness and effectiveness of other delivery modes when considering other contexis.
These considerations have weighed with educators and reappeared, though 1o a lesser
extent in the open learning system. In the distance education system. the luce-to-face
instruction component 1s modest tor humanities and social sciences, and significant for
sciences, technology and computers. The shift in emphasis 1o self-study and use of wechnology
W simuliate face-to-face instruction have endowed the distance education system with
enormous capacity for higher productivity and greater fexibility,

The conventional universities have nearly 900 years of history and they were initially
established in the UK and Europe. All the universities in other parts of the world, whatever
be their ancient system, have been moulded after those in the UK and Europe. The structure
and management of the conventional system are by and larpe the same all over the world.
Even the academic programmes have the Bachelor's, Master’s and Doctorate degrees with
equivalence having been mostly accepted. The atfiliating universities are an exception: and
we have them in only three SAARC countries: India, Pakistan and Bangladesh,

The open universities have only about 32 years of history, starting with the UKOU, but
one sees considerable diversity in structure and management, in spite of the fact that the
main academic awards are common with the conventional system. Thev are still evolving,
and we are bound to have more than one model. For our present discussion. we may
consider the following:

¢ Single-mode universities,
o Dual-mode unmiversities, and
o Consortinm of imstitutions.

To begin with, let us consider a few general problems that are pertinent to all universities
whatever be the mode. Quality and relevance are two important characteristics of any
education system. However, the twin phenomena of globalisauon and liberalization has
brought these to the forefront of educational transactions. The concept of quality in particuluar
was almost alien to acadenuc parlance in not o distant past.

But now it is one of the central issues being attended to by educatonal planners and
managers. Many educationists feel that mass education may dilute the quality of education.
Nobel Laurcate Prot. Amartya Sen expressed this concern when he said that “University
education in India is in a state of ensis. It 15 not a crisis of lack of resources. It is
deterioration in quahity. The guality would vary from one university to another. However,
the mintmum levels of quality should be observed”.
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Having an “industrial’ character, open-distance learning lends itself to gquality indicators.
Yet quality has meant different things to different people. But it 1s now generally agreed
that 1t 1s "litness of purpose” (Green, 1994), Powar and Panda (1995) note that “an institution
of high quality 1s one that effectively and efficiently meets its stated purpose(s) or mission
which should have taken into account the clients’ stated as well as implicit needs™. Quality
should be regarded as developmental — a never ending process — as 1t 1s related o
excellence and encourages learners for deep learning. The thrust of the Eighth and Ninth
Plans has been to impart quality education though ICT and information pathways. It is
hearteming 1o learn that MHRD has identified quality as one of the thrust areas 10 be
strengthened further in the 10" Plan by creating a communication network for free tlow of
knowledge and access to and availability of multimedia learning materials. In such a
rapidly improving educational scenario, it is essential to promote assessment and accreditation
of educational institutions. In India, we have set up already three organisations for quality
assessment;

(i) National Assessment and Accreditation Council (NAACH:;
(11) National Board of Accreditation (NBA);
(iii) Distance Education Council (DEC).

While NAAC is charged with the responsibility of assessing and accrediting programmes
talling under the purview of the UGC, NBA looks after professional programmes under the
AICTE. DEC. under IGNOU, is vested with the task of determination of standards for
distance education system.

The question that faces us 1s: for ensuring standards in each university and for recognition
and transfer of credits between one university and another, and between an open university
and a conventional university, how do we set up parameters? Whalt indicators do we make
use of? Quality assessment, quality comparison and quality assurance are issues in academic
management, Conventional systems have some yardsticks and some experience. Similar
experience in the open learning system in this regard is not available in any of the countries,
Many umiversities have taken the stand that maintenance of standards is an internal matter
and they need nobody’s certification. However, in view of the need to promote mobility
and 1aking into account the increasing globalisation and keeping in view that education is
assuming an industrial character, and becoming marketable, quality assessment is becoming
important, 1 certify the quality of my product”™ is no longer acceptable.

Single-mode universities

Coming to management in general, we have centuries of experience in the conventional
system: even there we do not still know how best to manage an academic institution. The
entire management science seems to be for industries, though one may try to transfer and
use some of the concepts in the university environment. The academics in principle cannol
be *managed’. and would not like the term to be associated with them. In the early vears
of the establishment of the UGC in India, it was desired that some form of review be
undertaken by the UGC but the universities refused to accept any such step in the name of
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changes. A time was when education, at any level, was considered a social service and cost
[or the learmer was nominal, Today, the approach to education varies from social service 1o
investment and commercial enterprise. As mentuioned earlier, education has become a
marketable commodity and has entered the commercial field. It 1s learnt that in Hong
Kong, nearly twenty universities from other countries have established their study centres
and offer selecuively certain programmes. We read news items in the press abour reams of
Deans and Professors of universities from abroad negotiating with institutions and individuals
im Indig for establishing cooperative programmes {or the award of their degrees, Many
open universities have their study centres in other countries. Going a step further. we learn
that Monash Umiversity has established regular university campuses in Malaysia and South
Africa. It 1s in no way different from muliinational corporations establishing industries:
these are not large in number, but they indicate a trend and a direction in the development
of educational opportunities, However, governments, especially in developing countries,
should have a philosophy and principle of funding open universities and a device lor
monitoring quality to ensure that commercial considerations do not take the form of inferior
service and exploitation.

It appears thar a differential fee system may be appropriate. In IGNOU, programmes
like B.A, B.Com, and B.Sc, intended tor men and women who missed opportunities tor
higher education because ol social, economie and other constraints. are subsidised; diploma
and degree programmes in areas like engineering, computer science. and management
offered mostly tor employed candidates who pursue Turther education for career advancement
are made almost selt-sufficient. Continuing education of employed personnel for updating
and broadening of knowledge may be supported by the emplovers and could be seli-
supporting. 1t is elear that problems ot this nature will vary from country to country;, still,
it is important enough to share experiences and view points, and if possible arrive at
reasonable and flexible guidelines to assist the planners and policy makers.

This chaprer is based on o keynote adderss delivered an the Eighth Annual Conference ol Astan Assoctation
af Upen Umiversities, February 200, 1995, New Delha.
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Under the Constitution of India, until 1976 education was an exclusive responsibility of the
state governments, The central government had only a very limited role to play, and that
too confined to university education and the responsibility assigned was coordination and
determination of standards. In 1977, through an amendment to the Constitution, education
was made the joint responsibility of the central and the state governments.' Following this
amendment, the central government took a few initiatives in the field of education.
Nevertheless, education continues to be primarily the responsibility of the state governments.
Now that right to education has been made a fundamental right, we may look forward 1o
some decisive steps in the right direction,

The last four and a half decades witnessed a continuously increasing government share
in investments in education with a correspondingly declining trend in investment from
other sources. Table 5.1 provides the data on source-wise contribution of finance to education
in India.

The National Policy on Education, 1986 stipulated that the outlay on education would
be stepped up to ensure that during the Eighth Five Year Plan (1990-95)% and thereafter it
will exceed 6 percent of the GNP (GOL, 1986). According to an assessment made by the
Commuttee for Review ol the National Policy on Education, the expenditure on education
was about 4.2 percent of the GNP in 1989-90.

In the university and higher education system in India, colleges are largely affiliated to

universities: they teach students in accordance with a prescribed curriculum and syllabi

and present them for university examinations; and the degrees are awarded by the universities.
The universities in India fall in one of the three following categories:

'Constitution of India, Article 246 and Seventh Schedule.
“The period of the Eighth Five Year Plan was later changed to 1992-97.
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Table 5.1 Source-wise contribution of finance to education in India (percent)

Source 1950-51 196061 1970-71 |980-81 1990-91

Government Sector (Central & State 57.10 68.00 75.60 8OO0 87.63

Governments)

Local Governments 10.90 6,50 5.70 5.000 3.03

(Municipalities. Zilla Parishads,

Panchayats )

Private Sector

3. Fees 20,440 17.20 12.80) 12.00) 9.20)

b. Endowments | 1.6(0) 8.30 5.90) 3.4} 0.14

Total 100,00 ( 100,00 ( 100.00) 100,00 OO0
(1.14) (3.44) (11.18) (46.8K) (203.51)

Nore: Figures in brackets - in millions of rupees

Source: Towards an Enlightened and Human Society: Report of the Committee for Review of National
Policy on Education 1986, Ministry of Human Resources Development, Govt, of India. (For 1990-91,
figures have been estimated on the basis of data contained in Selected Educational Statistics: Department
of Education, Ministry of HRD, Government of India),

(i) Central universities and institutions of national importance established under Acts of
Parliament by the central government.
(ii) State universities established under Acts of the state governments concerned.
(iti) Institutions notified as *institutions deemed to be universities', under the UGC Act,

The entire expenditure of the central universities 1s met by the central government through
grants paid through the University Grants Commission, while the state governments meet
the expenditure on the state universities. Broadly, the existing pattern of financing higher

education in the country is as follows.

Central universities

The central government meets the entire cost of development and maintenance of all the
universities established under Acts of Parliament. The pattern of *maintenance finance’ is
on net deficit basis, i.e. the deficit in expenditure after adjusting the income received from
other sources against the gross operating costs is met through government grants. On the
basis of the total outlay for higher education, each central university in the conventional
system is informed of the likely availability of resources for a Five Year Plan period and
asked to submit proposals to the UGC within the outlay. The proposals are then assessed
by Expert Committees appointed by the UGC and grants are paid on their recommendations
to individual universities. The central university in the ODL system submits such proposals
o the MHRD directly.

State universities

The pattern of financing of state universities is more or less the same as for central
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universities excepting that the maintenance expenditure is met by the state governments
through grants given by them. The financial position of state universities has not been as
happy as that of central universities, though the difficulties encountered vary from state to
state. There have been reports that the grants have not been adequate to cover the net deficit
and some universities have accumulated huge deficits over long periods, particularly following
revision of pay scales. This has resulted in the slowing down of all developmental activities.

The development expenditure of the state universities is shared by the state governments
and the UGC. As in the case of the central universities, the UGC indicates to each state
university the tentative allocation for a five-year period. Proposals formulated by the
universities are assessed by Expert Committees and grants are released by the UGC. The
pattern of support from the UGC involves a sharing of the development cost between the
UGC and the state government according to certain norms stipulated by the UGC.

Institutions deemed to be universities

The institutions in this category belong mainly to the private sector. As of December 2001,
we had 46 deemed universities. They were initially established mostly through the efforts
of non-government organisations in different areas of knowledge and enterprise. They have
been notified as deemed to be universities on the basis of a critical assessment of their
contribution to the attainments of the objectives of university education and national priorities,
as also the level and standards of their contribution. Some of these institutions are fully
financed by the central government both for their maintenance and development; a few are
supported by the centre and the states concerned; while others continue 1o function without
any financial support from either the central or the state governments,
In view of the above discussion, the following points emerge:

University education is primarily financed by government sources.

e Students’ fees constitute less than 10 percent of the financing of universities, and this
obviously 1s a very small proportion of total costs incurred on higher education, Even
the Tenth Plan document of MHRD envisages recovering not more than 20-30 percent
of the total cost from students.

* Daonations and endowments from private sources have been dwindling continuously.

In the last four decades, the share of higher education in the total outlay for education has
varied from 8 to 25 percent, as can be seen from Table 5.2.

Recent trends

During the last two decades, some states of India — Karnataka, Maharashtra and Tamil
Nadu in particular — have witnessed a significant initiative by private enterprise in higher
education. The laws of the land do not permit private organisations to establish universities
as such, but they can establish colleges which can be affiliated to a university. The affiliation
system enables the colleges to present their students for the university examination concerned
and if they qualify, the degree is awarded by the universities. The recent private initiatives
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Table 5.2 Higher education in Five Year Plans

Five Year Plan Percentage Share of
Education in total Higher education in total
plan outlay
Plan outlay Education outlay

First Plan (1951-56) 7.86 0.71 4
Second Plan (1956-61) 5:.83 1.02 I8
Third Plan ( 1961-66) 6.87 1.01 15
Plan Interregnum (1967-69) 4.60 I.16 24
Fourth Plan ( 1969-74} 4.90 1.24 25
Fifth Plan (1974-79) 3.27 0.52 22
Sixth Plan (1980-85) 2.70 0.49 18
Seventh Plan (1985-90) 3.70 0.53 |4
Eighth Plan (1992-97) 4.55 ().35 8
Ninth Plan (1997-2002)% 5.08 0.51 1)

Source: Based on Five-Year Plan(s) and Annual Plan(s), New Delhi, Planning Commission,
*Central Plan only

have been predominantly confined to technical and professional education, particularly,
Computers, Information Technology, Business Administration, Medicine and Engineering,
for which there is a continuously increasing social demand. These private colleges in most
cases recover the full cost of education from the students. The emergence of these self-
supporting/self-financing higher education institutions is a positive step in the right direction
and be viewed as such as far as their role in financing higher education in the country is
concerned. There may be attempts at commercialising education; it is possible to regulate
the svstem to avoid abuses. Due to the phenomena of globalisation and liberalisation.
foreign universities, some of which are of high repute, have in the 1990s begun entering
into twinning arrangements and partnership with private providers. While this trend seems
to be irresistible. monitoring mechanisms need to be put in place,

P ma—T e et Y | T i
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Distance education programmes were formally initiated in India through correspondence
education launched by the University of Delhi in 1962 almost as a pilot project. During the
last about four decades. the number of conventional universities offering correspondence
education programmes has exceeded 64. These are dual mode institutions and in most
cases, the programmes offered by the face-to-face system as well as those through
correspondence are the same. Many of these universities do not have any worthwhile
student support system. As a result, they have been able to offer correspondence programmes
at a relatively low cost ranging from || to 23 percent of the cost of conventional education.
Often quality suffers in this process.

In fact, the experience of funding correspondence education in India has been mixed.
No definite pattern of financing correspondence education has emerged. The understanding
has, by and large, been that the correspondence programmes must be self-supporting. This
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approach has an impact on the distance education system i general, and when the open
universities were established. the general expectation was that they would cost very little
to the government by way of operational expenditure, though substantial mital capital
mvestment had to be made.

The first open university in India was established in 1982 at Hyderabad by the stae
government of Andhra Pradesh by an Act of the State Legislature and the Government of
Andhra Pradesh was responsible Tor provision of its finances. The establishment ol the
Andhra Pradesh Open University was soon followed in 1985 by the establishment of the
Indira Gandhi National Open University (IGNOU) under an Act of the Parliament of India,
Besides functioning as an Open University, the IGNOU, according to the Act. has to
function as an apex body promoting, coordinating and determining the standards of distance
education in the country. As a University, the IGNOU's mandate involves formulation of
academic programmes with clearly defined tocus on employment needs, economic
development. social responsibility, human resource development. and the development of
an innovative system ol education for the future. As of December 2001, the ODL system
in the country comprised one national open university, nine state open universities and 64
correspondence course institutes/ directorates of distance education,

When the University was established in 1985, one of the major considerations that the
government had in view was the cost-effectiveness of the open university system without
sacrificing standards. It was envisaged that although the initial cost especially on capital
was likely 1o be substanual. the per student operating cost would be a modest fraction of
the expenditure incurred by a conventional university. It was also anticipated that the
effectiveness of the open university system would largely depend on the use of quality
equipment and the latest information and communication technologies. A significant decision
taken by the government while establishing the university was to fund the university
directly rather than channelising the grants through the University Grants Commission as
in the case of all other central universities. As a consequence. the IGNOU remains the only
university established under an Act of Parliament which receives its grants directly from
the central government.

Either at the time of establishment of the IGNOU or later, the Government of India have
not articulated any funding policy for the open university as such. which was distinet from
the policy followed in funding conventional universities. Generally. analysis of costs and
benefits of university education has not been attempted. Education at all levels has been
treated as part of social service. It is only in the recent yvears that economics of higher
education has come 1o be discussed and the universities are asked to generate funds. While
a concern in this regard is in evidence, and there was also a step taken to [reeze the
maintenance grant at 1991-92 levels, no clear policy has emerged.

[t has been assumed as axiomatic that an open university will be cost-etfecuve and the
per capita cost will be much less than in the conventional system. In addition to meeting
the demands of equity and equality of opportunities, and satisfying the aspirations of large
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numbers. it is presumed that since it also has the virtue of high productivity, per unit cost
musi be less. The distance education system is still in its early stages of development and
it may take sometime before a clear funding policy is established. It 15 necessary (hat
distance education specialists address themselves 1o this issue and provide certain norms
and guidelines for formulating a policy on funding open universities. In the field of education,
including higher education, economic analysis has 1o take into account. besides quality.
issue of social demand, problems of equity and the commitment 1o human resources
development by the government. The problem therefore is complex. and a methodology
must be evolved by which the academic and non-academic components can be separated
and considered independently.

Capital costs

Like any other major educational institution, IGNOU had to make substantial investments
in developing its own infrastructure (capital costs) and in organising its programmes and
activities (operating costs). The capital costs are for buildings, equipment and library. The
government allotted 150 acres of land, temporary buildings were put up and the university
has been functioning in them since 1988-1989, The building work for the main campus and
residential flats began in 1992-93 and it is estimated to cost around 450 million rupees.

Immediately after the University was established, an agreement was entered into between
the Government of India and the United Kingdom. The latter. under 1its ODA Programme.
agreed 10 provide substantial assistance to IGNOU in the form of equipment. books,
consultancies and training slots. The equipment grant under this project included a VAX
Computer System and the setting up of an audio-video production studio complete with
equipment. The ODA assistance for equipment came as grant-in-aid and is not shown in
the capital expenditure. The cost was IRs 1.55 million. Later in 1989, the Government ol
Japun agreed to equip an Electronic Media Production Centre for audio-video programmes.
The agreement involved supply and installation of the post production facilities costing
over IRs 72 million. Since this was in the form of assistance to the Government of India,
the University had to bear the cost notionally. This has been included in the capital costs.

The university had incurred substantial expenditure on office equipment including personal
computers, photocopying machines, office furniture and other supplies. The university has
also developed a library on which significant investment has been made. Table 3.3 gives
the investments made by the university on its own infrastructural development during the
years of its operation till 2000-01. While expenditure on buildings and campus development
got reduced over the years, those on equipment and fumiture. and library have increased.
Campus development expenditure for 2001-2002 may increase due 1o substantial work in
PrOgress.,

The operating costs

The operating costs of IGNOU are presented under three major categories. These are:
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Table 5.3

Investments on capital items (from 1985 w 2001)

iIKs. in million)

Year Buildings & campus  Equipment Library Vehicles Others Total
development & fumniture

|985-86 1.23 1.23 0.12 0.4 26,07
(93.27) (4.7} (0.48) (1.54) (L0000

|986-87 10.28 7.08 2.07 (.44 19.87
(51.73) (35.6) (10.42) (2.22) ( 100.00)

|987-88 14.25 25.53 2.45 0,52 42.75
(33.32) (59.72) (5.74) (1.22) BLLERLTY

[O88-R4 22.06 25.24 3.0 1.08 51.48
(42.86) (49.03) (6.02) (2.09) £ 100,007

| 989-9() 11.61 84.76 3.15 (.61 - 100,13
( 11.60) (B4.65) (3.14) (0.61) { 1O, N0

1990-91 6.13 21.01 5.95 0,60 33.69
(18.20) (H2.36) (17.66) (1.78] OO0

1991-92 14.39 7.05 346 0.55 0.42 25.87
(55.61) (27.25) (13.38) (2.12) (1.64)  (100.00)

1992-93 17.03 7.35 5.00 0.3 - 29.68
(57.38) (24.76) (16.85) (1.07) - { 10000

| 993-94 29.16 5.63 325 1] 38.04
(76.66) (14.80) (8.54) (0 (100,000

1 994-95 2.38 8.44 .17 {] 11.99
(19.85) (70.39) (Y. 76) (11} - { TOG.00)

| 995-96 6:72.95 9.72 2.89 1.59 687,15
(97.93) (1.41) ((0.42) (0.24) (100.00)

1996-97 66.87 27.34 385 0.32 08.38
(67.97) (27.79) (3.91) (0.33) - (100007

1997-98 9.75 14.05 6.88 (.99 - 31.67
(30.79) (44.36) (21.72) (3.13) - ( 100,009

1998-99 15.01 18.48 8.30 116 - 42.95)
(34.95) (43.03) (19.32) (2.70) - 1O O

[ 9992000 17.62 80.07 6.51 0.10 - 104,30
(16.89) (76.77) (6.24) (0, 107 - ( 100.00)

2000-01 8.8l 97.46 1.23 211 367" 113.28
(7.78) (86.03) (1.09) (1.86) (3.24)  (100.00)

Note: Figures in parenthesis are percentages to total

Sowrce: Data compiled from the Annual Accounts of IGNOL,

* North East Project

(1} development and production of materials for courses and programmes:

(i1) student support services; and
(1) insttutional overheads,

The major items of costs included in the development and production of materials are the
salaries of faculty and supporting technical and administrative staff associated with production
of print and non-print material, the cost of audio and video programmes, honorarium and
traveling costs paid to course writers, editors and review editors.
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The costs on student support services include expenditure on admission, distribution of
materials, maintenance of the network of regional and study centres, student counselling,
practicals and laboratory work, examination, evaluation and student records, eic.

The major items under institutional overheads are general admmistration, common
services, general charges, transport, campus maintenance and the like.

The operating costs incurred by IGNOLU since its inception are presented in Table 5.4,

Table 54 [GNOU s operating costs ( [985-2001) (IRs, in million)

Year Development and Student suppor Institutional Total
production of material SCTVICES overheads
198586 (0.3] - 2.68 2,499
(100.52) (89 4K) {10000
|986-R7 LW .37 T.18 1078
(29.99) (3.4%) (66,53) OO0
|457-88 J1.32 4.88 20,75 16.95
( 3)63) (13.200 (36.17] { TOHONY)
195K-8Y 9 57 11.40 3332 74.29
(39 80)) (15.34) (44.86) (HO0O.00)
{YRY-9() 34.01 20,71 29.19 Kiu2
(40.52) (24.64) (34.74) ML ARALLY
1990491 43.68 32.39 3647 112.54
(3I581) (28.79) (32400 OO0
|G)-62 66,2 | 39,006 48.77 154,04
(42.98) (25.36) (31.66) OO0
| 94293 39,86 41.64 (2.95 146,45
(27.22 (249 .80) (42.98) CLOLEHY
1033404 57.31 46,00 60,17 16348
(35.06) (28.14) 1 36.80)) f 1E0.00)
19434495 62.97 f61.20 5735 181.52
{34.64) (33.72) (3].59) WECVRE )
1995-496 () 93 77.56 79,53 218.02
(27.95; (35.57) (36.48) 10000
1H6-97 LR 138.37 74.70 YRS
(27.54) (47 .06) (264300 ( 1EHLOHD
1997-98 | 16,05 193.32 97.72 4007 119
(28.51) (47.49) (24,000 WLIAREAY
|99R-90 163.54 274.60 122.42 360156
(29.17) (45.99) (21.84) 100,000
19992000 132,49 HH 4 E25:27 659,17
(20,1 (6090 (149,040 {10000
-1 226.54 4% 1.9 12987 Bid.31
(27.02) (37.4%) ( 15.50) (TO0LOH)

Sowrce: Data compiled from the Annual Accounts, IGNOLL

It is observed that during 1995-2001. expenditure on development and production of
course material has remained almost constant at the level of 28 percent. but the percentage
expenditure on Student Support Services has almostdoubled from 29,810 57.48 percent. This
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1s indicative of institution’s efforts to enlarge and strengthen student support services and
should be encouraged, in principle. However, it is necessary to ensure that funds are utilised
tor identified activities. It is therefore desirable, even necessary because of the spread of
support services in time and space, to periodically sponsor studies towards regulating and
monitoring expenditure vis-a-vis quality of support. Another healthy trend noticed is that
percentage expenditure on institutional overheads has decreased from 42.98 1o 15.5 percent.
The same trend is expected to continue,

Unlike in the conventional universities, the salary component in the operating costs of
IGNOU is very low. It has been less than one-fourth so far against 80 percent or more in
the conventional system. This was possible because for a large part of its operations in the
delivery of programmes, the university engages only part-time staff. Table 5.5 gives the

Table 5.5 Operating costs of IGNOU: salary and non-salary components (Rs. in

mullion)
Year Salary Non-salary Total
1985-86 .45 2.54 2.99
{15.06) (84.94) (100,00}
1986-87 2.63 R.15 10,78
(24.41) (75.539) { 1040.00)
[OR7-KR 1013 26.82 316,95
(27.42) (72.58) { 10K, 00
1988-8Y9 20.89 3334 7429
(28.13) (71.87) WLEIRERY
1989-9() 30.67 53.24 83.92
{36.55) (63.45) t LOELO0)
1990-91 41.47 7107 112.54
(36.85) (63.15) MLLEREY
1991-92 51.49 102.55 54,04
(33.42) (66,581 ( 100,007
1992-93 42.45 10400 146,45
(28.99) (71.01) { 100,00
1993-94 50,44 113.04 163,48
(30.85) (6Y.15) (1O,
1994-95 57.79 123.73 181.52
(31.84) (HE. 16} (1O, 00)
1995-96 70.4 147.62 218.02
(32.29) {67.71) ( LUK, 000
1996-97 81.67 21237 294.04
(27.78) (72.22) { TCH).0HD)
1997-98 104.67 302.42 407.09
(25.71) (74.29) ( 1O 00)
19498-99 18288 377.68 5600536
(32.62) 167.38) { 100,003
1 999-20({) 179.73 479.44 659.17
(27.27) (72.73) ( 1O0L00)
2000-01 189.45 648.86 838.31
(22.64)) {77.40) { 10,003 )

Source: Data compiled from the Annual Accounts, IGNOU.
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details of salary component in the operating costs for IGNOU. This component has declined
rather than registering growth (as part of overall expenditure) in every successive vear
This 1s in complete contrast to the conventional system where major operating costs are in
the form of salaries of teachers and staff leaving very little for developments. That is why
most of the universities in India today cannot afford w subscribe to research journals,
reference books and text books. In this respect, ODL system appears very attractive to the
funding agencies and its practitioners must use the opportunity to enhance access to higher
education within the reach of the poor and marginalised

[t will be observed that while during 1990-2001, the percentage expenditure on salary has
come down Trom 36,85 to 22.60 percent, the expenditure on non-salary component which
directly represents the expenditure on services increased from 63,15 1o 77.40 percent during
the same period. To be justifiable this increase should be correlisted 1o quality of studen
support. retention and success rate of students and social relevance of various programmes.

. e -__.. ,.: - L- i .- ] ||.-1. . ';:. '::L IF—H_F"_.-_‘ F_ _q.' -‘;-I.-l'.l : ;:'-:I‘“
J raat= P & il L T P . = gl

Since IGNOU was established by the central government, the responsibility for tunding
the umversity devolves on the Government ol India. As in the case ol other central universities,
the pattern of funding has been on net-dehient basis; that is. the deficit in expenditure after
adjusting all income from other sources is met by the government through grants released
directly to the umiversity. In the imitial stages, the university depended entirely on government
grants; in later yvears. it has begun to generite substantial income mainly in the form of
student fees. In the Ninth Five Year Plan period, receipts from the central government
eradually slowed down from 15.0 o 2.0 percent of the total expenditure, YCMOLU achieved
self-sufficiency within a few vears of its inception. It should be taken as a healthy indicator
for the ODL system,

The other sources of income of [GNOLU are certain minor granis received from siaie
governments to meet the rent of the buildings tor regional centres. proceeds from the sale
of course matertals, interest on bank deposits, ete. There have so lar been no sigmhican!
resource mobihsation in the form of donations or endowments.

The source-wise contribution to the IGNOL"s income is presented in Table 5.6 for the
penod 1985-2001 particularly from professional courses Iike management, computers and
teacher education. where majority of learners are employed and come from upper middle
strata of our society.

As per the Tenth Plan document, students are not expected o contribute, as fee, more
than 30 percent of the total expenditure, While this may generate funds for conventional
universities, it runs counter to the concept of self-sufficiency and could create difficulties
for open universities, some ol which have differential fee structures to stay socially relevant,

It will be seen that the internal resource generation by IGNOLU is steadily increasing.
The level of recovery in [99]1-92 through fees was about 33 percent of the gross operiating
costs and mn 2000-2001. it rose to about 30 percent. To the extent internal resource generation
mcreases. dependence on government grants will decline,

Table 5.7 gives the proportion of fee income to the gross operating costs. It will be seen
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Table 5.6 The sources of finance for IGNOLU { 1985-2001) (IRs. in million)

Year Girants Girints Student Receipts Interest (ther Total
trovmn Irom fee from ol SOUFTES
Gove. of stite public- hank
India OV, anons deposits

[URS-RhH 249,29 — - - - - 269,34
i TONLOED) WAL

| URGH-8T 1521 - | .BhO (.06 - (13 17.27
(Y7.54) (241 (0,08} LTy OO

|9R7-88 715.35 (.17 295 (.12 (.93 12 T9.64
{(94.55) (D.21) (3.70) (0. 16) (1.22) (0L 16y CTOL (M)

|9HE-KY | TN (.21 14,97 | (W) (.58 (.19 | 26,04
(RH.635) (0.17) (1749 (0.749) i 46) (e 14y OGRS

| 9RY-4() |85 10 0.27 21,88 1.005 239 .41 211.61
(87.47) ((.13) { 100.34) ((1.50)) (1,13} (430 (10000)

19909 | 133.71 0.37 27.50) .23 2.R3 0.91 166,55
(RO.28) (0.22) (16.51) (.74} (1.7 (L35 (10000)

199)-492 132.00 (.81 49.81 1.23 253 |.35 I 58.93
(70.39) (.43 (26.37) (0L.65) (1.34) (1.821 [ 1LIN))

1942.43 170),3 0.52 58.55 422 .52 2.58 237.69
(71.65) (0.22) (24.63) (1.78) (0.64) (LO8)  (100£80)

LR B 176,46 .27 TR.53 2.57 )42 T.16 205.41
(60.49) (10 (29.59) (0.97) (. 15) (2,700 (100,00

199495 177.39 (.33 1 25.96 2.33 (] 1227 11999
(55.44) (0 1y (39.36) i(1L,73) ((r53) (3.840  (1O0AN

| 995-O6 @ | 78.42 (167 174,949 4.10 17.32 20,84 39634
(45.02) (.17 (44.15) i1.03) (4.37) (5.261  (100.00)

1996-97 i@ 220.20 (.84 271.39 {}.25 §.23 950 510.50
(43.15) (.16} {53.16) 1(L05) (1.61) C1L8T)  ( LOHDLUHD)

|9UT-08 165.20 (.33 320.00 .45 14.83 6.43 5134
(32.19 ({06 (62.35) (1.26) (2.89) (1,251 (10000

1998-99 278,90 0.87 461.24 6,99 15.12 16,77  779.89
[35.76) (011 (59.14) (0,90 (1.94) (2.15) (100,000

QU9- (KK 355,00 (.35 774.84 10,49 15.51 1673 1173.12
{ 501, 26) ((L05) (60.05) ((.89) (1:32) (143 (100,000

RIVVNENIE 457.50 {182 1075.70 1,00 40, 16 $2.37 162655
(28.13) (0,05) (66.13] (61 {248} (2600 (10

Nawe: Figures in hrackeis indicate percemage distribution to the total in the respective years,

Sovree: Data compiled from the Annual Accounts, IGNOLU.
"Does not anclude JICA Gram of Rs.680.00 Millions for ¢onstruction of building and installation of
equipment in EMPC,
@ Does not include JICA Grant of Rs.57.44 Millions for construction of building and installuion of
equipment in EMPC.

#loes not include Grant of Rs.80.00 Millions for North East Project.

that mn its second year the fee income was about 17 percent of the operating cost. In the
seventh year, the proportion of fee income nearly doubled to 32.34 percent of the gross
operating costs: and in the sixteenth vear, it has increased 10 128.32 percent. Increase in

enrollment is a major factor in this development.
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Table 5.7  Income from student fees as a proportion of gross operating costs (IRs in nullion)

Year Total Income Giross operating [hcome Irom Income from fee as
Cosly fee percent of gross
operaling costs
1985-86 29.29 299 - -
1986-87 TLZT 10,78 1.86 | 7.29
10K7-K8 T9.69 3693 2895 7.98
|9RE-8Y 126,94 74.29 14.97 20,14
1989-90) 211.61 %3.92 21.89 26,08
19939 | 66,35 1254 2150 24 44
199]-492 | 88.93 I 54.04 49,81 3234
1992-93 237.649 4645 3835 3998
199394 265.41 6348 T8.53 48.04
1994.95 31999 181.52 125.96 6439
1995-96 310634 218.02 174,99 80,26
1996-97 510.50 294 ()4 271.39 0230
190798 513.24 407.00 3200.4X) TR61
|998-99 T79.89 560056 461.24 B2.28
1999. 20N 117312 659,17 T74.84 1'17.55
2000-01 1626.55 LHCH 107570 [258.32

Source; Data compiled from the Annual Accounts, IGNOL

In the existing pattern of net deficit funding. all the income generated by the university
is treated as receipts, and the government provides only the difference between expenditure
and income to balance the budget. Consequently. there 1s not much of an incentive for the
universities 1o generate income since any additional income will mean corresponding
reduction in the maintenance grant. In order to remedy this situation. it may be worthwhile
that the government fixes the maintenance grant at a reference level with a5 percent annual
increment so that a university is free to utilise the additional income generated in accordance
with the priorities that it may decide.

rn of funding: Some guiding principles

Education in India has. by and large. been treated as a welfare activity and the priority
assigned 1o it has been low in the allocation of resources, In recent times, there has been
a shift — education is being regarded as a sector for investment. The National Policy of
Education declared that education would be regarded as an investment in the future and
accorded a high priority. To tulfill the comittment. the Parliament made an amendment. in
the constitution making upper primary education free and compulsory for upto 14 year
olds. However, higher education stands on a separate footing and the present thinking i1s
that the universities that have been till now depending entirely on government excepting
for an insignificant income from tuition fees should endeavour to generate more income on
their own and the government should progressively reduce its subsidy. This development
has created a new situation for the universities and they are yet to devise ways and means
of increasing their income.
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The IGNOU is a major innovation. It has a mandate, wide in sweep and extensive in
operations. It has (o widen access to higher education of good quality: it has to reach out
to people who are disadvantaged, who live in remote and backward areas, hilly regions and
island groups: it has to ensure equality of opportunity for higher education consistent with
the employment needs and economic development. Any funding policy for IGNOU has 1o
reckon with the standards to be maintained, the target groups to be served and the overall
objectives to be achieved. A funding policy for open universities may have certain components
that are universal and certain others that are local (regional. national) in character. The
universal components of costs that must be met by the government are:

e the initial capital costs:

e the initial costs for the preparation of instructional material and the infrastructure for
delivery: and

e a part of the recurring operational costs, found necessary to maintain standards and to
ensure quality.

When the institution is well established, the responsibility for meeting operational cosls
and expenditure on capital works, if any, may vary from country to country depending on
their social and educational objectives and the target groups served by the universities. It
is difficult to establish any uniform funding pattern for all countries. Cost-effectiveness of
distance education depends mainly on economies of scale and also the extent and nature of
support services provided to the students. What part of the total cost must be met by the
learners, and what could be the extent of subsidy from the government is not an academic
decision. It is a matter for the governments to decide.

It can be roughly stated that learners who are already employed and who pursue open
university programmes for career improvement can meet either full or a substantial part of
the cost of their education. The IGNOU programmes in Management, Nursing, Engineering
and Technology. and Computers will fall in this category. But candidates who have completed
their secondary school education and want to join the open university because of their
inability to pursue higher education in the conventional system due to social, economic and
geographic constraints have to be provided subsidies to pursue higher education. In other
words, the funding policy has to be not for the university as a whole, but for individual
programmes keeping in view their objectives. It will be a spectrum ranging from surplus-
generating programmes at one end to nearly 100 percent subsidy at the other. depending on
individual programmes and their target groups.

The funding pattern as it is evolving for IGNOU can be stated as follows:

e The government may meet the full costs involved in the development of all infrastructural
facilities. This will comprise buildings, equipment including all production and distribution
facilities, furniture. office equipment, library, transport and all other durable assets.
Later additions and replenishment/replacement of these facilities should also be supported
by the government with adequate funds.

e The operating costs on the average may be taken to range from 33 to 40 percent of the
conventional system. There may, however, be programmes involving small number of
learners where the cost might almost equal the cost in the conventional system.
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Recovery of the operating costs has been decided so far, taking into consideration as a

basis the fee in the conventional system. In general, the approach now is to fix tuition

fee based on a differential system 1.e. higher fee approximating to full-cost-recovery in

some cases: heavily subsidised in some others and somewhere in between in vet others.

depending on the target groups.

The full cost of the subsidy involved in the administration of the differential fees may

be met by the government.

The above pattern of funding will not permit the university to develop new programmes

and activities for which investments need to be made 2-3 vears in advance. For this

purpose, the university should create a development fund.

The development fund may be built up as an endowment by:

— a spectal contribution made by the government: and

~ raising donations and contributions from companies, trusts and other similar agencies
who should be granted exemption from income tax. wealth tax etc. on such donations/
contributions.

The university may launch an aggressive marketing campaign of its programmes and

courses so that they can be utilized by other open universities, private companies, etc.

for their own programmes of education and training. The resources so generated should

be transferred to the development fund.

This chapter 1s revised version of a paper presented at the COL workshop, Hong Kong, 1993, Sh. C.R,
Pillai was the co-author.



Cost-effectiveness of distance
education

~ Introduction | SN e S e T

Despite the higher expenditure and large expansion, the percentage of beneficiaries o
higher education among the relevant age group is still very low. particularly in the developing
countries coming under medium human development and low human development. Whils
the public expenditure and the number of higher education institutions have been on the
rise, there has not been appreciable increase in the size of the relevant population receiving
the benefits of higher education. ‘In several countries the rate of expansion has outstripped
the resources needed to maintain the system’ (Selim, 1987: 126). The demand for highes
education, on the other hand. has kept on increasing because of:

the phenomenal expansion in the opportunities for school education;
the increasing awareness among people about higher education as a means of upwars
mobility in social and economic spheres: and

e the higher education policy in a number of countries stressing on ‘narrowing the gz
between educational opportunities (access, participation and attainment) of the rich ==
those of the poor, and among the various regions and groups of people through & moe
equitable distribution of resources and facilities’ (Selim, 1987: 126).

The increasing demands for higher education have, over the years, led to the introduct =
and growth of the open learning system in the 1970s. When the distance education institus. e
were established in Europe, it was done, not so much out of cost consideration as -
egalitarian objectives that sought to make amends for the disparity in opportunities 1 Cu—zr.
198%; 27). But, later, when the thought caught on with the educationists in the 1980<. 1 « =
more out of a consideration to meet the challenge of large numbers, covering 2z =2
spectrum of age and employment status, to be educated or trained and to enable governmens
to fulfil their obligations within the economic constraints without reducing the swzsr o
operations.

The pressure of unmet demands, the resource constraint and the inequitable nar=z =
the existing system have made the option of Distance Education very appealing 2= : we=
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s o -2 hicher education. According to Lord Walter Perry's report, contained in
e oo Trcrance Learning—Worldwide published in 1984, there were 21,00,000
e .-~z n distance learning institutions throughout the world (Singh. 1992: 26).
# w= T -.o: zvailable as of Jan. 1998 with the International Council for Distance
wmgmee L Open University, Milton Keynes, there are 1117 distance learning mstitutions
=z = —zs offering 38974 courses. In Asia, according to the same source, there are
W& oo =< At the time when the study was undertaken, there were 600 distance
s oo oInons in 89 countries offering 22,182 courses. In Asia there were 74 Institutions
wwe—: = -~ zladesh, China, Hong Kong, India, Indonesia, Korea, Malaysia, Pakistan,
S - >~ Lanka. Taiwan, Thailand and Vietnam). Obviously, institutions in all the
“osze omm s have not found a place in the list. Even among countries listed, information
gewr . o=z institutions is not available with ICDL. The information compiled by the
Sarnome —autute of Multimedia Education, Japan (1992) includes Iran, Maldives. Myanmar,
= o~ owath one institution each, and Nepal with two institutions.

+. == Dazniel (1987: 34) observes:

-—

==z~ the world, higher level distance education continues to grow and evolve in an
—rr=-2vely diverse fashion. While firmly established for many years and in various

— . 7 numerous countries, distance education at the higher level is now in full
== -:-:on. offering new programmes, catering for new clienteles, employing new

=.---logies and achieving new results through its significant impact upon the teaching
LT ZATRING programmes.

s zwoiting” developments of distance education are mainly due to its two cardinal
. _-=-. namely, great ‘flexibility’ and high ‘productivity’ which answer the demands of
- .. cost-effectiveness and opportunities for lifelong education. The arguments advanced

= =~ nale for distance teaching programmes in the earlier days are more precisely elucidated

= =ooler (1981:45) under the following heads:
» _mbers and necessity argument
» = calitarian argument
—.onomic argument
» Juality of education argument
» Spinoff benefits argument

< ~other argument that will become increasingly important and should be added to the list

e continuing education or lifelong education argument. The demand for distance

irs2s is ‘increasing day by day, because today it is unrealistic to expect that during the
= atively limited period of formal education people can develop sufficient knowledge and
115 to last a lifetime in a fast changing social and economic life’ (Koul. 1993: 9).

The two arguments that emerge as dominant—overshadowing the rest or indirectly
~compassing the rest within themselves—are the arguments concerning the ‘numbers and
=cessity” and the “economics’.

The study, reported in this chapter, was an attempt to see how well the open universities
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in Asia have fared with respect to these two major factors favouring the popular appeal of
distance education:

e accommodating social demand for higher education; and
¢ their cost-effectiveness.

This chapter is based on data collected from institutions in India, Indonesia, Pakistan, Sri
Lanka and Thailand. Hong Kong has also been included as the Open Learning Institute
(OLI) there presents a model different from those in the rest of the countries, The term
‘open university’ is taken to denote single-mode institutions offering education through
correspondence and other delivery modes. However, as far as India is concerned a study of
a limited number of dual mode institutions where we have correspondence courses within
the jurisdiction and control of conventional universities has also been undertaken to study
particularly their cost-effectiveness in relation to their counterpart conventional offerings
within the same organisation. Except in the case of India, the study is limited to one open
university in each country. As for India, the study covers one national open university and
three of the five state open universities that have come into existence; the other two state
open universities are yet to become functional. The data used for the study are upto 1993

The study describes the aims and objectives of open universities and the variations in the:r
size, organization, financing and programmes in selected Asian countries, and

(1) examines the characteristics of the social demand for open universities, 1.e. whe
attends open universities; what programmes are apt for the system and why?—ifor
example, what is the representation of
(a) women,

(b) students from rural areas,
(¢) social and economically disadvantaged groups, and
(d) employed/mature students;

(ii) analyses data on unit and programme costs at these institutions with a focus =
sources of variation in component costs. Special attention is given to the determinzsm
of student fees and to remuneration of academic staff:

(1ii) examines the quality of courses and course material and who prepares them st
how they are prepared;

(iv) compares data on the internal efficiency of instruction at the instututionz =
programme levels, including costs per graduate, wastage rates, and average leng®
of time needed to complete programmes of study;

(v) presents information on the quality of programmes offered as measured = mas
rates and success in externally administered examinations, for professional cermScas
and

(vi) reviews studies of the external efficiency of open university program=—es. .=
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==ployment of graduates, impact of training of careers and job performance. Many
soen universities have focused on in-service teacher training, though other areas too
=ave been covered.

—

= oy reviews the extensive secondary literature on open universities. Some of the
moss cmporiant sources, however, are project evaluations and reports to national and donor
ss=mcss that have been involved in the establishment of these universities or in financing
e orogrammes. Examples include the recent USAID sponsored evaluation of in-service
=scmer training in Indonesia and Sri Lanka.

== order to obtain current information. individuals from institutions in the select Asian
—memines were contacted. The terms of the study were communicated to them and they
==== reguested to participate as investigators in the project. A report on a fairly detailed
sy on cost analysis of IGNOU was also sent to them to provide a model for cost studies.
#e=oorts were received, in response, from Thailand, Sri Lanka, Pakistan and the open
srversities in India. But these initial reports fell short of our expectations. Most of the
s ersities perhaps did not maintain the data to meet the requirements of the study. Even
=2ere information was available, it was not processed and made available in usable form
= was also not readily accessible to the investigators for preparing the report.

The reports received were analysed and further information was sought. It was felt that
» semminar inviting the authors of the reports might help improve the content and seek
canfication on certain issues.

Lhe seminar was held at the Anna University, Madras during December 22-24, 1992.
“zrucipants were provided with detailed guidelines on the topics they were expected to
L

The seminar started with the presentation of the paper by Kulandai Swamy ‘The New
Faumerns of Education: Distance Education’. This was followed by an overview of the
mepers to be presented and discussed at the seminar. Later, papers on different institutions
»zre presented, and issues were discussed.

Choice of institutions

The study was restricted, as stated earlier, to select countries—Thailand, Sr1 Lanka. India.
Indonesia and Pakistan. In addition, Hong Kong has also been considered. Some of these
countries have more than one open university/open learning institute of university-level
education. For instance, in Thailand there are three institutions (UNESCO & NIME. 1992)
that make use of distance education mode in one form or another.

* Sukhothai Thammathirat Open University
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e Ramkamhaeng University
e Centre for Educational Technology.

Sri Lanka has the National Institute of Education besides the Open University of Sri Lanka.
In India, besides one National Open University (IGNOU). there were five state open
universitiecs, one each in the states of Andhra Pradesh, Maharashtra, Rajasthan, Bihar,
Madhya Pradesh (subsequently, between 1993 and 2001 four more state open universities
have been set up in Gujarat, West Bengal, Karnataka, and Uttar Pradesh). These are:

Dr. B.R. Ambedkar Open University, Hyderabad
Yashwantrao Chavan Maharashtra Open University, Nashik
Kota Open University, Kota

Nalanda Open University, Patna

Madhya Pradesh Bhoj (Open) University, Bhopal
Ambedkar Open University, Ahmedabad

Netaji Subhash Open University, Kolkata

Karnataka State Open University, Mysore

Rajshree Tandon U.P. Open University.

In addition to these, there were more than 40 conventional universities and higher-level
institutions which are offering correspondence education through their Directorates/Institutes
of Correspondence/Distance Education. These dual mode institutions have been long in
existence and account for a substantial portion of enrolment of distance learners in the
country. (The number has since risen to 64.)

In Indonesia, there were six institutions offering university and sub-university level
education (UNESCO & NIME 1992) using distance teaching mode.

(i) Universitas Terbuka, Jakarta

(ii) National Teachers Distance Education, upgrading Course Development, UN Bandung

(iii) Centre for Educational Communication Technology, Ministry of Education, Jakarta

(iv) Centre for Educational Training for Programme Personnel. National Family
Coordinating Board, Jakarta

(v) Indonesian Banking Development Institute, Bureau of Distance Learning Programme,
Jakarta

(vi) PERUMTEL Training Centre, Division of Distance Learning System, Bandung.

In Pakistan, no institution, except Allama Igbal Open University, is known to offer open
education at higher level.

As for Hong Kong, there were six institutions offering open higher education. The firs:
of these is a single-mode institution and the rest are conventional institutions of regular
face-to-face education offering distance education through their departments of continuing
education:

(1) Open Learning Institute, Hong Kong (renamed as Open University of Hong Kong
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The School of Professional and Continuing Education, University of Hong Kong
Extra Mural Studies Deptt., The Chinese University of Hong Kong

T'he Continuing Education Deptt., Hong Kong Polytechnic

Centre for Continuing Education, City Polytechnic of Hong Kong

School of Continuing Education, Baptist College, Hong Kong.

s 2dmonally o the 1991-92 academic year, 34 overseas tertiary institutions were offering
== programmes al undergraduate and postgraduate levels through 7 local tertiary institutions
=d colleges in Hong Kong (Dhanarajan, 1992: 4).

The growth of open learning being so prolific within each of these countries, a representative
Sooice was imperative for any in-depth study of its working. Accordingly, one institution
—om each country (with the exception of India) was selected. The choice was restricted to
~nzle mode open learning institutions.

In the case of India, samples were taken from all the three categories of institutions.
= National Open University,
= State Open Universities, and

» Institutes of Correspondence Courses/Directorates of Distance Education.

Thus, the List of institations studied included:

Thailand : Sukhothai Thammathirat Open University

11 Lanka : Open University of Sri Lanka

ndonesia : Universitas Terbuka

Pakistan : Allama Igbal Open University

india : (i) Indira Gandhi National Open University

(i1) (a) Dr. B.R. Ambedkar Open University
(b) Yashwantrao Chavan Maharashtra Open University
(¢) Kota Open University
(111} Select Institutes of Correspondence/Distance Education Courses

Introduction to institutions

“we present a brief introduction to each of these institutions with some details of the size
«nd nature of their operations in terms of objectives, enrolment, courses and programmes
n offer, media in use, language of instruction, etc. We begin with a general introduction
o each of these institutions followed by tabulated details of specific information. These
nformation pertain to the year 1992 since the cost-effectiveness data, analysed in this
studyv, also pertain to that year.

Sukhothai Thammathirat Open University (STOU)

sTOU was established by a Royal Charter on September 5, 1978, It is a national, single
mode distance education university and aims to give opportunities for people in all walks
of life to enrich knowledge and improve professional competence. It had ten Schools in the
‘ollowing ten disciplines:
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Liberal Arts
Educational Studies
Management Sciences
Law

Health Sciences
Economics

Home Economics
Political Science
Agricultural Extension
Communication Arts.

In 1992, a School of Science and Technology was to be established.

Open University of Sri Lanka (OUSL)

OUSL came into existence in 1980 by a Parliamentary Act of 1978. The purpose envisaged
in the Act was ‘providing higher educational facilities to those who are not students of any
other institutions’. The programmes of the University are designed to meet national education
and training needs and to offer an opportunity to all people to have access to that extent and
the kind of education which their development requires. The university had three faculties:

¢ Humanities and Social Sciences
* Engineering and Technology
e Natural Sciences.

Each of these faculties had five divisions. They offer education and training in the fields of
Management, Education, Law, Science and Technology.

Universitas Terbuka (UT)

UT was established in September 1984 by a Presidential Decree as a national single mode
distance education institution of higher learning. (*Universitas Terbuka’, in the Indonesian
language, means Open University). Its main purpose was to increase the absorbent capacits
of higher education and to meet the need for university graduates for national development
It provides opportunity for higher secondary school graduates, fresh school leavers anc
unemployed as well as the employed, to obtain tertiary level education. It had four faculties

e Faculty of Teacher Training and Education
e Faculty of Social and Political Sciences
e Faculty of Economics

e Faculty of Mathematics and Sciences

They offer programmes at Certificate, Diploma and Degree levels.

Allama Igbal Open University (AIOU)

AIOU was established in June 1974 under an enactment of the National Assembis o
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Swosaan It was to provide part-time educational facilities through correspondence courses,
wormass. seminars, workshops, laboratories, television and radio broadcasts and other
mass communication media. It was to cater to the educational and training needs of working
sowes. household women, in-service teachers and remote and physically-challenged people.
! o= ers courses of an extremely wide range, from literacy to M. A and M.Phil The Primary
Tescmers” Orientation course is the largest of its several vocational programmes.

Indira Gandhi National Open University (IGNOU)

IZNOU came into being in 1985 at New Delhi by an Act of the Indian Parliament. Besides
Ssmctoning as an Open University, IGNOU according to the Act, functions as an apex body
momoting, coordinating and determining the standards of distance education systems in
iz The open university function of IGNOU is carried out with the help of 15 Divisions
=mZ 9 Schools of Studies. For carrying oul its role as an apex body a statutory authority
=2 =4 ‘Distance Education Council’ has been created.

The University has Schools of:

Humanities

Social Sciences

Sciences

Education

Continuing Education

Engineering and Technology
Management Studies

Health Services

Computer and Information Sciences

® ® & & & ® & & @&

Dr. B.R. Ambedkar Open University (BRAOU)

BRAOU, formerly known as Andhra Pradesh Open University, was established in August
1982 by an Act of the State Legislature of Andhra Pradesh. It was the first open university
. India. It was expected to play a ‘complementary role’ in democratising higher education
n the state by providing educational opportunities to the hitherto neglected sections. It was
also to offer continuing education to the working population to upgrade their skills and
cnowledge. It offers undergraduate, postgraduate and research programmes.

Yashwantrao Chavan Maharashtra Open University (YCMOU)
YCMOU was established in July 1989 to serve the state of Maharashtra in the Union of
India. It is to introduce and promote the open university and distance education systems to
achieve decentralisation and reorganisation of university education in the state. Its programmes
lay a major emphasis on vocational/technical courses. Most of the courses are offered in
the regional language i.e., Marathi. English is used at higher levels and for courses in
science and technology. The university is committed to becoming self-supporting in its
operational cost.

Kota Open University (KOU)

KOU was established in July 1987 as a cost-effective alternative to the conventional system
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of higher education and with the major objective of providing education to those who need
it at their doors and thus avoiding overcrowd in the conventional system in urban areas. [t
offers programmes at the pre-degree, degree, postgraduate and research levels. It covers
the descriptive areas of Arts, Commerce, Science, Journalism, Tourism and Hotel Management

Correspondence Course Institutes (CCl’s)

e e i e R e — — —_—

As for CCls in India, there were then more than forty conventional universities offering
correspondence courses to 454,000 students (Singh 1992), though in 2001 the number ot
institutions stands at 64, A few have carried out investigations and made cost analysis of
some of the CCls in the country. The studies that deserve mention are by: Vijay Mulaxy
Committee (1978), Gupta (1986), Ansari (1992a), Singh (1992) and Datt (1993).

In this analysis, a detailed study of the CClIs is not contemplated. However. relevan:
information has been compiled for the current study. Eight of the CCIs had been taken up
for cost-study by Ansari (1992): the CCls of the Universities of Annamalai, Bombax.
Madras, Delhi, Kerala, Mysore, Punjab and Utkal. These are major universities which are
engaged in research and teaching through the traditional classroom method as well as
distance mode, mainly correspondence. and account for about 50 percent of the 1oz
enrolment of distance learners in the country. They represent different Indian states which
greatly differ in levels of educational development and socio-economic settings that ares
characteristic of Indian society and economy. They have been offering programmes at the
undergraduate and the postgraduate levels in different disciplines.

[ = S = - — e

Classified_ details about the institutiung

Details of specific information concerning each of the open universities under this stocs
are tabulated under the following heads:

e Objectives (Table 6.1
e Levels of programmes offered (Table 62
¢ Number of programmes and courses on offer (Table 6.3
e Staff position (Table &=
e Regional and Study Centres (Table &5
e Use of non-print media (Table &.£
e [Language(s) of Instruction (Table &7
e Number of candidates qualifying: year-wise (Table 6.8

The details of year-wise admission are discussed in the next section.

Nature of demands

Social demands for education in a country may be recognised at two levels—ihe =
level and the micro-level. At the macro-level the demands would relate to 1ssues Tas
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Table 6.1 [Institutions under study: Objectives

Educational Developmental Economic
oS Expansion/ Training/ Life- Personal National Econ. Prom. Pol. & Cost
equity/ stalf dev./ long dev. edv. dev. or econ. effecti-
equality of  vocational edn. democ. ideology veness
opportu-
nities
STC i v W A A N | v
ORSL v W y v | Y v
T Y v v v v v '
s ] W y y
L] v V W | v
WENOU N y v y Y y + W
SR A0U y v y V v i V v
YOMOU \ v VJ V Y + v v v
KOU v v v W

“oees: The identification of objectives is as used in the UNESCO & NIME study (1992). The objectives
overlap one another and a clear distinction between the one and the other is rather difficult,
Scwrre: (1) Information about STOU, OUSL, UT, AIOU, OLI] and YCMOU is from the UNESCO &
NIME study (1992).
(11) Information about IGNOU, BRAOU and KOU is from the papers presented at the Madras
seminar ( 1992),

Table 6.2 Institutions under study: Levels of programmes offered

OU's Pre- Dip. Cert, First- Post-  Continuing Community Research
degree degree  graduate edu. edu.
M. Phil Ph.D
STOU v i v
OUSL \l A v v v N v
LT | v v v
LIOU v V y y v y
OLI v y v
IGNOU v v v | v
BRAOU | \ & \ v
YCMOU W v V v v «.r
KOU V v v Vv W

Sowrce: (1) UNESCO & NIME (1992) for STOU, OUSL, UT, AIOU, OLI and YCMOL..
(ii) Papers presented at the Madras seminar for IGNOU, BRAOU and KOU.

e universalisation of education,

= z=quity and equality of opportunities, and

* life-long process of education (including continuing education for upgradation of
knowledge, skill and technology)

These will be perceptible in the government policies, proclamations, election manifestoes



84 Education for knowledge era

Table 6.3 Institutions under study: Number of programmes and courses offered

Oous Programmes offered Courses offered*®*
STOU (1991) 58 443
OUSL (1991) 16 372
UT (1991) 26 550
AIOU (1991) 20 260

OLI (1991) I8 38*

IGNOLU (1993) 43 300
BRAOLI (1992) 7 158
YCMOU (1990) 4 29
KOU (1992) 15 —

Source: (i) UNESCO & NIME (1992) for STOU, OUSL, UT, AIOU, OLI and YCMOU.
(i1) Prasad (1993) for BRAOU
(11i) Vice-Chancellor's Convocation Report (1993) for IGNOU
(iv) Papers presented at the Madras seminar in case of KOU,
*OLI courses are expected to grow up to 135 by 1995/96.
*% Information about the number of courses is as given by the institutions. A
Course in one university may not be comparable to a course in another university
in terms of content and number of credits assigned.

Table 6.4 Institutions under study: Staff employed

Ous Full time Part time*
STOU 1985 4000
403 (A) + 1582 (O)
OUSL 577 816
245 (A) + 332 ()
uT 1398 350
726 (A) + 672 (O)
AIOU 1150 3000
IGNOU 1494 9000
261 (A)Y+ 1233 (O)
BRAOU 488 3075
89 (A) + 399 ()
YCMOU 223 11
38 (A) + 185 (O)
KOU 61 163
OLI 190 800

A = Academic Staff; O = Other Staff (Administrative, Technical/Professional Staff)
Source: (i) UNESCO & NIME (1992) for STOU, OUSL, UT, AIOU and OLL
(11) Personal correspondence (1993) in case of KOU, BRAOU and YCMOU
(111) Official records (1993) in the case of IGNOU.
*part-time staff consist of academic counsellors and staff employed on a par-
time basis in Laboratories, Studios and Study Centres. In the case of YCMOL .
part-time staff consist of 1 coordinator and 10 Regional Directors.
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Table 6.5 Institutions under study: Regional and study centres

OouUsS Regional centres Study centres
STOU 7 I5+58+75
T 32 110
AlIOU - 425
OLI - 13
IGNOU 16 220
BRAOU — J5%%
YCMOU 7 04 4 21 4 [T
KOU 6 29

Source: (i) UNESCO & NIME (1992) except for IGNOU, BRAOU, YCMOU
and KOU.,
(1) Vice-Chancellor's Convocation Report (1993) for IGNOU
(i1i) Personal correspondence (1993) in case of BRAOU, YCMOU & KOLU,
*STOU has 75 study centres, 58 “special study centres’ and 75 "STOU
Corners’; ‘special study centres” are work-centres for professional/
vocational training and ‘STOU Comers’ are spaces exclusively segregated
for STOU materials in the public libraries.
*£0f these 6 are exclusively for women and 2 for prison inmates.
#5404 study centres, 21 ‘sub-study centres’ and 17 “work centres’.

Table 6.6 Institutions under study: Use of non-print media

s Audio Video Disc Computer  Radio ™V Satellite Telephone
STOU W W Y v Wy

DUSL W v y

LT y A 3 v v v

S JOU v A Y \ v \

EGNOU v Y W Y

ERAOU y V V

YOCMOU y v

XOU v y V W

oLl v W v v v

Sowrre:  Dhanarajan et al., “Staff development for the application of interactive technologies in distance
education—A feasibility study™, ICDE Bulletin. Vol. 27, Sep. 1991, except for BRAOU, YCMOU
& KOU, for which information was gathered through “personal correspondence .
“otes: (1) The above tabulation is based on the source cited. It is surmised that the use of compurter as
a medium is likely to be only in experimental stage in most of these umversities.
(ii) Wherever TV and satellite are indicated, it is presumed that the telecast is made through
satellite.

of political parties and perhaps through the sentiments voiced by responsible members of
he public in the media and elsewhere.

The demands at the micro-level would relate to more immediately felt educational needs
o achieve planned economic growth or targeted societal goals and would normally get
reflected in the reports/surveys of manpower, plan documents, performance budgets and
nudget allocations.
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Table 6.7 Institutions under study: Language(s) of instruction

OUs English Other languages
OUSL y Sinhalese, Tamil
UT Indonesian
AIOU y Urdu
OLl v Chinese
IGNOU V Hindi
BRAOU v Telugu
YCMOU y Marathi
KOU W Hindi*
CCI's V Respective regional languages

*One or two programmes are offered in other Indian languages too.

Source: (i) UNESCO & NIME (1992) for STOU, OUSL, UT, YCMOU and OLIL
(ii) Papers presented at the Madras seminar for IGNOU, BRAOU, KOU &

CCls.

Table 6.8 Institutions under study: Number of candidates qualifying—yearwise

STOU OUSL uT AIOU IGNOU BRAOU
1982 9594 405 117
1983 17237 1929 151
1984 | 1487 909 121
1985 11770 1650 T80
1986 13185 1654 8500 840
1987 15021 240 1122 1494
198E 14812 1841 2385 960
1989 13895 3470 1423 737 1170
1990 2215 1561 3807 2034
1991 1346 4907 3649
1992 4444 3330

Source: UNESCO & NIME 1992 except for BEAOU & IGNOU, for which the sources are Rao, 1992
& the Convocation Report of VC, IGNOU respectively.
Neotes: (1) OLI and YCMOU were vet to produce any graduate (as in 1992),
(ii) Details were not available for KOU.
(11i) 8500 for UT is cumulative for 1985, 1986 and 1987.

While considerable differences can be expected in the demands at the micro-level from
country to country, at the macro-level there is near consensus about the demands among
the Asian countries. These are the same as identified at the beginning of this chapter. It will
be appropriate to mention here that while the wording of the demands may be the same. the
significance of each demand will vary from country to country. The universalisation of
education for a country like India or Pakistan with a high percentage of illiteracy has
different priorities in comparison to a highly literate city like Hong Kong. The kind of
urgency and priority that equity demands in a country of vast disparities may not be echoec
in a country where the spectrum of privileges is narrow and inequality is not exaggerated
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= mwssion of the t_JUs: Macro-level

a1

e s emder study have been mainly established with the mission of meeting the macro-
s social demands—oprimarily the demands of the rising number of aspirants for higher
s wmich go hand-in-hand with the demands for equality of opportunities and the
me==is “or conunuing education. The brief statement of objectives and missions of each of
S Cpe= Unnversities that follows highlights this premise.

T Sukhothai Thammathirat Open University (STOU), Thailand

¢ was sszzblished in 1978 to provide the population with increased educational opportunities
& e amnversity level. The STOU s mission comprises the following:

= sroemotion of life-long education;
= mmproving the quality of life of the public in general;
= morezasing the educational qualifications of working people, and
= =xzanding the educational opportunities for school-leavers. (It is said that only 6 percent
o the rural agriculturists, who form about 80 percent of the country’s population,
manzage 10 have access to higher education. STOU is to widen opportunities for these
=~=r=! agriculturists.)

T™e Open University of Sri Lanka (OUSL)

¢ was established in 1980, Its objectives are to provide:

= ccocanonal facilities for those who cannot leave their jobs and homes;

= =zhereducation to everyone (only 25 percent of school leavers in Sri Lanka are admitted
= university education and it amounts to only 2 percent of the annual school admissions); and

= =Zuocanonal facilities to geographically isolated areas and life-long education.

The Open Learning Institute (OLI), Hong Kong
=wablished in 1989, its aim is to provide access to higher learning to all those who may
= missed it or will be missing it in the conventional systems for one reason or another
wiv 11.3 percent of the 15 + age group have access to tertiary education). The conceptual
Z=<:zn of the Open Learning Institute is of a large scale; it is expected to be a comprehensive
premnative to institutional education at the school and technical/vocational training levels
z well as higher education level. (The OLI has been renamed as the Open University of
=-ogz Kong, SAR China.)

Universitas Terbuka (UT) of Indonesia
= was established in 1984 with three major missions:

» oincrease access to higher education (as less than one third of the applicants only were
zccommodated by the existing Indonesian conventional universities);
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to provide a second chance to higher education (as, on average, only 20 percent to 30
percent of high school graduates are accommodated by the campus universities): and
to provide efficient upgrading programmes for Junior and Senior High School teachers
(who were recruited on a large scale following rapid expansion of primary and secondary
schools in the 70s and early 80s).

Dr. B.R. Ambedkar Open University (BRAOU),
Andhra Pradesh (India)

Established in 1982, the objectives of the University, among others, are to:

provide educational opportunities to those students who could not take advantage of
institutions of higher learning; and

realize equality of educational opportunities for large segments of the population who
wish to upgrade their education.

The Indira Gandhi National Open University (IGNOU), India

It was established in 1985. Its major objectives are to:

provide access to higher education for large segments of the population (It is worth
recalling here that only about 7 percent of the age group is admitted to the conventional
institutions of higher education):

provide education in different branches of knowledge, technology, vocations and
professions;

strengthen and diversify the degree, diploma and certificate programmes in relation to
the needs of employment and economic development of the country;

promote opportunities for continuing education: and

¢ provide an innovative system of education which is flexible and open.

The Yashwantrao Chavan Maharashtra Open University (YCMOU),

Maharashtra (India)
Established in 1989, YCMOU seeks to:

make higher, vocational and technical education available to large sections of the population:
give special attention to the needs of the disadvantaged groups;

provide continuing adult and extension education, including retraining of adults in new
skills; and

provide an innovative, flexible and open education.

The Kota Open University (KOU), Rajasthan (India)

It was established in 1987 with the objective of providing education to those who need =
at their doorsteps. It was intended to avoid overcrowding in the conventional higher educanos
institutions in the urban areas and provide an opportunity for higher education to the rur=
aspirants.
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e ezl mussion of all the above Asian open universities is more or less similar:
e sccess o higher education, equalization of educational opportunities, and promotion
e e educanion. Indeed. the genesis of all Asian open universities is in the perception

W S seec o respond to an ever increasing social demand for the expansion of higher
seosmee facililies.

Egm=at of macro-level demands met

& amier w0 appreciate the manner in which and the extent to which the OUs in Asia under
sy meve endeavoured to fulfil their commitment to the macro-level demands, it is necessary
W sl their performance along three lines:

- e size and growth of enrolment;
& 5 nature and types of programmes offered:;
= the characteristics of the learner groups catered to.

These 2ata also pertain to the period upto the year 1992-93 to match the cost data so as to
Semtner study the cost effectiveness of the institutions,

= The size and growth of enrolment

¥ e size and growth of enrolment can be taken as an indicator of accommodating social
Lemend for higher education, the figures are very favourable. The figures pertaining to
st OUs in Asia are given below year-wise (Tables 6.9 to 6.16):

The pattern of growth of the OUs in general, excepting STOU and UT, indicates a trend

Table 6.9 [IGNOU: Admission of students Table 6.11 KOU: Admission of students
27 4.381] [987-88 14,278
SHT.RX 16,811 98R-89 22,983
TRy 42.324 1989-9() 14.389
<ML 0 48 281 1990-91 12,263
L9 52.376
¥957-92 62.375 Source: Sharma, 1992
1202.93 75.666

Sewrce: Vice-Chancellor’s Convocation Report

o=

Table 6.12 BERAOLU: Admission of students

1983-84 6.251

1984-85 11,244

1985-86 15,702

Table 6.10 YCMOU: Admission of students 1986-87 19.271
1987-88 16,303

1SEG.9(0) 1,260 |988-89 16,827
[990.9] 9.566 1989-9() 16,402
1951-.92 13,052 1990-91 27.446
1952-93 15.276 1991-92 32,416

Sewmrre: Takwale, 1992

Source: Rao, 1992
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Table 6.13 STOU: Admission of students Table 6.15 UT: Admission of students
1980-81 82,139 1984 85,329
1982 69,046 1985 85.015
1983 46.900 1986 19,655
1984 83,640 1987 7,509
1985 79.990 1988 9,041
| 986 61,687 1989 5,739
1987 48,500 1990 37,151
[O8E 49 420 1991 66,513
1989 52,831
1990 67.398% Source: Personal correspondence
1991 $0.000 (i) Admissions were open thrice in 1986 and

[987 and twice in the remaining years. The
Source: UNESCO: NIME, 1992 figures represent the total in each year.
(ii) For 1986 only two admission figures were

Table 6.14 OUSL: Admission of students made available out of three: similarly for 1959

only one figure was available out of two.
1982 2.360
1983 6,879
1984 5.873
1985 9.052 Table 6.16 OLI: Admission of students
1986 10,063
sy 13,119 1989-90 4237
1988 13,197 1990-91 13.009
1989 12,832 1991-92 17,535
1990 14,407

Source: Dhanarajan & Hope, 1992
Sowrce: Ranasinghe, 1992
of continuous growth. The decline at UT is described as part of the general trend of decline

in enrolment for higher education in Indonesia during the period. The reasons attributed
are:

o Senior Secondary School graduates, who form a considerable part of UT clientele are
‘now more interested in short-term vocational courses which promise more immediaie
results’.

e Economic reasons prevent students from enrolling at UT.

Prospective students are discouraged by the challenges of being a self-dependent learnes

e Changed system of registration, tutorials. exams, etc. confused the students leading =
their dropping out (Rukhmat et al, 1988: 175).

The reasons attributed for the declining trend at STOU are:

e Mainly lack of confidence among the public—after initial enrolment—as to the possibai
of getting a degree through distance mode of education.

e Poor economy may be the fact for the drop after the spurt in 1984, (The spurt ==
perhaps the consequence of the emergence of the first set of graduates).

e The demands of distance education system were new and unfamiliar to the prospecte
students (Sriprasart et al, 1988: 142)
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s figures of select CCls of India are given in Table 6.17. The trend in admission,
S more and more Conventional Universities (CUs) having put distance teaching units
s sperznion, s seen rising in some CCls, fluctuating in certain others and stable in the
==

Table 6.17 CCls: Admission of students

S Delhi Bombay Madras Punjab Annamalai
_In 13,722

T 13.477

=7 13,302

-9 11,133 12.054 10.011

T 8,355 4,585 9.101

-R ] 4,482 5,280 9,460

=1-%2 4,759 6,698 9,150

SNC-83 9.822 7,448 20,584 8,741 25,397
B 13,825 U412 42214 9.321 24,565
L RS 18,250 12,302 67,968 1,775 30,420
#5-86 21.444 12,701 78,123 5.399 39.311
788 22478 15,148 92,737 8,783 41,554
S-59 23,852 94,425 1719

warre: Extract from Datt, 1993: 172-73

Sombay, Madras and Annamalai show steady increase, while Punjab’s admission figure 1s
<ormewhat stable with minor upward or downward changes. The admission at Delhi kept
Zeclining up to 1981-82, but then started rising. What is interesting to note is the upward
send despite introduction of more CCls over the years.

Considering the numbers that each institute seems to accommodate year after year, the
s2mission figures are in no way small.

(ii) The nature and type of programmes offered
The programmes offered by OUs can be categorized along the following lines:

= programmes that have no comparable courses in conventional institutions (non-conventional
programmes),

» programmes of specific job relevance/job-orientation (job-oriented programmes):
programmes of specific social-welfare orientation (welfare-oriented programmes);

» programimes seeking to cater to the unfulfilled or newly developed aspirations which
may or may not have any immediate job-relevance to the learners (programmes of life-
long education);

» programmes seeking to update/upgrade the skills and qualifications of professionals and
others with the focus set on an immediate job-related objective (programmes of continuing
education);

+ programmes on offer for wider options of those within conventional system (open
programmes for conventional students).
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A detailed study along the above lines would help us in assessing the attempt to meet the
demands for: universalisation of education, equality in educational opportunities and provision
of life-long education.

Table 6.18 on programmes offered by OUs in Asia gives a broad view of the types of
programmes offered and thereby the kind of clientele catered to. However, the table does
not give any clear idea of the extent of service within each category, either in terms of the
number or range of programmes or in terms of the size of the beneficiary groups. Further
work along this line may help in defining more precisely the extent to which OUs meet the
different kinds of social demands for higher/continuing education.

Table 6.18 Institutions under study: Programme-types offered

OUs Conven- Non- Job Wellare Life-long Continuing Extended
nonal conven- Oriented Oriented  Education Education Open

tional Education

[GHDU E E # * E 4 *

BRAOL E -] * # L

YCMOU * * e * " s

KOU * * % "

STOU = S e % e %

DU SL E 1 # L

uUT e & ® L

OL1 * * # *

CClIs (India) ® o * *

* = indicates offer of programmes

If people not catered to by the conventional universities are to be accommodated, OUs
should offer conventional programmes also, irrespective of, whether such offers are supported
by the assessment of national ‘needs’. They ought to be offered to meet the social *demands’.
All OUs under study seem to give credence to this view—as they all offer conventional
programmes besides others. Among other programmes, all OUs are seen, from the above
table, offering programmes of job-oriented education, continuing education and life-long
education—which again confirms the commitment to meet evolving social demands. Five
OUs offer welfare-oriented programmes—programmes oriented towards social well-being.
Only four offer the type of programmes which are not normally offered in the formal
system. Two OUs permit simultaneous registration for open learning while continuing
studies at formal institutions.

(iii) Characteristics of the learner groups

A study of the profile of learners along the following dimensions would help in assessing
whether the OUs really reach the hitherto unreached and, thereby would provide a measure
of the extent of accomplishing the objective of equitable opportunities in education:

e ratio of learners employed as against the total enrolment (Table 6.19);
e ratio of women learners as against the total enrolment (Table 6.20);
e age distribution of learners (Table 6.21);
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Table 6.19 Insututions under study: Distribution of students by employment
status (in percentage—1992)

OUs Employed Unemployed
IGNOU 52.67 47.33
YCMOU* 50.67 28.76
BRAOU** 28.18 71.82
KOU n.d. n.a.
STOU 91.4 8.6
OUSL*** 80 20.0
uT 84.6 154
OLI (HK) 97.1 2.9

Source: Papers presented at the Madras seminar; n.a. = not available
*Distribution is worked out for the 1992 enrolment in the B.A/B.Com programme.
20.55% have not responded. Information gathered through personal correspondence
with the Vice-Chancellor,

=*Distribution worked out for B.A.. B.Com, students of 1989-90. Those students
formed about 80% of the total enrolment. For four of the remaining programmes
employment was a necessary or preferable condition for admission. So it is presumed
that the employed ratio will be slightly higher if the total enrolment is reckoned,
***More than 80% OUSL students are said to be “employed or adults” (forming
non-traditional student group). Therefore it cannot be strictly considered as emploved.

Table 6.20 Institutions under study: Distribution of students by gender
(in percentage - 1992)

OUs Male Female
IGNOU 64.2 32.8%
YCMOU 74.5 25.5
BRAOU 67.0 33.0
KOU n.a. n.a.
STOU 50.0 50.0
OUSL G2 T 37.30%#
uT 78.0 22.0
AlOU 69.0 31.0
OLI (HK) 66.4 33.6

n.a.; not available

*The figure excludes the population of Management Programmes:; if they are
included, the distribution works out to 75:25. The participation of women in these
programmes is low (to the tune of 5.89%) because one of the pre-requisites for
registration in management programmes is that the applicant must have been in
service for atleast three years in the capacity of a manager or supervisor. Women
managers are still few as compared to men in India.

**Surprisingly the participation of women in management and entrepreneurship
programmes of OUSL is to the tune of 23.47%. But participation of women in the
Diploma and Bachelor Degree programmes in Technology works out to only 12.4%.
Excluding these two programmes the distribution works out to 57.8: 42.2,

93



94 Education for knowledge era

* educational qualifications of learners at entry level (Table 6.22);
e ratio of learners who come from groups that may be considered socially, economically
or otherwise disadvantaged in the country concerned (Table 6.23).

Table 6.21 Institutions under study: Distribution of students by age (in percentage - 1992)

OUs <21 yrs 21-30 vrs 31-40 yrs 41-50 vrs > 50 vrs
IGNOU 9.0 58.2 22.8 6.50 1.50
YCMOU 12.7 54.8 17.8 Tl 7.0
BRAOU n.a.
KOU n.a
STOU 5.4 67.0 17.6 4.1 0.6
(< 23) (23-30)
OUSL I.4 45.5 31.6 18.1 2.7
uT 25.8 25.2 373
(< 26) (26-30)
OLl1 B.6 54.7 32.1 S .2
(«<22) (22-30) (41-45) (> 43)
Nores: (i) For BRAOU, the average age of students works out to 28 according to Prasad (1993 73,

(i1) STOU Figures given pertain to 1985 (Ngam 1987: 360); 2.3 percent have not specified their
age: average age of students (in 1990) is 26.7; medium age is 25.0 (Rojanasang 1992)

(i11) An updated 1993 distribution of the cumulative enrolment from 1989 to 1993 at YCMOLU 5
11.44, 17.5, 14.6 with 7.5 percent not having responded.

Table 6.22 Institutions under study: Distribution of students by entry level educational qualificatios (=
percentage-1991)

OUs Degree and above Diploma/Certificate Hr. Sec. Less than Secondas
IGNOU 34.8 - 52.9 — 12.3
BRAOU* b 25 - —75

STOU 14.0 33.1 32.9 n.a,

OLI 52 29.9 59.5 54

*The admission in BRAOU is substantially in the bachelor’s degree programme and the figures zes
pertain to this programme,
Source: Prasad (1993: 72) in the case of BRAOU, and papers presented at the Madras seminar for the ses

Table 6.23 Institutions under study: Distribution of students by income (in percentage-1992

Olls Distribution of income

Top Middle BT
STOU 6 18 e
OLI 20 60 -
uT — 39 3
AlOU 10 30 -~
YCMOU 3 37.5 L=

*The remaining 7 percent of students in the case of STOU and 14.5 percent in the case of YOMIL sme
not responded.
Source: Personal correspondence in the case of YCMOU, and UNESCO and NIME 1992 in the case o S
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e i ormation collected is given in the form of tables that follow,

~ e percentage of employed students in the case of India ranges from 28.18 1o 52.67
WESE e percentage in the other countries ranges from75 to 97.1. The lesser percentage in
Sl cam be explained by the fact that the incidence of unemployment even among the
Scsec os large, and most young people consider some additional higher educational
s soanon a desirable asset for employment in the competitive market. A large number
# amemoloved vouth enroll in the open universities with this objective.

~ %= fact displayed by the table is that a larger percentage of OU students are employed
sesess—persons who could otherwise not get an opportunity to improve their qualification
wr wio through formal institutions.

“%e female participation in the programmes of the OUs under study ranges from 22 to
~ percent. the participation ratio seems to be conditioned by the kind of programmes
seme offered and the pre-requisites for admission that go with them. At IGNOU the female
sarmopation is less in the management programmes (5.89 percent) because the conditions
o admussion stipulate that the applicants must be in employment holding at least three
w=wrs Of supervisory experience.

T5e female participation ratio compares well with, if not more favourably than, the
~wrm=sponding ratio in the conventional system of education. In respect of India the female
setopation in the conventional system of education is worked out by the University
~ra=ts Commission as 31.6 percent while the corresponding figure in distance education
= represented as 41.2 percent (Swamy, 1991).

15e above age profile of OU learners shows very little participation from the less than
~ sezar old population. Thus a vast majority of learners are in the age group above 21—
£z=in an age-group for which conventional institutions of higher learning are normally out
¢ reach. Hence here is another dimension of social demands from non-traditional student
swoups (higher age bracket) which is met by the OUE .

The distribution of students by entry-qualification shows a relatively high percentage of
sarticipation from graduate population at IGNOU, India. The reason here again could be
= entry requirement made for its Management and other programmes. The University
“Ters a few postgraduate diploma and degree programmes for some of which there is a
sopular demand as reflected in the enrolments. Corresponding information is not available
“or other universilies.

Details of distribution of students by income are available in UNESCO and NIME 1992
survey tor four institutions—STOU, OLI, UT and AIOU. Similar information compiled by
TOMOU with respect to students (numbering 8284) enrolled in 1992 for B.A./B.Com
programme is also available. The details are given in Table 6.23. The classification as Top,
Middle and Bottom income groups is as specified in the UNESCO and NIME report,
cxcept in the case of YCMOU where the demarcation has been made as follows: Top—
zbove Rs. 50,000 per annum, Middle—between Rs. 50,000 and Rs. 10.000. Bottom—
=elow Rs. 10,000,

The table reveals that enrolment from the middle and the bottom groups is several times
carger than enrolment from the top group. We could see a pattern emerging in the income
based enrolment distribution, if we leave out the case of OLI where 97 percent of the
students are employed persons (Ref. Table 6.19). The bottom group gets a larger representation
than the middle and the middle a larger representation than the top.



96 Education for knowledge era

Demands at the micro-level

The relation between the identified and quantified manpower needs and the programmes
offered by the distance teaching institutions has not been discussed in detail. It would be
worth the effort, if relevant information is obtained by the universities and shared so as to
assess more accurately the immediate or short term social utility of the open learning
institutions.

Spin-n_ff benefits to the society

Besides the obvious relevance of the open universities in meeting the social demands at the
macro and the micro-levels, the OUs have also been rendering certain significant—but less
known or recognised—services to the society at large. In the process of universalizing or
democratizing educational opportunities, they have thrown open wider access not only to
those outside the purview of the conventional institutions but even to those within the
conventional systems for wider options of elective courses through such memorandum of
understanding for credit transfer as IGNOU has entered into with Pondicherry University.
For instance, Pondicherry University offers a Master’s degree programme in management
studies; IGNOU also offers one. While the electives available in Pondicherry University
are limited, IGNOU offers a number of Postgraduate Diploma Programmes in various
specialized areas of management. The courses for these programmes have been prepared
at considerable cost, utilizing the services of some of the best professionals and academics,
The students of Pondicherry University, preparing for the MBA degree can take any of the
relevant elective courses in IGNOU and claim from Pondicherry University recognition of
the credits earned. By a simple provision, the students have been enabled to have access to
a large number of courses developed by IGNOU. The same provision is available for all
parallel or related programmes. The widening of options, that can be achieved at no extra
cost, for a country of the size of India, through similar agreements, will make a remarkable
contribution to the pressing educational needs of the society, The same agreement can also
be extended to undergraduate and postgraduate programmes in affiliated colleges. Today.
a Punjabi or a Bengali student enrolled at one of the affiliated colleges in Pondicherry
University for a Bachelor’s Degree Programme cannot hope to do Punjabi or Bengali as
his/her option respectively under language. But he/she can take an IGNOU course in these
languages and claim credit for it. Such facilities may be available in other countries too, bus
the details are not available.
The other two significant social contributions of the OUs are as follows:

e They have been gradually moving towards setting more widely applicable standards of
education with their wider jurisdiction, expanded further through networks of larges
scales of operation.

e When the book industry has grown prohibitively costly for the developing Asian natioes
the OUs are rendering a yeoman service by providing a sort of *Teach Yourself Textbooks
on a large number of topics at affordable prices.
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Twe aconomics of education

e Lamer half of the twentieth century has been witness to a revolution, the consequences
o wonch can only be dimly visualised even today. Science and Technology have set a new
wece 2ad pattern for life and work; knowledge is generated at a faster rate than ever before
= sweman history; the spectrum of applications of the new knowledge is ever widening: and
e communication technology has brought people worldwide closer together than ever
stz We have been witness to some of the consequences of these developments—the
Ssemizgration of empires and power blocks: the rise and fall of economic and political
Soctmmes and dogmas; and the very optimistic expectations about the emergence of new
word orders yet undefined in many cases.

The post-war reconstruction of economies in America, Europe and Japan placed a
segoer emphasis on education in Science and Technology to promote research and
Zeswelopment. The expansion of technical and professional education in these countries as
szzinst the traditional liberal arts education was phenomenal. The emergence of a new
ciess of entrepreneurs and managers who were instrumental in accelerating the pace of
scomomic development in these countries was a direct consequence of this change in the
“ocus of higher education.

The emergence of a very large number of independent nation states, most of them
scguiring freedom from their colonial masters, was another major development during this
seriod. Each one of them was keen to establish a national identity, the major components
= which included economic and political independence. Both required human resources;
tmerr attention inevitably turned to developing their own manpower through the setting up
=f mstitutions of education and training. ‘Several countries have achieved rapid development
= the post-war period; for the most part, they have two features in common. They invested
= the education of men and women, and in physical capital’ (World Development Report
1991: 31).

The classical view ‘education for enlightenment’ surely gave way to the new approach
“education for development’. That made education an economic activity; an investment in
people. ‘By improving people’s ability to acquire and use information. education deepens
their understanding of themselves and the world, enriches their minds by broadening their
experiences, and improves the choices they make as consumers. producers and citizens.
Education strengthens their ability to meet their wants and those of their family by increasing
their productivity, and their potential to achieve a higher standard of living’ (World
Development Report 1991: 55-56).

The new approach ‘education for development’ has a sociological dimension too. Many
of the newly independent countries, and some even in the developed world, had to encounter
problems of equity, and of access to education. While in countries like the USA affirmative
action by the state in favour of the less privileged tried to address these problems. in the
developing countries, governments had to allocate substantial resources for the creation of
education facilities to provide the necessary opportunities to ensure equity and access. The
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significant growth and development of distance education has been a response to all these
challenges.

Cost function: models

The economic interests, besides leading to significant developments in the concepts and
delivery modes of higher education, led to a search for methods of assessing the cost-
benefit (input-output) relationship in education. This, in turn, paved the way for developing
several models to study and analyse the costs. Cost analysis essentially involves four major
steps:

(1) Identification of inputs which generate costs. From the purely economic point of
view, there are no “free” resources. Where such resources seem to be available
freely, someone bears the cost. and a notional value has to be assigned to those
resources.

(11) Distinguishing the operating costs (recurring annual costs) from the capital cosis
(one-time investments that can be drawn upon over a number of years, and therefore
can be assigned a derived annual value).

(111) Separating the variable costs, which fluctuate more or less proportionately with the
number of students.

(1v) Analysing the cost function to establish the relationship between the costs and the
number of students, in terms of total costs, average costs and marginal costs.

Funding policy of governments in the domain of distance education varies from country t«
country. There 1s hardly any standard or universally accepted method of arriving at the per
capita cost in distance education. Certain approaches have been developed by the academics
for cost analysis. They are briefly discussed here to provide an introduction to cost analys:s
discussed later for various universities.

A simple equation which could be applied in any education system is:

IC=F+ VN

where
TC = total cost
F = total fixed cost
V' = variable cost per unit
N = number of units of output
(e.g. students/student hours, elc.)

The total cost function here is observed to be linear and the average cost (AC) is obiames
simply by dividing the fixed cost (F) by the output (N) and adding it to the vanabie oo
(V). Thus:

AC=FIN+V

To describe the fundamental cost-inducing variables in distance education. = mowiies
form of the above equation was developed in the mid 1970s by the UK Open U =eman
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“e was based on two fundamental variables namely, the number of students and the
samer of courses under development and on offer:

C=a+bx+cy

L

C = total cost

a = the fixed cost

1 = the number of courses (those under development weighted as 1.0 + those on
offer weighted as 0.1%)

v = the number of students

o = the average cost per course

¢ = the average cost per student

For several years this equation was used as the basis for determining funds to be
seowaded to the UK Open University. This approach was later taken up and modified by a
semmber of other open universities. At Athabasca University, Snowden and Daniel developed
: more sophisticated costing model (1980: 76-82):

IC =ax;+ ax>+ by +c¢

where
TC = total cost
x| = course credits ‘in development’
x; = course credits ‘in delivery’
v = ‘weighted’ course enrolments

ay = course development costs per credit
a, = course revision/maintenance/replacement costs per credit
b = ‘delivery’ costs per ‘weighted’ course enrolment

¢ = Institutional costs (overhead)

Another dimension in the development of models has been to identify the sub-components
within the fixed costs and variable costs pertaining to the sub-systems of distance education
svstem, namely:

Production system (p)
Instructional system (i)
Evaluation system (e)
Administrative system (a)

Applving these sub-systems to the fixed costs (F) and the variable costs (V), the simple
sguation

TC=TF+TV

“Dhfferent weights have been assigned, keeping in mind the cost for developing a course afresh and the
cost for maintaining a course already on offer.
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(Total cost = Total fixed cost + Total variable cost)
15 expanded as

IC=(TF,+TF;+TF,+TF,) + (TV,+ TV, + TV, + TV,)

where
I'F, = Total fixed cost for production
T'F; = Total fixed cost for instruction
TF, = Total fixed cost for evaluation
TF, = Total fixed cost for administration
and

'V, = Total variable cost for production
TV, = Total variable cost for instruction
TV, = Total variable cost for evaluation
TV, = Total variable cost for administration

A number of other models have been developed. These models appear to be simple, but fail
to specify the cost-affecting variable in sufficient details to be of any practical help in cost
justification or estimates. Nevertheless, these models are useful in as much as they give an
insight into the cost structure.

Cost types

There are broadly five cost types (Birch and Cuthbert 1981):

(1) Historical cost
(ii) Replacement cost
(i11) Standard cost
(iv) Projected cost
(v) Opportunity cost.

Historical cost is an attempt to summarize in monetary terms the extent to which a=
activity has consumed or appropriated resources.

Replacement cost refers to the cost that would be incurred to acquire equivalent physica’
facilities or to buy comparable materials or services to replace those obtained in the past

Standard costs are predetermined costs to serve as a norm or basis for comparison w=®
actual costs.

Projecred costs are estimates of future costs.

Opportunity costs relate to foregone resources or revenue as a result of choosing oee
alternative in lieu of another.

Only the first of these five types of cost represents the actual cost—money’s wors
sacrificed—in performing an activity or acquiring an asset or receiving the goods s
services. The rest depend, to a considerable extent, on hypotheses and assumptions For
purposes of a study of cost effectiveness, which ipso facto involves comparison of cosn
we have to take recourse largely to the historical costs, the data for which can be had
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e Smamec secords of the institutions concerned. Other costs—replacement, standard and
et ent help in consolidating the findings of comparison of the historical costs.,
sty costs are too complex to determine and too hypothetical in nature to be of any
mmssmmees! Belp in assessing cost effectiveness.

L=stng terms

e sommponents of cost, whatever be the method of costing, can be classified as direct and
e for some purposes and as fixed and varable on certain other considerations.

-t costs are those which are readily identifiable with a ‘cost centre’, If the concern
% f=termune the cost of running an academic department within an institution, then, the
sosiesmc and administrative staff working exclusively for the department have to be identified.
T e may be other staff responsible for maintaining the institutional administration. the
scsoemts, the campus, the library and such other common facilities. The department concerned,
St has some staff working exclusively for it, may still not be able to function, if the
wer 1211 looking after the general administration and common facilities are not there. In
s msiance. the academic department is the cost centre, the salaries paid for the staff
encwsively working for the department are the direct costs and a rational proportion of the
sesamies paid to the other staff is the indirect cost of the department. The indirect costs are
s referred to as “overheads’ and they are the costs which are not readily identifiable with
& COST centre.

A rational process of determining the proportion of the indirect cost pertaining to a cost
cemire 15 known as apportionment. It is necessary to apportion indirect costs to a given cost
cemtre. But there is no one correct method of doing it. All that could be said is that the
soportionment should be governed by rational, equitable and practicable considerations.
“niferent considerations/norms may be necessary for apportioning different costs.

A variable cost is that segment of the total cost which varies with the volume of output;
e segment that remains constant irrespective of the volume of output is known as the
fixed cost. The cost of preparing a unit of course material (writing, editing, revising,
composing) remains fixed whatever be the number of students enrolled for it: but the
production cost (printing, binding and distributing) varies with every change in the number
of students enrolled. The former constitutes the fixed segment while the latter constitutes
the variable segment of the total cost of course development.

Approaches to costing

Cost analyses may be done along several directions. But there are three basic approaches
which are more commonly used in the context of costing education:

e Full (or absorption) costing
¢ Differential (or incremental) costing

* Standard costing

Full costing requires that all direct costs are allocated and indirect costs are apportioned to
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the cost centres. They may be subsequently related to cost units—units of output or activity,
such as per capita cost, cost per credit, cost per programme, etc.

Differential costing attempts to identify the change in costs resulting from an option of
a different level of activity or mode of operation. Suppose an institution desires to change
over from telecasting its video lessons to distributing video cassettes to students, differential
costing approach will provide details of the change in costing that would follow.

Standard costing attempts to compare actual costs with predetermined (norm) costs. A
significant variation, if noticed, may necessitate further investigation. The variation might
be due to circumstances outside the control of management or within. If within, remedial
measures may have to be devised.

Standard costing may be useful to check and keep the expenses of a school/division in
an institution within targeted limits, Differential costing approach may be helpful whenever
a change in the level of activity or mode of operations is contemplated. It may be relevant
whenever questions of increase/decrease in enrolment, reduction/enlargement of option-
range, launching/withdrawal of courses, etc. are planned or anticipated. The full costing
approach is relevant to the purposes of reviewing/evaluating the cost performance or cost-
effectiveness relationship.

A costing model of IGNOU

= —_— — _— ™

When a study of the cost analysis for IGNOU was taken up, it was realized that none of the
theoretical models developed and available in the published documents are directly applicable.
Taking into account the literature in the field, a method of approach was evolved by Pillai
and Naidu (1991) to analyse the cost for 1989-90.

They set out on two purposes:

(i) defining and analyzing the existing cost structure of IGNOU; and
(i1) norm-setting for the future.

The pursuit of the former results in the identification of the major cost factors and
disaggregation of the total costs of IGNOU in terms of cost components leading to the
derivation of unit costs per measure of output. In pursuit of the latter, the authors have tnec
to develop. on the basis of the unit costs derived, ‘productivity norms’ for course developmens
(in terms of time dimension) and ‘cost norms’ for different activities assoclated with
production, delivery, etc.

In the study made by Pillai and Naidu, units for which the unit costs are to be determina
are standardized at the outset, The course is identified as a unit. A student is idenufiec =
another unit. The unit of a course consists of 8 credits (240 hours of study) and a ==
student is a 32 credit (960 hours of study) or equivalent student curriculum load. The
authors then identified the major cost-heads. The cost heads are:

1. Printed Materials cost:
(a) Development phase
(i) the non-faculty cost
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#2) e faculty cost
B Psduction phase
|} pening costs
‘= distmbution COSLS
> Balie Video Materials cost:
) Development cost
o DeifTusion cost
5 Sswiewmr Record Maintenance and Examinartion Processing cost
& Sswmssion Costs
£ Soaden: Counselling costs
S Lisvuny and Documentation costs
T Gemeral Administration costs
L Lommmon Services and General charges
8 Capuzal costs.

“usmz with the identification of major cost-heads. significant cost elements under each
sesd are listed out. While listing out the cost elements, wherever the actual value of a cost
si=mment is not directly available, the authors have explained how the value may be worked
sur or deduced from the available cost data.

Using the cost details collected for the cost elements and the cost head for the sample
somrses, average cost of an 8-credit course is computed for the development phase and the
sr=ting phase separately. Similarly the average cost for producing audio-video material
<= an S-credit course is worked out. Adding these average costs, the total (average) fixed
1 for an 8-credit course is worked out. The total cost is then annualised applying the
s=sualisation factor a(r,n) using the formula:

r(l + r)"
(1 +r"—1

alr.n) =

where:
alr, n) = annualisation factor
;= interest rate
n = lifetime of the material

To work out per student unit cost, the annual enrolment of students in ditferent programmes
of varying credit values has been standardized by weighting the students on the basis of the
cr=dit values they had enrolled for. To determine the annual unit cost per student. the total
~=venue expenditure for the given year is broken up under a number of cost elements and
~esrouped under major cost-heads, relating to three categories—fixed. semi variable and
\ariable. The annual unit costs are worked out for each of the cost elements and cost heads
by dividing the revenue expenditure by the number of weighted student enrolment. Thus
annual recurrent costs per student for semi variable, variable and indirect costs are obtained
and the total annual recurrent cost per student is arrived at.

Applying a uniform credit rating for all programmes and applying the unit costs derived,
costs in launching 8-credit courses, fixed costs for material preparation and programme
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delivery costs have been determined. The cost function in launching a new programme 18
defined as:

CNP = bx + cxy

where:
CNP = cost of development and delivery of a new programme
x = number of 8-credit equivalent courses in a programme
v = number of weighted 8-credit equivalent students in a programme
b = cost of developing a new 8-credit course
¢ = cost of delivery of services 1o an 8-credit equivalent student.

In the whole costing exercise described above, the capital cost has not been taken into
account. Depreciation of infrastructure facilities has also not been considered. Based on
the approach outlined above, the per capita cost for selected programmes in IGNOU has
been worked out in the next section. Per capita cost at other institutions given in the next
section have not followed necessarily the same approach because of different cost orientation
and/or non-availability of data along the suggested lines. The cost study of different institutions
is discussed in the section that follows.

The investigators involved in the project were provided with the same method of costing.
evolved in Cost Analysis of Distance Education: IGNOU (Pillai and Naidu, 1991) as
described above. Cost analysis and norm-setting, if worked out realistically for different
open learning institutions, could provide a sound basis for inter-institutional comparison of
cost-performance. Moreover, a uniform approach in costing is desirable for any comparative
study worth the effort.

Cost analysis

In this section, we present the details of cost study of the institutions identified for the
purpose. We had eight investigators each dealing with one institution—Ileaving out OLI
and AIOU. There could not be any participation from AIOU because of certain socio-
political developments in that country. As for OLI we received a paper (Dhanarajan &
Hope, 1992) and the accounts for the year ended March 1992. Among the studies reporied
by the investigators, two had very meager details on cost related heads—the one on KOU
and the other on STOU. Thus we were left with six reports of cost studies. The substance
of these reports 1s presented in the following sub-sections. For the remaining institutioss
we have presented whatever relevant cost information we could gather from secondar
sources. The details on STOU have been supplemented by information from secondia
sources. KOU has been left out for the following reasons:

e [nformation available on KOU is too little.
e Sufficient number of Indian institutions have already been represented.

A reference was made in an earlier section that cost analysis involves separation o &
operating costs (recurrent annual costs) from the capital costs (investments 1n asses e
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el sgeoment etc., which can be used for a number of years). In our analysis, we
e wemeemed the operating cost, but have not taken into account the capital costs, and its
i vatoe. This was for the simple reason that many of the open universities studied
e il oo make substantial investments in the creation of their assets,

Samiar'y while computing unit costs, only institutional costs have been taken into
mme. Frovate costs, including opportunity costs, have been kept out of the purview of
e smss. except where the information could be collected through some secondary source
W smsdies conducted earlier. The decision to keep the private costs out was taken considering
e compiexity involved in computing the private costs and the opportunity costs.

¥ENOU study

Imstitutional average per capita cost

WO has worked out the annual institutional average per capita cost and the annual cost
e ssadent for each of its programmes. The institution’s annual average per capita cost has
Se=n worked out by dividing the total revenue cost by the number of weighted students
weweered in the year concerned. The total cost has been identified under three major

11 cost of course development and production;
‘=0 cost of student support services; and
=) cost of institutional overheads.

Sach of the above cost components has been further divided into subheads to give a more
Zetailed analysis of costs. The cost items thus i1dentified under each cost component are
owven in Table 6.24.

Table 6.24 [1GNOLU: Cost components and cost items

Cost component Cost items within

4 Course Development and Production Development of course materials
Production of print materials

Production of audio and video matenals
Admission and student record maintenance
Student counselling/tutoring

Examination

Materials distribution

Library and documentation

General administration

Common services and general charges
Miscellaneous, including estate management

2 Student Support Services

. Insututional Overheads

The above costs have been worked out for three consecutive years 1989-90. 1990-91 and
1991-92. The details are made available in three tables. Table 6.25 gives a snapshot picture
of IGNOU cost structure for the years 1989-90, 1990-91 and 1991-92.
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Table 6.25 [IGNOU—Cost structure
(Rs. in millions)

Cost components 1989-90) 1990-9 1 1991-92
Actual % of Total Actual % of Total Actual % of Total

(i) Course Development  34.01 40.53 43.68 3881 66.21 42.98
and Production
(it) Student Support 20.71 24.68 32.40 28.79 39.05 25.35
Services
(iii) Institutional 29.20 34.79 36.47 32.40 48.77 31.67
Overheads
Total 83.92 100 112.55 100 154,03 100

Table 6.26 presents component-wise average per capita cost for the three years 1989-90,
1990-91 and 1991-92:

Table 6.26 [IGNOU: Annual average per capita cost
(Per Capital Cost in Rs.)

Cost components 1989-90 1990-9] 1991-92
(1} Course Development and Production 709.33 656,72 879.43
(ii) Student Support Services 432.07 487.13 518.7%
(iii) Institutional Overheads 609.01 548.30 647.73
Total 1750.41 1692.15 2045.94

A further analysis into the details of constituent cost-items of the components in the above
table is made in Table 6.27 to give a detailed analysis of per capita annual recurrent costs.

Programme-wise annual per capita cost

Programme-wise annual cost per student has been derived from the above annual average
cost per student. The process of this programme-wise deduction of cost has been complex
because:

the programmes offered by IGNOU are at various levels:
there are significant cost factors responsible for variations in cost between one programsm:
and the other;

e the cost factors as far as production of materials is concerned, are determined by e
number of constituent courses of the programme, the level of offering, and the effors
involved in development and production: and

e the cost factors concerning delivery are governed by such components as laboraios
practicals, student projects, etc.

Precise data are not available to assess the cost of each programme separately. Yet an a5
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Table 6.27 IGNOL: Break up of annual per capita cost

= Caost item Total cost (Rs. in millions) Cost per student (Rs.)
1989-90 1990-91  1991-92 1989-90 1990-91 1991-92

L Bess=iopment of Course 10.05 12.10 13.78 200.54  I81.94 183.03
—_— (11.97) (10.75) (8.94)
= Fesdaction of Print Material 19.94 28.70 47.61 415.83 431.45 632.29
23.76) (25.5) (30.91)
. Pedaction of Audio & Video 4.03 2.8K 4.83 8396  43.33 64,11
(4.8) (2.56) (3.13)
Tl Development and 34.01 43.68 66.21 709.33  656.72 879.43
Froduction of Material (40.53) (38.81) (42.98)
£ Aomession & Student 2.38 3.79 4.61 4967 57.03 61.22
scord Maintenance (2.83) (3.37) (2.99)
£ Swadent Counselling 11.87 16.48 22,12 247.52 247796  293.8|
(14.14) (14.64) (14.36)
& Examination 4.10 5.49 7.82 85.54  R2.56 10)3.89
14.89) (4.88) (5.08)
T Mawenial Distribution 237 6.64 4.5] 4934 9978 59.86
(2.82) (5.9) (2.92}
Total Student Suppert Services 20071 32.40 39.06 432.07 487.13 318.78
(24.68) (28.79)  (25.35)
& Library and Documentation (0.87 1.23 1.39 18.13 18.51 18.52
(1.03) (1.09) (0.90)
4 General Administration 5.16 P i 6.23 107.55 83.81 R2.77
(6.14) (4.95) (4.05)
1. Common Services & 16.34 21.03 30.24 34091 316.22 401.71
General Charges (19.48)  (18.69) (19.64)
1. Miscellaneous, including 6.83 8.63 10.9 14242 129.76 144.73
Estate Management (B.14) (7.67) (7.08)
12 Total institutional overheads 29.20) 36.47 48.77 609.01 54830 647.73
(34.79) (32.40) (31.67)
Total Revenue Costs 83.92 112.55 154.03 1750.41 1692.15 20459

( 100.0) (100.0) ( 100,07

“ores Figures in parentheses denote % of costs to total revenue costs.

=as been made to derive the programme costs on the basis of certain well defined parameters
like the number of courses in a programme, the volume of materials produced, the number
of study centres activated for the programme, etc., and applying them o the average cosis.
The cost of individual programmes so worked out is presented in Table 6.28.

BRAOU study_

Expenditure and receipts

Among the OUs in India, BRAOU has the longest period of operation—I10 vears (as of
1992). The yearly budgets of the University for the past 10 years provide the details of
expenditure and receipt under different heads. Applying the total strength every year,
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Table 6.28 IGNOU: Programme-wise cost per student (in Rs.)

S1.No. Programme 1989-90 1990-9] 1991-92
|.  Bachelor's Preparatory Programme 437.65 519.43 T78.70
2. Bachelor’s Degree Programme 1842.18 1644.17 1996.96
3.  Bachelor of Library & Information Science 2315.35 2259.86 3117.51
4, Management Programmes 1839.07 1702.20 1779.84
5.  Diploma in Distance Education 2059.25 3149.02 5671.59
6.  Diploma in Creative Writing in English 5189.95 7637.67 6247.14
7.  Diploma in Computers in Office Management — 4459.40 4598.55
8  Diploma in Rural Development — — 2301.86
9.  Diploma in Higher Education —_ — 3661.71
10. Certificate in Food & Nutrition 767.86 731.18 779.82

Average cost for all programmes 1 750.41 1692.15 2045.94

Note: The programmes listed against S1.No. | and 10 are for six months.

average expenditure per student, average fee receipts per student and average government
grant per student are worked out yearwise for the ten years. The details are presented in
Table 6.29 and 6.30.

Fee income vs. expenditure
The Table indicates that a major portion of expenditure is met by the student fee. Yearly
averages over the ten years confirm this indication:

Yearly average expenditure ('00,000 Rs.) = 291.70
Yearly average fee receipts ('00,000 Rs.) = 226.60
Yearly average Govlt. grants ('00.000 Rs.) = 94.10
Yearly average student strength = 37,400

Yearly average expenditure per student (in Rs.) = 780
Yearly average fee income per student (in Rs.) = 606
Yearly average Govt. grants per student (in Rs.) = 251

The total yearly average income per student exceeds total yearly average expenditure by
Rs. 77, because in the calculation here only recurrent costs are taken into consideration.
leaving out fixed costs. The excess per capita income from the government source is for
meeting the fixed cost requirements.

Detailed cost analysis

A detailed cost analysis for the three preceding years (1989-90, 1990-91, 1991-92) =
carried out under three major heads of cost components—Course Development, Studes:
Support Services and Institutional Overheads—which represent the fixed costs, variablie
costs and indirect costs respectively (Table 6.31). Each head has been further subdivides
into a number of cost-items. From the details thus worked out, average per student coss
under each of the three major heads has been calculated yearwise. By adding up e
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Table 6.31 BRAOU:; Cost analysis for 1989-90, 1990-9]1, 1991-92

SI.No.  Cost component 1989-90  1990-9]1 1991-92
Cost Component—1: Course Development (Fixed costs)
I Writing and Editing ("00,000 Rs.)
e Salaries for internal Faculty teachers 22,75 2493 il 14
* Remuneration to external resource persans for course 4.87 0.70 1.50
o Travelling expenses and other contingencies for course 1,75 [.10 1.00
writers & editors
Total 30.37 26,73 33.64
2, Printing ("00.000 Rs.)
* Cost of paper 50.38 65.90 92.00
e Printing 13.54 16.17 32.00
Total 63.92 82.07 124.00
3. Annuahlisation ('00,000 Rs.) 3196 41.04 62.00
TaKing into consideration that the course material is
printed for two years, the annualized printing costs per year
4. Total fixed costs (1 4+ 3) ("00,000 Rs.) 62.33 67.77 95.64
5. Total number of students on rolls 34183 45041 52803
6. Average fixed cost per student in Rs. 182 150} 183
Cost Component—2: Student Support Services (Variable and semi-variable costs)
1. Expenditure (*00,000 Rs,)
e Study centres 55.34 105.58 116.22
e Examinations 39.65 S50.15 66.12
e Printing (other than course material) B.14 2.99 275
e Ewvaluation Branch 3.00 2.11 2.2
« Computer Centre (.12 0.72 ] 32
Total 106.25 161.55 | 85 65
2. Total number of students on rolls 34183 4504 1 32803
3, Average variable cost per student in Rs, 311 359 357
Cost Component—23: Institutional Overheads (indirect costs)
(in Rupees
1 Expenditure ("00,000 Rs.)
o General Administration 66.54 81.47 1 158
e Library 2 4] 7.7 & 0%
Total 68.95 .
2. Total number of students on rolls 34183 45041 52805
3 Average indirect cost per student in Rs. 202 198 >

average cost per student under the three heads in a year, average unit cost per studess me
year has been calculated. The details of calculation are given below:

From the above cost analysis carried out under the three major heads. the insommess
average unit cost per student 1s derived. The unit cost per student 1s given in Tasle &= "0
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Table 6.32 BRAOU: Unit cost per student
(in Rupees)

1989-90 1990-9] 1991-92
spemee Course Development 182 150 183
Sme=zee Student Support Service 311 359 357
Spe=mes mstitutional overhead cost 202 [98 236
Swe=m2e unit cost per student per year 695 707 776

#rojected cost of a BRAOU programme
“aving made an ex-post cost analysis of the preceding years, an attempt has also been
Tisde o compute costs of an academic programme, given the operational factors governing
&= zcademic programme of BRAOU. Given below are the postulates, assumptions, and
s=tazls of projected estimates.

An academic programme of one year duration leading to an award of degree or diploma
comsists of 6 to 8 courses. Each course is divided into blocks, and each block is subdivided
=50 units. The programme costs are arrived at by assuming the following:

The duration of the programme is one year.

The academic programme consists of 8 courses.

The expected student enrolment is 5000 in one year.

The course material is printed for one year.

The print material consists of 25 units; comes to 500 pages in double demi size.

The number of counselling sessions will be 20 for one course.

The programme is offered at 50 study centres.

One internal faculty member will coordinate the course writing and it would take one

vear for the completion of course writing and printing.

« [t would take Rs. 10,000 for production of one video lesson and Rs. 1000 for an audio/
radio lesson.

* The audio-visual supplement consists of 2 audio lessons, 2 radio lessons and 2 video
lessons for the course.

* Travel expenses are restricted to first class train fare only.

The projected costs per student per programme for BRAOU are given in Table 6.33.

YCMOU study

—_— - — N —— ——————ee —

Cost components and cost centres
YCMOU is still at its formative stage. It is rather difficult, therefore, to find out realistic
programme cost and unit cost. However, an attempt has been made to analyse the expenditure
of the first three years to get some idea of the costs involved.

The cost components of revenue expenditure as envisaged by the university are classified
nto operational cost and development costs.
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Table 6.33 BRAOU: Projected cost per student per programme

A,
(1)
(i1)
(iii)
(iv)
(V)
B.
(1)
(i1)
(i1i)
{iv)
(v)
(vi)
(vii)
&,
(i)
(1)
D.
(1)
E.
(i)
(1)
F.
G.
H.
I.
1.
K.

Course Development:

Expert Committee meetings for finalisation of syllabus and identifying

course team
Course writing @ Rs. 1000 per unit and editing @ Rs. 10,000 for
the course

3 course team meetings consisting of editor and 5 writers @ Rs. 3000

per person on travel, stay and other incidentals

Salaries for internal faculty

Typing, Xerox. Art work and other Miscellaneous expenditure
Total

Course Printing:

Cost of 32 reams of paper @ Rs. 400 per ream
Composing charges @ Rs. 75 per page for 500 pages
Preparation of negatives @ Rs. 27 per page for 500 pages
Preparation of plates @ Rs, 96 per plate for 62.5 plates
(with 8 pages per plate)

Printing of 5000 copies @ Rs. 25 for 1000 for 62.5 plates
Binding charges @ Rs. 40 per 1000 of 16 pages lots
Front and back cover page printing @ Rs. 80/- per 1000 copies
for 5000 x 2 copies

Total

Audio-Visual Support:

Preparation of master copies of 2 audio, 2 radio and 2 video
lessons per course

Duplication of 50 cassettes to be sent to 50 study centres where
the course is offered

Total

Despatch of Course Matenal:
Despatch of 3000 units of course material in two instalments
@ Rs. 25/- per despatch

Face-to-face Counselling:

Counselling at 50 study centres with 20 counselling sessions

per course @ Rs, 70 per counselling session

Correction of 3 assignments per course @ Rs. 3/- per assignment
for 5000 students

Total

Total Cost for 5000 Students (A +B+C + D+ E)
Average Cost per student per course
Total cost per student for 8 courses

Average cost per student on student support services for one year

programme based on 1991-92 average vide table 5.7 Cost Component 2

Average cost per student on indirect costs for one year programme

based on 1991-92 averages vide Table 5.7 Cost Component 3

Total Cost per student for the entire programme (H + [ + )

Rs.

Rs.

Rs.

Rs.
Rs.

Rs.
Rs.
Rs.

Rs.
Rs.
Rs.

Rs.

Rs.

Rs.

Rs.

Rs,

Rs,

Rs.

Rs.,
Es.
Rs.

Rs.

Hs

20,000
35.000
54.000
1,00.000

10,000
2,19,000

1,28.,000
37,500
13,500

6.000
7.820
6,250

800

1,.99.870

24,000
10,000

34,000

2,50.000

70,000
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e oserational costs include:

= Cost of producing study texts.

» Mulu copying of audio/video tapes, floppies, experimental kKits, etc.

= Cost of delivery including costs of such activities as publicity, registration, study centre
segamisation, counselling, formative, summative evaluation and certification.

= (o=t of maintenance activities.
Cost of infrastructural support.

The developmental costs include:

= Cost of planning for the programmes.
» Costof development of programme design, infrastructural materials, feedback and reforms.

TCOMOU has eight Divisions. The likely distribution ratio between developmental and
operational costs for each of these divisions 1s expected to be as follows (Table 6.34):

Table 6.34 YCMOU: Expected distribution of developmental and operational costs

Division/Centre Proportions of expenditure
Developmental cost % Operational cost %
1. Academic Division 100 0
2 Academic Services Division (ASD) 100) 0
3 Audio Visual Centre (AVC) 90 10
2  Print Production Centre (PPC) 0 100
5. Student Services Division (S5D) 0 100
5. Computer Centre 25 75
7. Library & Resource Centre (LARC) 100 0
= Administrative Division 0 100

Annual per capita cost

The revenue-expenditure for the first three consecutive years i1s given in Table 6.35. The
expenditure has been divided into four main stages of operation—i.e. development, production,
delivery and infrastructure. The expenditure of various divisions is separated in the proportion
mentioned in Table 6.35.

The year-wise total revenue expenditure is calculated (Table 6.36) and divided by the
total number of students to give cost per student (Table 6.37). The effective student number
is arrived at by applying 0.5 weight to students enrolled on short term courses. So, the
student number is the number of students on year-long courses added to half the number
of students on short-term courses.

The cost per student is around Rs. 2200 which is obviously high since the enrolment is

quite low.

Projected cost per standard course
Initially, expenditure on various programmes and courses was not segregated. Further, the
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Table 6.36 YCMOU: Summary of revenue expenditure
(Rs. in lakhs)

S=x Devclopment  Production Delivery Infrastructure Total No. of students
. 18.39 (05,93 05.11 11.42 30.85 620
b 2136 35.67 22.55 30.70 | 30,28 6111
- 2028 46.48 26.72 89.93 192.41 9552
gt 79.03 B8.08 5438 132.05 353.54 16283

Table 6.37 YCMOU: Annual average cost per student

(in Rs.)
Smespere annual cost per student Development  Production  Delivery Infrastructure Total
92 306.53 486.60 279.73 941.48 2214.34
- (15.22) (24.16) (13.89) (46.73) (100.00)
Semrty sverage 485.35 540.93 333.96 J10.98 2171.22
T (22.35) (24.91) (15.38) (37.36) (100.00)

Snisions were regrouped after the initial one and a half years. So, the divisional expenditure
cannot be disaggregated programme/course-wise. This may be possible shortly when the
computerisation of expenditure materializes: calculation of unit cost per programme/course
=2y not be possible till then. Hence, an attempt has been made to estimate the likely cost
of 2 course.

On the basis of costs incurred and the rates of honoraria. etc. paid by the university, the
sxpenditure per student for one 8 credit course of BA/BCom programme has been projected
= Table 6.38. The cost works out to be about Rs. 237, Infrastructure cost for administrative
support is taken at 40 percent On the basis of this estimate, the unit cost per student per
vear (32 credit points) will be about Rs. 950 and the entire programme cost of 12 courses
to be completed in minimum three years will be Rs, 2850.

CCls study

— e

The CClIs function under dual mode universities, and these universities offer simultaneously
noth classroom teaching and correspondence courses, Hence, all through the cost calculation,
a tendency to compare the two modes within each university is maintained. The income
details of three such institutions have been collected in Table 6.39.

Per student cost is worked out in Table 6.40 for weighted enrolments. The weighted
costs have been worked out by dividing the total expenditure by the weighted enrolment.
The following weights have been assigned to different levels of programmes to reflect
higher costs at successive higher levels:

Certificate 0.25
Diploma 0.5
Undergraduate I
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Table 6.38 YCMOU: Projected cost per student for an 8 credit course of B.A./B.Com

(A) Development Cost:
For 5000 students over three years Per student cost
(i) Meetings 3 @ Rs. 5000/- Rs. 15,000
Honorarium for members
@Rs. 250/- per credit point x 8 Rs. 18,000
Stationery, Postage. Contingency, etc. Rs. 7.000
Rs. 40,000
(11) A.V. Matenals
2 Videos at Rs. 10,000/- Rs. 20,000
4 Audios at Rs. 2,500/- Rs. 10,000
Rs. 30,000
Rs. 70,000
Rs. 14 (5.9%)
(B) Production Cost:
(i) Printing of Blocks Rs. 96
Per course 8 Books @ Rs. 12/- per Book
(ii) Multicopying cost of AV. Materials Rs. 4 Rs. 100 (42.00%)
for a batch of 50 students 1o be used over
three years 4 Audio & 2 Videos
@ Rs. 600/~ per Set
(C) Delivery Cost:
Per course per student
(i) Postage (Rs. 0.2 per book) Rs. 1.60
(ii) Study Centre Expenses—Counselling Rs.27.40 Rs. 29 (12.1%)
and Admn. Management
(D) Infrastructure Cost:
Administrative support expenses al Rs. 94 (40%)
40% of the total expenditure
Total per student cost Rs. 237 (100%)
Postgraduate 1.7
M. Phil 2.2
Ph.D 2.8

The above weights have been assigned on subjective assessment of value attributed o
knowledge at successive higher levels and the corresponding efforts to be put forth by the

teaching institutions to cope with the needs.

OUSL study

OUSL offers courses of different credit-rating and the credit rating of a course has

relation to the amount of study materials. Hence, student-credit (number of stulems
enrolled on a course multiplied by the credit value of the course) i1s taken as the Sesu

cost-centre.

-
g, T
—— -
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Table 6.39 CCls: Sources of income 1988-89

(Rs. in lakh)

Seeacis of income Grants Fees Other Total
Usrversities (Govis. ) receipis
Tuition fees Other than  Sub-total
tuition fees
2 3 2 5 6 7 b

fmresrrialai CS 101.7 109.6 109.6 128.6 3399
(29.8) — (32.3) (32.3) (37.9) ( 100.0)

DLS 425.0 85.6 510.6 138.0 648.6

— (65.5) (13.2) (78.7) (21.3) (100.0)

Dethi CS 1813.3 51.9 115.9 167.8 53.7 2034.8
(BO.1) (2.6) (5.7) (8.3) (2.6) ( 100.0)

DLS 04.8 73.8 21.0 04.8 12.2 201.8
(46.9) (36.6) (10.4) (47.0) (6.1) (100.0)

Mysore CS 678.6 19.0 603 758.1
(89.5) (2.5) —_ — (8.0) (100.0)

DLS 110.3 110.3 1.3 111.6

— (O8.8) -— (98.8) (1.6) (100.0)

Votes: Figures within parenthesis are the percentages to total.

CS—~Conventional System

DLS—Distance Learning System

Table 6.40 CCls: Institutional cost per student; 1988-89

Heads of exp./cost

Per student cost (weighted) (in Rs.) Per student DLS as

% of CS
Universities Salary Non-salary Total
| 2 3 4 5 6
Annamalai CS 2498 2645 5143
(48.6) (51.4) (100.0)
DLS 103 1124 1227 23
(8.4) (91.6) (100.0)
Drelhi CS 5278 2359 7637
(69.1) (30.9) (100.0)
DLS 536 323 839 |
(62.4) (37.6) (100.0)
Mysore CS 6683 2860 9543
(70.0) (30.0) (100.0)
DLS Q96 1071 2067 22
(48.2) (51.8) (100.0}

Figures within parenthesis are the percentages to total.

C5—Conventional System, DLS—Distance Learning System
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For the year 1990, the total student credits in the three faculties were as follows (Table
6.41):

Table 6.41 OQOUSL: Total student credits (1990)

Faculty of Engineering Technology 3994.50
Faculty of Natural Sciences 2027.75
Faculty of Humanities & Social Sciences 1 1880.06

To work out the cost per student for a given programme, the total faculty specific costs and
the total non-faculty costs are identified for each faculty. The academic staff salary (faculty
specific) in 1990 was as follows:

Table 6.42 OUSL: Academic staff salary (1990) (in million Sri Lankan Rs.)

Faculty of Engineering Technology 4.125
Faculty of Natural Sciences 3.606
Faculty of Humanities & Social Sciences 1.975

The overhead expenditure and the expenditure on student support services were distributed
among the three faculties according to the number of student credits or courses. The
production cost for books was distributed on the basis of the number of books produced for
each faculty. Putting all these direct and indirect costs together, the total expenditure tor
the three faculties in 1990 were as shown in Table 6.43:

Table 6.43 OUSL: Faculty-wise total cost (1990) (in million Sri Lankan Rs.)

Faculty of Engineering Technology 11.925
Faculty of Natural Sciences 10,720
Faculty of Humanities and Social Sciences 15.698

As each faculty was offering varying number of programmes, the total faculty cost was
distributed among the academic programmes of the faculty according to the ratio ot studes
credits in each programme. From the cost thus computed, cost per student per year for eacs
programme is determined (Table 6.44).

Table 6.44 OUSL: Programme-wise cost per student per year (1990)
(in Sri Lankan Rs.)

Certificate in Pre-School Education 122316
Diploma in Management 3271.73
Diploma in Technology 7681.07
Bachelor in Law (LL.B.) 2014 49

Bachelor in Science (B.Sc.) 10985.70




Cost-effectiveness of distance education 119

e of mstutunional overhead costs, total cost of student support services and the total
S peoducnion of course materials are not available. Similarly, details of computation
W oot per programme and the number of students or student-credits per programme are
e e svanlable. However details of average cost for producing one unit of printed course
e ome unit of audio material and one unit of video material are given, each individually
Eaae 5.45),

&7 study

Cost data
a0 tme UT, 57.9 percent of the revenue comes from the government grants, while 42.1

pesoent comes from student fees and sale of material,
=or computing unit costs, the following data are used:

» 1oaal costs for course development, course delivery and the overhead management;
= e number of credits offered; and
= e level of enrolment for each course for five consecutive years.

The wtal cost for the UT courses and programmes during the study period was 38.81
= lons in Indonesian Rupiah (US $ 20.98 million). The details are given in Table 6.46.

Unit costs
The cost per course was calculated on the basis of estimated total cost per credit for each
svpe of UT course. The cost per student for each UT course 18 obtained by dividing the total
cost by the number of students taking the course. Similarly the cost per credit is calculated
ov dividing the cost per student for each course by the credit load of the course. The total
cost for the UT courses and the costs per student and per credit are given in Table 6.47.
The per student and the per credit costs vary considerably within and between the
sroups of courses. The variations in the cost per credit, though the allocation of money has
heen constant for each credit, are due to the differences in the enrolments,

Cost and fee ratio

Table 6.45 shows that the most expensive courses were those offered by the School of
Mathematics and Physics; the least expensive were those by the School of Social and
Political Sciences. The then existing tuition fee (which averages to 5000 Rp) 1s generally
equal to the unit cost for the courses of the latter; it 1s about 50 percent of the cost per credit
for economics, 9 percent for Maths and Physics and 10 percent for Education courses.

OLI study

4 cost study of OLI as such was not taken up, hence some relevant pieces ol information
from Dhanarajan and Hope (1992) and “the Accounts for the vear ending 31 March 1992’
are presented in this section.
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Table 6.45 OUSL: Projected cost of producing print, video and audio material

Printing Costs of Course Material (Offset Printing)

 Year — 199]
# No. of pages (per book) - 100
e No. of copies - 500
e Size - A4
. Material Charges
A. Camera stage (charges for negative/postive) Rs. 3713.00

Cost of making 100 positives
Cover in one colour (Rs. 37.00 per page)

B. Plate making charges Rs. 5044.00
Text 13 forms (26 plates)

C. Paper and Board cost Rs. 4757.00

+ 1250.00

D. Binding Material Rs. 751.00
Total direct material cost Rs. 15515.00

2. Labour cost Rs. 4874.(X)
3.  Indirect material cost Rs. 863.00
4. Owverheads cost Rs. 4106.00
5. Other unaccountable charges and profit margin to the press Rs. 5378.00
Total cost Rs. 30736.00

Cost of a book Rs. 61.47

Cost of producing one video programme of 30 minutes duration
Seript development Rs. 1 00000
Direction Rs. 5600 0
Camera work Rs. 75000
Editing Rs. 125048
Production—Co-ordination Rs. SO0 06
Graphics Rs. SO0
Post production activity Rs. 25000
Miscellaneous Rs. phy i1
Studio & Equipment (Studio, Camera, Editing, Lighting, Material, etc.) Rs. 4000008
Toral Rs, 523508
Cost of producing one audio programme of 30 minutes duration

Script development Rs. TSN
Recording supervision Rs. S
Editing Rs. | 250
Preparing of Master-tape Rs. Ra 5
Co-ordination of Production Rs. SN
Post production activity Rs. Sam
Studio & Equipment Rs _AM.
Total Rs ~—n
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Table 6.46 UT cost data
(in Rupiah)

L of actvily Total cost for 1985-86—1989-9() g
Camre Avelopment 8,480,978 21.85
e delrvery 16,341,553 42.11
Semertead management 13,987,386 36.04
=i 38,809,917 100

Sewre - Summarnsed from Musa, 1991

T2ble 6,47 UT: Estimated total cost for the UT courses and unit costs per student and per credit

(in Rupiah)

Course category No. of courses Credit Total cost  Unit cost  Unit cost
per course  per student  per credit

Total Average

L By Credit Load

2 credit course 1 80 360 2.00 12,024,002 31,427 15.714

3 credit course 243 729 3.00 24 348,786 32,394 10,798

4 ¢redit course ) 68 4.00 2,271,217 56,650 14,163
2 By Course

Requirements

Fundamental 12 25 2.08 835,006 4,396 2,113

Pre-core 65 |89 2.91 6,312,648 165,954 5,826

Core & Support 364 948 2.60 31,663,442 51,309 19,734
C By Field of Study

Social & Political B3 242 2.85 8,082, 862 14,114 4,952

Science

Economics 74 221 2.97 7,381,456 34,496 11,615

Maths & Physics 63 190 3.02 6,346,049 139596 46,224

Education 207 484 2.34 16,165,724 102,745 43,908

Total UT 441 1162 2.63 38,811,007 32,908 [2.512

Source: Musa, 1991
Vaote: The figures have been reproduced as they were found in the source: we find the figures given against
“Total UT" do not tally with the “total” of different categories of figures

The OLI was expected to be totally self-financing within a period of four vears, With the
target set thus, the government grant has been on the decrease over the years, with a
corresponding increase in the tuition fees. The details of revenue are given in Table 6.48,
The expenditure is accounted under the major heads—direct costs. staff costs and other
costs. Per credit costs under these heads have been added up to get the total cost per credit
(20 credits of OLI are equivalent 1 credit of UKOU; 40 credits are taken to be equivalent
to the curriculum load of one year at the conventional institutions). The cost per credit
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Table 6.48 OLI: Revenue

Sources 1991-92 1990-91 1989.90

(1) Tuition fees (in million HK %)

e School of Arts and Social Sciences 17.5 (2.2 2.2

e School of Business and Administration 56.9 30.8 6.2

e School of Science and Technology 45.7 23.1 3.2

Total 120).1 66. | 11.6
(ii) Government grant (in million HK 5) 20.9 41.3 42.8

Percentage of govt. grant to total revenue 13.9 35.1 69.0

Source: Accounts for the year ending 31st March 1992, OLL

details are given below in Table 6.49; followed by tuition fee per credit for purposes of
comparison.

Table 6.49 OLI: Cost per credit/tuition fee per credit

(in HK %)

1991-92 1990-91 1989-90
Direct cost per credil 221 229 304
Staff cost per credit 220 275 598
Other costs (rent, etc.) per credit 62 99 441
Cost of producing one credit 503 603 1,343
Tuition fee per credit 450 380 330

Cost efficiency/effectiveness rates. reproduced below, have been worked out by Dhanarajan
and Hope (1992: 18) (Table 6.50).

Table 6.50 OLI: Cost efficiency/elfectiveness rates

1991-92 1990-91 Oct. 1988
FTE academic staff to FTE students® 1:63 1:56 ]:27
Administrative cost to Academic cost 1:1.47 125 |:0.8
All staff costs to Fee income 1:1.99 1:1.43 1:0.8

* Academic staff calculated as full-time staff plus part-time tutor cost at mid-point of the lecturer scz=
Sowrce: Dhanarajan and Hope, 1992,

STOU study

For STOU, no cost details could be obtained. The funding details given below have Dees
collected from secondary sources, mainly from Chaya-Ngam (1993).
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Tasa expenses
e s expenses of STOU in 1992 amounted to 645,544,100 Bahts. A breakup of this
e owpemse against different expense types is tabled below (Table 6.51).

Table 6.51 STOU: Total expenses (1992)

(in Bahts)

Expense types Expense
Seiaries and wages 150225800
1 Hemuneratons. expenditures materials, utilities and others 407232400
% Egwpment. land and construction 70210400
») Ceniral fund 17875500
Total 645344 100

Seweve- Chava-Ngam, 1993,

e expense types listed are primary types, and the figures are approximate. The first type
=cludes salaries and wages of employees, a majority of whom receive the full salary and
senefit packages as fixed for the government employees. The second category includes
sevment for a wide variety of services (such as course-wriling, assessing exam Scripts,
seminar-teaching, overtime wages/fees, transportation and accommodation expenses, etc.);
and payment for consumable materials and utilities such as electricity, water, telephone,
mailing. The third category includes audio-visual equipment, printing equipment, office
squipment, etc. The fourth category represents a monetary sum over and above income
zllocated to the other three divisions.

Government funding

STOUs primary source of income is the Thair Government. It received 136 million Bahts
i 1992, Though this amount looks substantial, compared to budget allocation made to
other universities/ institutes in Thailand, it is the second lowest. This has to be viewed in
the light of the fact that “STOU's student enrolment represents nearly the highest enrolment
of any higher education institution in Thailand™.

The annual government allocation is again meagre when viewed against the annual
expenses: the government allocation for 1992 was just 21.12 percent of the STOU’s total
expenses for the year, i.e. 646 million Bahts. The percentage has grown marginally over the
vears as shown in Table 6.352.

The government budgetary allocation to STOU is earmarked for only certain items on
STOU’s list of expenses. Out of the total allocation of 136 million Bahts for 1992, a major
chunk, i.e. 103 million Bahts (75 percent) was meant for the expenses under the head
‘salaries and wages’; the remaining was distributed to select items under other heads.
STOU had to self-support to the tune of 47.5 million Bahts for salaries and wages (about
31.62 percent of the total expenses under this head). The government contribution to
expenses on air time was 0.02 percent and to audio visual supplies was 0.09 percent. Its
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Table 6.52 STOU: Total yearly expenses X annual government allocation
(in Bahts)

Budget year STOU total expenses Govt, allocation %
1989 579.691,376 84,116,700 14.51
1990 469 470,558 94,635,600 20.15
1991] 605,305,997 118,229,100 19.53
1992 645.544.100 136,258,300 21.12

Source: Chaya-Ngam (1993),

contribution to expenses on printing, supplies, course writers and tutors was nil. Thus, the
funding from the government is very limited.

Revenue from students

The other major source of funds for STOU is the revenue from students. For a two year
degree programme a student has to pay abonat 5,600 Bahts. which is “admittedly low by any
standard™. The size of annual revenue received from students is given in Table 6.53.

Table 6.53 STOU: Revenue received from students
(int million Bahits)

Year Total revenue
1989 279.5
1 99() 272.6
P ] 3184
194972 Al94

Source; Chaya-Ngam (1993),

Besides, STOU has other resources such as supplementary revenue, land donations and
financial grants to supplement the limited government contribution,

As for cost-study. as no current information could be obtained, we present below some
relevant information pertaining to 1982 published in 1987.

Operating cost per head by institution
The National Education Commission of Thailand conducted a study on operating and
capital costs of government universities and private colleges in 1982. A comparison of

operating costs per head of government universities with that of STOU is provided in Table
6.54. The operating cost per head at STOU is 2,341 Baht,

Operating cost per graduate
The National Education Commission (1982) has also compared the operating cost per
graduate at STOU with the corresponding cost at other institutions. It has been assumes

that the success rate at STOU is 50 percent of the cohort. The comparison is made in Tabis
6.55; STOU per graduate cost is fixed as 7,023 Baht.
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e A SE STOL: Operaung cost per head as percentage of cost per head of other universities, 1982

(in Bahts)

Institution Per head in other STOLU per head (2.341) as
universities % to other universities
o Xaen 49 635 4.72
e M 40,210 5.82
#==r= of Songkhla 37,244 6.29
L 24,683 .48
Cemssbonskom 46,089 5.08
Ean=oat 11,463 20.42
LT 120,730 1.94
Seoslominwirot, Prasarn Mit. 25,999 Q.00
ST 27,394 8.55
Some Mongkut's Institute of Technology 27,230 8.00

S Quotes in Srisa-an 1987: 524

Talde 855 S5TOU: Operating cost per graduate as percentage of cost per graduate in other universities,

%

(in Bahis)

Institution Per graduate cost in STOU per graduate cost as
other universities %% 10 other universities
iaon Kaen 61,276 11.46
Chiang Mai 46,186 15.21
srnce of Songkhla 46,791 15.01
K acetsart 31,490 22.30
Chulalongkom 53,532 {5 1
Thammasat 12,790 54.91
Mahidol 145,064 4.84
Srmakarinwirot, Prasarn Mil. 30,756 22.83
Silpakorn 33.686 20.85
King Mongkut’s Institute of Technology 38.000 18.48

Source: Quotes in Srisa-an 1987: 525

AlIOU study

No current cost study report could be obtained on AIOU and we had to depend on whatever
imformation was available through secondary sources.

Siddiqui (1987) refers to two UK Overseas Development Administration (ODA) sponsored
studies undertaken in January/February 1979 and March 1983. The former was conducted
by an Evaluation Mission in connection with the phasing of further assistance to the AIOU.
Considering the amortization of capital costs, salaries and other recurrent expenditure
together with student numbers, the Mission felt that “the AIOU would progressively show
considerable cost advantages over other conventional institutions™ (ibid: 218),

The ODA team, according to the country paper summaries presented in Distance Education
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in South Asia (1989), *demonstrated that the cost of a graduate at a conventional university
was Rs. 18,850 compared to the cost of a graduate at AIOU which was in the range of Rs.
8.670—Rs. 12,000°. But about 35 percent of AIOU cost mentioned above is met by the
student fees. If this factor is taken into consideration ‘the net cost of a graduate at AIOU
is in the range of Rs. 5,680—Rs. 8,500 which is between 30 percent and 45 percent of the
cost in the conventional system” (ibid: 144),

The second study referred to by Siddiqui is a Review of the University taken up jointly
by the Government of Pakistan and the ODA. The study concluded that the AIOU could
provide graduate-level education more cheaply than conventional universities in Pakistan,
provided that enrolments were sufficiently high. Siddiqui observes that both the assessments
were proved by subsequent analyses ‘which have indicated that with an enrolment of 5000.
average student costs are approximately 30 per cent of the cost of educating a graduate at
a conventional university” (Siddiqui, 1987: 220).

Effectiveness and efficiency

Studies of cost effectiveness and cost efficiency are concerned with the relationship between
the achievement of objectives and the cost involved in achieving them.

An organisation is effective, if it achieves its objectives; it is efficient, if it achieves the
objectives with optimum use of resources. While effectiveness depends on the quality
and quantity of the output, efficiency is determined on the basis of the consumption of
resources in achieving the given quality and quantity of output (Rumble, 1986: 69-70)

It is difficult to make conclusive statements about cost effectiveness or cost efficiency. as
neither of the two factors involved—i.e. achievement of educational objectives and the cos:
of education—can be measured precisely. *Educational aims and objectives are often opes
ended, benefits are invariably unquantifiable and the relationship between inputs and outpus
1s unknown’. Consequently ‘questions about the effectiveness and efficiency of educatios
can only ever be answered tentatively' (Birch & Cuthbert, 1981: 13).

Measures of effectiveness that we need to use for OUs obviously have to correspoms
with the rationale that we identified in the introductory section of this chapter.

(1) Numbers and necessity argument
(i1) Egalitarian argument
(iii) Economic argument
(iv) Quality of education argument
(v) Continuing education argument
(vi) Spin-off benefits arguments

The OUs under study can be said to be effective to the extent that their perfor—umes
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mascators answer each of these arguments in favour of their establishment. The section

czptiomed “The Social Demands’ discussed the enrolment and the types of programmes

oifered which reflects the performance of OUs against the parameter of numbers and

mecessity. The discussion on the profile of learners was an attempt to check the extent to

which the OUs meet the egalitarian demand and the demands for life-long or continuing

=fucanuon®, The range and kind of spin-off benefits they provide were also discussed there,
We shall examine the following two aspects in this section:

‘1) the cost advantages supporting the economic argument: and

'11) the quality of education offered by the OUs in terms of success rates. benefits to
learners and social acceptlance.

Cost advantage

Any assessment of cost becomes meaningful only by a comparative assessment of advantage
in relation to the cost incurred by an alternative means to achieve the same objective. So,
a comparison of ‘the like with the like’ is necessary to make any cost study worth its effort.

One measure of cost effectiveness that 1s meaningful in the present study is a comparison
of the costs for a given programme in the open umiversities with the corresponding programme
in the conventional system. Identical programmes in both the systems with scope for one
to one comparison are not many. The conventional universities again have not maintained
records In such a manner as to facilitate disaggregation of cost per individual for each
programme. There are many common items of expenditure in the institutions of conventional
system which cannot be easily apportioned to individual programmes and much less to
individual courses.

Notwithstanding the above limitations, an attempt has been made (Pillai. 1992) to
compare the cost of Bachelor’s Degree programme offered by IGNOU with similar
programmes offered by colleges affiliated to different universities in India. There were
then about 7400 such colleges in the country. Data from about 80 colleges distributed in
different parts of the country, spread over six states, were collected and analysed. The per
student unmit cost for the year 1989-90 (up to which the data were available) was worked
out. The details are given in Table 6.56.

The unit cost for the year 1989-90 was converted at current prices to estimate the annual
costs for the year 1990-91 and 1991-92 for the purpose of comparison with the costs of
IGNOLU. The position is presented in Table 6.57.

The YCMOU has worked out the average cost per student per year (for 1991-92) as
2214.35. By another calculation assuming 5000 students on roll, the expenditure per student
for one 8 credit course of B.A/B.Com programme is worked out as Rs. 237. On the basis
of this estimate, the unit cost per student per year works out to Rs. 948. The difference

*The range and size of unconventional learners who would have otherwise remained outside the ambit of
formal education (and the conventional type learners benefited by the OUs as well) is & measure of
fulfillment of the demand for equity and equality of educational opportunities. Their range and size reflect
the demands for continuing/life-long education too.



128 Education for knowledge era

Table 6.56 Annual Revenue expenditure of colleges (in India) offering Bachelor's Degree Programmes

Per Capita Cost in Rs.

SL.No. State No. of colleges No. of students Per student cost

I.  Jammu & Kashmir 16 12,976 4,235
2. Madhya Pradesh ¥ 16,262 2,462
3. Ornissa 7 9,495 4,424
4. Goa 5 3,709 2,307
5.  Pondicherry 5 3,394 8,206
6. Tamil Nadu 34 20.542 4718

Average (all states) 4141

Source: Pillai (1992)

Table 6.57 IGNOU: Comparison of annual cost of Bachelor’s
Degree Programmes of IGNOU and select colleges

Per Capita Cost in Rs.

Year IGNOU Select colleges
1989-90 1842 4141
1990-91 | 644 4762
1991-92 1997 5476

Source: Pillai (1992)

between the estimate (Rs, 948) and the ex-post computation of average cost per student pes
vear for 1991-92 (Rs. 2214) is too large to accept the estimate. Since about 77 percent of
the enrolment for the year 1991-92 is for the B.A/B.Com programme, we are inclined =
take the average cost per student per year for 1991-92 as the approximate annual cost for
a B.A/B.Com student. The actual cost may come down considerably, if the enrolmes
increases.,

The per capita cost of Bachelor’s degree students of BRAOU was calculated as Rs. 777
for the year 1991-92. '

The per student annual cost at the colleges and the corresponding costs at IGNOL
YCMOU and BRAOU are tabulated in Table 6.58. Ignoring the shortcomings. the sl
still gives a definite picture of economy in per capita expenditure that is made posste =
distance education.

Table 6.58 Comparison of annual average cost per student (Degree/Diploma programmes, 195142 %
and select colleges)

Annual per studern: Comr e B
OUs Cost for OUs Cost for select colleges OU cost as % 10 seloor cullieg
IGNOU 1997 5476 36

BRAOU 777 5476 ;
YCMOU 2214 5476 40

Ja 1.4 LN
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The size of enrolment and the limited number of courses/options on offer at BRAOU for
t5e Bachelor’s degree programme seem to keep the per capita cost low,

As for the CClIs, Datt (1993) made an exercise to compare the per student cost in the
School of Correspondence Courses & Continuing Education (SCC&CE), University of
Delhi, with corresponding cost at 12 of the then 53 colleges affiliated to Delhi University.
The sample comprises colleges with different enrolment levels to make it representative of
the wide spectrum of enrolment range.

The cost per student for these colleges was computed for three consecutive years—
1985-86, 1986-87 and 1987-88. The cost was converted into cost per student at 1987-88
prices and the average annual cost per student was worked out. The results of this exercise
are given in Table 6.59,

Table 6.59 Average enrolment and cost per student for Delhi colleges

SL.No. Colleges Average enrolment for Average cost per student

1985-86 to 1987-88 for 1985-86 to 1986-87
I. St Stephen's College 987 5,814
2. Miranda House 2,105 5,364
3. K.M. College 2,087 4,710
4, L.P. College 1,833 4,952
5. Zakir Hussain College 2,030 4.601
6.  SGTB Khalsa College 2,239 4,213
7. Vivekananda Mahila College 1,147 4,211
8. Swami Shradhananda College 2,023 3,489
9.  Satyawati College (M)* 1.636 3,750
10,  Zakir Hussain College (E)** 1,326 3,466
| SGTB Khalsa College (E) 1.325 2,746
12. Sawvawati College (E) 1,057 2.569
Total — 40 785
Average —- 4.157

Source: Datt (1993) *Morning **Evening

The average of 12 colleges reveal that cost per student in regular colleges of Delhi University
was Rs, 4157, A similar exercise was undertaken to determine the average annual cost per
student at the SCC & CE for the three year period—1986-87, 1987-88 and 1988-89. The
results are given in Table 6.60.

The two tables reveal that as against the annual average cost per student (Rs. 611) of
SCC&CE. the corresponding cost at the regular colleges is Rs. 4157. The SCC&CE cost
works out to be 14.7 percent of the cost of conventional education. The results of Ansari’s
study have been reported in the preceding section. The three CCls which have been represented
show their per capita cost as ranging from 11 percent to 23 percent of the per capita cost
of the conventional system.

While studying the cost of CCls, one needs to take into account certain cost determining
factors. The CCls function as subordinate units of the conventional universities to which
they belong. and they follow mostly the very same courses (by and large of Arts. Humanities
and Social Sciences, barring a few exceptions) offered by the parent organisations. As
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Table 6.60 CCls: Enrolment and cost per student for different courses in the School of Correspondence
Courses, Delhi University (1986-87—1988-89)
(in Rs.)

Course offered Total number of students Weighted average cost
per student®

B.A. (Pass) 51,046 544 .82
B.Com. (Pass) 24.607 550.84
B.Com. (Honours) 3,098 856.16
B.A. (Honours) 2038 1,067.98
M.A. Hindi |,642 1,277.00
M.A. Political Science 387 1,399.16
M.A. History 226 2.403.71
M.A. Sanskrit 337 2.310.76
M.Com. 2,023 1.222.33
Total 84,074 611.05

Source: Datt (1993) *at 1987-88 prices

such, they do not generally have to incur any expenditure by way of designing courses; the
preparation of courses itself does not cost much for the very same reason. Moreover, the
student support services and the use of technology for course delivery are also kept at a low
profile. Short intensive contact-sessions are held by some CCls once or twice a year, and
some CClIs use radio broadcasts made available free of cost. Their instructional packages
do not consist of audio/video cassettes. Study centres for student contact are too few in
number and are run only by a few of the CCls. Besides. the CCls have large enrolments and
less number of courses. Because of these factors the costs of CCls are bound to be lower
than the costs of conventional universities and, even lower than the costs of open universities.

In Indonesia, the Centre for Research and Community Service at the UT conducted a
comparative cost study in collaboration with the Institute for International Research (1IR).
[t compared the cost effectiveness of the UT's D, Mathematics and D; Bahasa Indonesia
Programmes with those provided by four IKIPs (campus based post secondary Teacher
Training Colleges) and two FKIPs (Schools of Education within the conventional universits
system). Both institutional and individual costs relating to the academic years 1987-88 and
1988-89 were taken up for comparison, The institutional costs (operational as well as
fixed) were grouped into ‘cycle costs’ (costs per graduate) and ‘credit hour costs’. The
cycle costs were based on a two year programme and the credit hour costs were based on
an 80 semester credit hours requirement for a two year programme. The comparison of
costs per cycle and per credit are summarized in Table 6.61.

Table 6.61 shows that the unit costs are significantly lower for the UT distance educatios
programmes compared to the programmes of the campus-based institutions. The UT un:
cost per cycle (per graduate) is only 16-17 percent of the cost of campus based Institutions
{12-13 percent operational cost and 31-34 percent fixed cost). The UT unit cost per creds
is 32-33 percent of the cost of campus based institutions (24-27 percent operational coss
and 63-71 percent fixed cost).

The comparison of individual costs (direct and foregone) is made in Table 6.62 The
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Tatle 681 UT: Operatonal costs and fixed costs per cycle and per credit at UT & corresponding
ssmsenmosal institations (1987-88 and 1988-89)

(in Indonesian Rupiah thousands)

==t costs IKIP's & FKIP's* uT UT cost as % cost at
IKIP's & FKIP's

Operation Fixed Total Operation Fixed Total Operation Fixed Total

COSLS COStS COSLS COsis COsts

- Mahematics

FPer Cycle 2,738 622 3,360 368 194 562 I3 3l 17
Per Creduit 34 8 42 4 5 4 27 63 33
- Bahasa

Imdonesia

Per Cycle 2.955 571 3,526 359 193 552 12 34 16
Fer Credit 37 1 44 9 3 14 24 71 2

Sowrce: Adapted from Musa, 1991: 42
*Conventional Institutions

Table 6.62 UT: Comparison of direct and foregone costs of teacher training programmes through
distance and conventional modes in Indonesia

Programme Conventional mode Distance mode Cost of distance mode as %
to conventional mode

Direct Foregone Total Direct Foregone Total Direct Foregone Total

D> Maths 603 48 651 242 86 328 40) 180 50
- Bahasa 642 &85 727 247 45 292 39 53 40
Indonesia

Source: Adapted from Musa, 1991: 44

individual foregone cost is higher at UT for the Maths programme. Nevertheless. the total
cost works out to 40-50 percent less compared to campus based costs.

Thus, the study shows that the distance education system is evidently less expensive
than the face-to-face system.

A comparison of unit costs of UT and of the campus universities of Indonesia was
attempted in 1986 by a project called ‘Improving the Efficiency of Educational System’
(IEES). It computed the faculty-wise weighted average of operational costs per student per
vear. It did not take into account the number of courses offered by the faculty. The unit
costs worked out are given below in Table 6.63.

The estimated cost per student at UT is lower compared to the cost at public as well as
private campus universities for all fields of study except education. The reason attributed
for higher cost for education is the low enrolment level in the courses and programmes
offered by the School of Education.

A joint project of Harvard Graduate School of Education and the USAID on The cost
effectiveness of distance education for teacher training (1991) undertook a comparative
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Table 6.63 UT: Comparison of per capita cost with conventional universities
(in Rupiah)

Field of study Per capita cost UT cost as % to
uT Public CU Private CU Public CU Private CU
Social Sciences 43,299 170,000 266.000 25.5 16.3
Economics 09,387 196,000 301,600 50.7 33.0

Natural Science
{Maths and Physics)

351,452 656,000 832,400 53.6 42.2
Education 361,501 297,000 236,000 121.7 153.2
Average (weighted) 119,892 280,000 343,800 42.8 34.9

Source: Adapted from Musa, 1991: 8§84
CU: Conventional Universities

cost study of teacher training programmes in the distance and the conventional modes
offered in Sri Lanka and Indonesia. The study provided evidence that distance education
was ‘clearly more cost effective’ than the campus education in Sri Lanka. In Indonesia,
while the distance language programme was found more cost effective, the distance programme
in Maths was found less cost effective, compared to corresponding programmes in the
conventional face-to-face mode. The distance education programmes were found more
cost efficient in both the countries from the point of view of government costs. The annual
cost per capita was 1/6-3/5 of the cost of campus based education. Government costs
ranged from 1/10 to 1/3 of the cost of campus based programmes in Sri Lanka, and '/, of
the cost of the campus based programmes in Indonesia.

In Hong Kong. there were 7 conventional tertiary institutions. An attempt made to
compare the unit cost per student of these institutions with the corresponding cost at OLI,
again goes to prove that the distance mode is significantly less expensive. The computation
of the unit costs is summarized in Table 6.64. The cost details relate to the year 1991-92.
The figures do not include capital and research grants. The FTE of OLI is calculated on the
assumption of 40 of OLI credits as equivalent to a full-time workload.

Column 4 (average recurrent grant) represents the amount of money the government of
Hong Kong gives on an annual per capita basis to the institutions. Column 5 (unit cost per
FTE) is the actual cost of supporting a student in the institutions. The difference between
column 4 and column 5 is met by student fees, endowments, donations etc.

In the case of OUSL, comparative cost details of similar programmes are available only
for the Science and Law programmes (Table 6.65).

The cost advantage at OUSL, in the case of law programme is meagre (3%) but in the
case of science programme it is about 45.5 percent. But it is relevant here to point out that
the Bachelor in Law is the only programme (with the exception of Certificate in Professiona
English which gets an excess income of Rs. 123.23 over the cost of 1076.77 by collecting
Rs. 1200 as tuition fee) which fetches more money to the OUSL through student fees thas
what it actually spends on it. The details of total cost, present fee and difference are gives

in Table 6.66.
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Tabde 664 OLI: Recurrent grant and unit cost—comparison with conventional institutions

Student Numbers Recurring grant Average recurrent Limit cost per
(FTE) (% of total grant (FTE) in HK § FTE (HK §)
expenditure) in
HEK $ millions

=K Usaversity of Science 700 293,116 (93.0%) 418737 455140
s Techoologyv®

Bk University 3899 1038.219 (82.6%) 116667 141243
Ch=e=<e University of HK 8895 V09998 (73.7%) 102304 138812
Ty Polytechnic HK 9074 674.465 (84.6%) 74330 87860
MR Polviechnic 13881 B43, 148 (83.3%) 60741 72919
S Bapust College 3306 239.032 (83.0%) 72302 87111
Li=gman College** 1426 79.266 (B3.0%) 55586 66971
Upen Learning Institute®** 7470 20.900 (13.9%) 2797 16076

*  The HK Umversity of Science & Technology is a new university. Its FTE costs therefore are unusually
high. The University was expected to reach its full capacity in about four or five years when unit cost
per FTE will drop to the levels of the mature institutions,

“* Lingman College is another new entrant to tertiary education, It is a liberal arts college and overheads
are very, very low.

*“** FTE figures for the OLI are extrapolated from the total credits delivered by the Institute. In the vear
1991-92 OLI delivered 298,000 credits. For purposes of comparison with other institutions 40 of OLI
credits are considered equivalent 1o a full academic year worth of student workload.

Source: Personal correspondence with Director, OLI

Table 6.65 OUSL: Comparison of cost with conventional universities

(in Rupees)

Programme Cost per student OUSL cost as % CU cost
Bachelor in Law 2914 3006 96.9
Bachelor in Science 10985 20147 54.5

Source: Ranasinghe, 1992

Table 6.66 OUSL: Difference between programme cost and student fee (Bachelor's Degree Programme

in Law)
Level Total cost (in Rs.) Present fee {in Rs.) Difference (in Rs.)
3 100167 1620.00 + 618.33
4 1360.19 162000 + 2549 K]
5 1350.61 1620,00 + 26931
8] 1063.27 1620.00 + 356.73

Source: Dissenayake, 1989

In the case of AIOU, cost statistics of recent days is not available. Siddiqui (1987: 221) has
attempted a comparison of costs for two programmes. Based on projected intakes for 1987-
88 extrapolated from the earlier enrolments, he presents the costs for two levels of award
(Table 6.67).
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Table 6.67 AIOU: Comparison of cost—Intermediate and B.A. programmes

AIOU Conventional institutions AIOU cost as % to
conventional institutions

Intermediate Rs. 3,930 Rs. 5,688 69
B.A. Rs. 5,240 Rs. 7,250 72

Source: Siddigui, 1987

The cost for conventional institutions are based on estimated 1978 figures corrected for
inflation by a cautious 25 percent.

Similarly in the case of STOU also the statistical information available on cost comparison
related to the year 1980. A comparison of operating costs per head in the same discipline
is provided in Table 6.68.

Table 6.68 STOU: Comparison of cost by disciplines with conventional universities

(in Bahts)

Discipline Type of university OU cost as
= T
Conventional Open LB
1. Business Admimistration and Commerce 14.,942.07 |.695.95 11.35
2. Natwral Science 19.778.15 972.72 4.9]
3. Education and Teacher Education 20.507.39 638.08 3.11
4. Social Behavioural Science 13,435.97 501.84 4,40
5. Law 11,970.81 461.34 3.85
6.  Humanities I4.332.56 305,36 2.13

Source: Chaya-Ngam, 1987: 348

The figures given in Table 6.68 represent only the operating costs; capital costs are not
included. “The table demonstrates the economical effect of large-scale operations. The
large number of students in the open universities helps to reduce the average cost” (Chaya-
Ngam, 1987: 346). The open type universities represented in the table include STOU and
Ramkhamhaeng University. The operating cost of open type universities for differem
disciplines varies from 2.13 to 11.35 percent of the operating cost of the same discipline
at the conventional type universities. STOU operating cost per head as percentage of cos:
per head of conventional institutions varies from 1.94 to 20.42 percent. The operating cos:
per graduate of STOU is in the range of 4.84 to 54.91 percent of the cost per graduate of
the conventional institutions,

Thus, wherever comparative studies have been made and the details of studies are mase
available, the figures speak positively in favour of the economic advantage of the distence
education system and support the economic argument. But the question is whether the oo
advantage claims can be sustained against the questions of quality.
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Duality of education _

Csursoes have been made about the comparability of quality of OU graduates with CU
smiusees. The cautions are based on the arguments that (i) ‘information sharing’ is not
stwcason. and (11) the other functions of imparting education through provisions of tutorial
wervaces, opportunities for interaction with fellow pursuers of education and access 1o
sSucasonal facilities/resources are key factors differentiating the educational experience
of O as against CU graduates. Carter, quoted in Rumble (1986: 73), says:

the comparison is between two quite different kinds of educational experience: one
full ume. involving close relation with other students in a wide variety of activities, free
‘rom the pressures of earning a living and from most other responsibilities: the other
requiring the dedicated use of spare time, in a life subject to the discipline of other
responsibilities, I'm not saying which educational experience is better ... But they are
not the same ...

Carter proceeds further to react to Wagner's claim that the output of OU is planned to be
ssmilar to that of conventional universities. Carter feels that Wagner's claim *might give
currency to the belief that those who can pass the same examination have had the same
education’ (ibid: 74).

The fact is that Carter’s objection to correlating the quality of education gained to the
examination passed is applicable even to the conventional system of education. Certainly
all those who pass the same examination of a conventional university do not have the same
educational attainment—not only in terms of levels but even in terms of quality and Kind.
The exposure and experience of each individual differs and also the kind of education they
gain.

If the distance learner is denied opportunities of “close relation with other students in a
wide variety of activities’, he has his job-environment, colleagues, superiors and subordinates,
with whom he interacts and gains in job-oriented experiential learning. He 1s under pressure
to earn and hold other responsibilities; but he is mature, aware of his needs and 1s willing
to work for them. If he does not get the opportunity to fulfil his needs for learning through
the OUs, he may not get any opportunity at all.

Success rates and learner benefits

What we need to consider in the light of the foregoing discussion is not a comparison of
quality—comparison is worth only where ‘like is compared with like™ as we said earlier;
we should rather concern ourselves with the target set, the achievement made and the cost
suffered. With this assumption, the success rate and the learner-benefits are studied.

The success rates in terms of percentages represent the number graduated as against the
number enrolled or the number graduated as against the number appeared for exams.
Strictly speaking, the percentage of pass against those who have enrolled in a course will
not reflect the true success rate in a system where student-paced learning is a declared
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policy. The comparison should, then, be with those ‘active’ in a given semester or term and
those turning out successful.

Table 6.69 shows highest pass percentage for OLI, whether it is against the enrolment
or against the appearance. It should be remembered that at OLI the students have to meet
almost the full cost of their education, whereas at the other institutions the cost is highly
subsidized by the governments concerned. Considering the average pass percentage for the
conventional institutions of India (Pillai, 1992: 23), the pass percentage of Indian OUs/
CClIs ranging from 22.5 to 41.2 percent may be taken as a positive indicator of performance.
given the flexibility of OUs in terms of duration of studies besides other differences.

Table 6.69 Institutions under study: percentage of students passing examination

OUs Percentage of enrolment Percentage of appearance
IGNOU 22.5 —

YCMOU - 56.2

BRAOQU 29.14 —

OUSL 26.22 59.56

OLI 44.12 75.19

CCls

Delhi University 28.2 —
Annamalal University 40.4 —

Bombay University 41.2 —

Details of success rates concerning STOU are given by Sriprasart, et al (1988:160) (Table
6.70). The percentages represent average graduation rate per year of the total enrolment in
the relevant programme.

Table 6.70 STOU: Average graduation rate per vear

Programme Average
graduation %

Led
o

. Two year continuing education Bachelor’s Degree Programmes
2.  Three year Bachelor's Degree Programmes

2()
3. Four year Bachelor's Degree Programmes 15
4. One year Certificate Programmes 37

Source: Sriprasart, et al. 1988

One year and two year programmes show an average success rate of 37 and 38 percent. A«
programmes of longer duration show lesser success rate, the programme duration perbaps
has something to do with the sustenance of interest and motivation. May be with pari-time
pursuers of learning, length of duration has negative influence.

As for UT, Rakhmat, et al (1988) give some details of success rates for the initial theee
years of UT operation. During 1984-85 to 1986-87 the cumulative enrolment for Deses
and Diploma programmes was 131,743 out of which the active students were 67 446 at

175). UT did not graduate any student during the three year period; but it produced I &
diploma graduates (ibid: 183). As details of students enrolled for the diploma progra—ee
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@ aee svanizblel 1t 1s not possible to work out success rate. However. the retention rates,
Sl om [ 984-85 cohort sample, show that only 60.5 percent students stay through all the
Soar semesters, 19.8 percent drop out at the end of the first semester, 10.7 percent at the end
@ e second semester and further 9 percent at the end of the third. Challenges of self
swrmeme system, difficult learming materials, poor exam results, family and job related
mwoiems were some of the factors that inhibited students from further registration (ibid:
in

Imdrvidual studies about the relevance of education to employment and to job performance
mievz been carried out in Thailand, The research titled Occupational Benefits of Open
_wmversity Education by Dr. Preecha Kamphirapakorn, et al found a higher level of capability
= the work of their sample (Sriprasart, 1988: 160). Another study by Maethi Piyakhun
“owend a different sample registering a high level of job satisfaction, using in their jobs what
‘2w had learnt at the OU and receiving much overall benefit (ibid: 160), Statistical data on
soolication of learning to jobs are given in Table 6.71.

Table 6.71 STOU: Application of learning to jobs

(in percentage)

1984 1985 1986 1987 1988
Veryv much 32.6 32.1 30.6 30.0 27.9
Much 55.6 53.8 54.0 33.5 53.3
Little 8.2 9.8 10.7 10,5 13.2
very little 2.7 2 3.6 3.6 3.6
No response 0.9 L7 1.1 2.3 2.0

Source: Rojanasang, 1992

The statistics show that about 30 percent students every year find their learning ‘very
much’ useful in their jobs and around 54 percent find it “much’ useful.
Statistical data on the effect of education on employment are given in Table 6.72.

Table 6.72 STOU: Effect of education on employment

(in percentage)

1986 1987 1988
Kept the same job 98.1 97.8 97.5
Dhrect effect (.6 0.8 0.5
Some effect 0.7 0.8 1.0
No effect 0.6 0.4 0.4
No response 0.1 0.1 0.6

Source: Rojanasang, 1992

A majority of STOU’s students (an annual average of around 83%) are government employees
who ‘will not change their jobs following their studies’. Their aim is to improve their
qualification or knowledge and they are satisfied that they ‘can apply their knowledge so
as to advance in their careers and increase their expertise’ (Sriprasart. 1988: 161).



138 Education for knowledge era

Information on similar studies undertaken in other Asian countries is not available. It is
said that in India. Indonesia and Sri Lanka the respective governments treat OU graduates
on a par with CU graduates. In Sri Lanka, ‘the OUSL degrees are of the same standard as
those of [the] other eight universities ... The professional bodies like Council of Legal
Education have recognized the OUSL Law Degree’ (Ranasinghe, 1992: 21). ‘Most’ of
those who received the certificate in Pre-School Education *have started their own pre
schools and others have been recruited in existing schools. The students qualified in Diploma
in Technology are working as Engineering Asst. Technicians, while continuing their studies
for Bachelor of Technology. Science graduates of the OUSL are all either employed as
teachers or holding executive posts in other organizations. Law graduates are all employed’
(Ranasinghe, 1992: 13).

The premise

A study of cost effectiveness is a study of relationship between the resources utilized (the
cost) and the objectives fulfilled (the effectiveness). Often information about the cost and
the effectiveness is meaningful only in a comparative context. A cost effectiveness study.
therefore, has to follow four distinct steps:

(i) defining objectives

(11) determining the cost
(iii) comparing costs
(iv) comparing effectiveness.

Any comparison of cost, to be valid and reliable, should ensure

(i) methodological similarity in costing the two units compared (i.e., application of
identical costing concepts and costing methods): and

(ii) functional similarity of the two units (i.e.. pursuit of similar objectives in identical
operational situations)

Comparison of effectiveness is possible

(i) only when the two units compared share similar ideologies and pursue simsias
objectives: and
(ii) only in cases of such objectives which are objectively measurable and quantifizsic

[t is obvious that these conditions may not be met fully by any two institutions that beves
to two different systems. One may only look for as much commonality as possible. Perfums
all comparisons in the real world situation have to accept this compromise.

A cost effectiveness study begins by defining objectives. Accommodating social Semmams
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“or =zher education is the broad objectives in relation to which the cost effectiveness of
Semm OUs s studied. Social demand reported in this chapter was analysed in terms of the
woad parameters identified by Gooler, namely, numbers and necessity, egalitarianism,
scomomy and quality of education to which we added continuing education.

Meeting social demands

— — — e ——

An attempt was made to determine the extent of contribution made by Asian OUs in
meeting the social demands in terms of the broad parameters listed above. The question of
=sumbers and necessity was dealt with in terms of enrolment (Section: The Social Demands)
and in terms of programmes—types, levels and disciplines (Sections: The Institution. and
The Social Demands). Each of the OUs is found to accommodate a population several
umes larger than the one a traditional institution with similar resources can normally
sccommodate. The figures keep increasing—not only in terms of enrolment, but also in
rerms of number of institutions. Table 6.73 illustrates the point:

Table 6.73 Instututions under study: trends in student enrolment

IGNOU BRAOU YCMOU KOU STOU OUSL OLI uT
51-52 82139
%2-83 69046 2360
23-84 6231 46900 6879
B4-85 11244 83640 5873 83329
R5-86 15702 79990 9052 85015
856-87 4381 19271 61687 10063 19655
87-88 16811 16303 14278 48500 13119 75089
28-89 42324 16827 22983 49420 13197 9041
89-90 48281 16402 12440 14389 52831 12832 4237 5739
90-91 52376 27446 3566 12263 67398 14407 1 3009 37151
91-92. 62375 32416 13052 0000 17535 beS13
92-93 75666 15276

Source: Data compiled from Tables given in the third section.

Notes: In the case of STOU, OUSL and UT, the figures represent enrolment in a calendar year, while in
the case of the rest the figures represent enrolment in an academic year. The former of the two
numbers in Column 1 is to be taken to represent the calendar year in respect of STOU. OUSL &
UT.

In India, then, the OUs and the CCls collectively catered to 11.5 percent of the total
population enrolled for higher education (which stands at about 20% today). Annual intake
at IGNOU and YCMOU show a record of consistent increase. While IGNOU has gone
through seven cycles of enrolment. YCMOU had gone through four. Introduction of newer
programmes in successive years was perhaps a factor contributing to the consistency in
increase. The nine cycles of enrolment at BRAOU and OUSL showed a steady growth,
except on one or two occasions. STOU with ten cycles of enrolment showed declining
trend for a brief period from 1985 to 1987 after which it showed a trend of ascent. UT, for
which figures for 8 years were available showed a steep declining trend up to 1989 after
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which it seems to have recovered comfortably but not yet to the level of its first two years.
The decline is said to be part of a common trend in enrolment for higher education in
Indonesia during the period because of economic reasons and also because of general trend
among school-leavers to shift from university education to short-term vocational courses.
Fear of difficulties in pursuing self-learning is also said to be a reason.

The enrolment at KOU is also shown to be on the decline. The reason attributed in this
case is the need on the part of authorities ‘to man the house properly’ so as to ensure
maintenance of regularity in the calendar of activities. Among the CCIs of India, for which
figures were available, steady trend of growth was seen in the case of four and mixed trend
in the case of one, if one takes the figures since 1982-83 upto 1992. Figures for the
remaining CCIs were not available. On the whole, therefore, there was a rising trend In
enrolment, reflecting a constantly increasing social demand for higher education.

The learner profile

* Age spectrum:
The profile of OU learners in terms of age indicated in very clear terms that OUs were
catering to an age-specific population (21+4) who may not have access to higher education
institutions of the conventional type. The 21+ years population ranged from 1.37 percent
(OUSL) to 12.65 percent (YCMOU) of the total enrolment. A large percentage of
learners belonged to 21-30 age group, ranging from 45.49 percent (OUSL) to 79 percent
(BRAOU). These were target groups outside the ambit of the conventional institutions.

e Gender ratio:
The male-female distribution of learners corresponded more or less to the ratio in the
conventional institutions. The largest female participation ratio was available at STOU
(47.16%). The exception that more women students would avail themselves of the OU
opportunities was yet to be realized at least in the case of India. The reasons could be
traced to the nature of programmes/courses offered and the entry requirements stipulated.
More programmes that suit women's interests and aptitude may have to be designed and
introduced. For most of the rural women in India, the language of instruction could al=o
be a hurdle, if instruction is offered in English or in languages other than their mother
tongue or the regional language.

e Employment status:
Participation of unemployed students was more in the OUs of India—47.33 percent i»
IGNOU and around 43 percent in BRAOU (BRAOU percentage is computed from
1986-87 figures). In the other OUs the percentage ranged from 2.9 percent (Hong Konz
to 20 percent (Sri Lanka). These figures again lent support to the premise that OUs cater
to a population that had no access to higher education institutions of the conventioms
type. 80 to 97 percent of students enrolled at OUs were already on a job and pursaes
higher education for improving their qualification or skill.

e Entry qualification:
Few of the students at OU had degree qualification. The percentage was 14 at STOLU o
of its total enrolment; 5.2 at OLI and 34.78 at IGNOU. The percentage-variation cowis
be attributed to the levels of programmes offered. IGNOU offered quite a few postgrataus
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Sploma and degree programmes in Management, Distance Education, Higher Education
end Library Science which required a degree as entry qualification and these courses
='s0 enjoved a popularity among graduates employed in the fields concerned.

The leamner profile, thus, allows a categorical assertion of the population served by the
OUs—adult, mostly employed undergraduates, seeking to pursue higher education.

Programme profile

The programme profile showed that all the OUs under study had been offering job-oriented
~=ogrammes and programmes of life long and continuing education, besides conventional
~=ogrammes. Although the number and range of such programmes varied from one institution
‘o the other, the profile was a pointer to the commitment of OUs to meet the dual social
Zemands for (i) conventional type of programmes, and (ii) programmes of relevance to life.
Four of the OUs offered welfare oriented programmes which may be directly relevant to
the promotion of social welfare—programmes in such areas as food and nutrition, rural
Zevelopment, home economics, cultivation of crops, etc. The same four OUs had also been
offering programmes that were not available elsewhere i the conventional system within
the country concerned—such programmes as on distance education and programmes of
‘non-formal stream” leading to Bachelor’s degree.

Thus, the learner profile and the programme profile together indicated clearly the OUs
orientation towards meeting social demands in terms of numbers and necessity as also the
demands of continuing education, though any objective quantification of such service was
not possible at this stage. Detailed, classified data from the institutions concerned, if
collected by the institutions in future, may help in quantification.

Equity

= e — BRSNS —

As far as the egalitarian dimension was concerned, though the provisions of education
were thrown open to all by the OUs, irrespective of the local and social and economic
stratification, we had little statistical evidence to show whether and to what extent the
disadvantaged sections of the society get benefited. The study attempted to collect data
relating to:

o rural-urban distribution of students,
e income-based distribution of students, and
e the beneficiaries across the disadvantaged social sections.

We could collect data only from certain institutions with regard to the rural-urban distribution
and the ‘socially disadvantaged’ distribution. The data collected was found to suttfer from
lack of precision for want of clear understanding of the terms ‘rural’ and ‘urban’ among the
student population. Most of the employed students of OUs were migrants to urban locales
and were not sure whether they should call themselves urban on the basis of their job-
station or rural on the basis of their nativity. As for socially disadvantaged sections, a
problem of different nature came to light in the course of the study. Disadvantage was
along different lines in different countries—when caste and community could be a
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disadvantage in one country, race was in another, language or religion in yet another, and
region in some other place. What made one disadvantaged in a given country was not
known definitely and data did not pour in adequately when they were identified. As for the
economic criterion. neither sufficient details of what economic conditions can be termed as
disadvantaged in a given country, nor enough data could be collected. The open universities
covered in this study, with the exception of STOU, had not collected and compiled data on
the income brackets to which their students (or their families) belong. The classification of
students into high, middle and low income groups (UNESCO & NIME, 1992) indicated
clearly that at least in four OUs covered by this study, the majority of learners were from
middle and low income groups.

The collected data made it clear that the OUs serve the cause of those aspirants to higher
education who, either because of their age or employment or marital status, were unable to
pursue higher education in conventional institutions (87% of women enrolled at BRAOU.
according to 1986-87 figure, were married).

The other parameters of social demand, namely, economy and quality of education were
taken up in the discussion of comparison of cost and comparison of effectiveness in the
preceding section.

Cost effectiveness

—— e —————————— — — —

With regard to costing, there was collection of information on unit costs of each of the OUs
and the unit costs of a corresponding conventional istitution in the country concerned.
Because of the complexities and the differences in the cost concepts and cost methods
applied in determining cost at different institutions, collecting identical data for companson
became difficult. This was in spite of our effort to collect comparable data through locz!
experts of different institutions. Difficulties stemmed from a variety of cost-factors as well
as non-cost factors. As a result, we could collect identical pairs of unit costs only with
regard to certain programmes and institutional average cost per student of certain instututions
The other dimension of comparison which we could try was the government contributios
as against self-generation of funds. The direct comparison of unit costs across programmes
could not be attempted because of inconsistencies in cost centres between the OUs and e
CUs. The comparable data thus collected were very limited, yet they do indicate the co=
trend.

The programme specific cost per student proved that OUs were less expensive thus
CUs. The cost per student for the Bachelor’s (Arts & Commerce) programmes at IGNC
and YCMOU was about 1/3 of the cost for corresponding programmes in the conventomn
system. The cost per student for the Bachelor's programme 1n Science. at the OUSL. wa
lesser by 45 percent compared to the corresponding programmes at conventional imsifssoss
in Sri Lanka. The per student cost of Mathematics Diploma Programme of U'T was avew
50 percent of the corresponding programme at the conventional institutions in Indonsan
similarly, the Indonesian Language Diploma programme cost 60 percent less Sue =
counterparts in the conventional institutions.

The CClIs of India make more pronounced claims for cost advantage. The o
student of the CCls, worked out as percentages of cost per student of the cosvemusn
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— ghrf:l ing within the same university and mostly within the same campus) ranged
e 10 1o 23 percent. Other studies conducted on the CCls confirm their cost advantages
= Scferent degrees, At any rate, there are some CCls in India which generate considerable
serpiize funds through economies of scale, and taking full advantage of the dual mode
westiem that helps reduce costs. There are also, on the other hand, CClIs in India which
tepend on Government grants to meet their deficit in the operating costs.

Conernment grants on account of the operating costs of CCIs/OUs ranged from 8
sercent (CCls) to 67.67 percent (IGNOU), while government grants to CUs ranged from
=2 10 90 percent. IGNOU generated its own funds to the tune of 32.3 percent of the total
serating costs; BRAOU 74 .41 percent; KOU 50 percent; STOU 78.88 percent; OUSL 74

reent; UT 41 percent; OLI 85 percent and selected CCls 92 percent.

Comparison of effectiveness of programmes is difficult when programme objectives are
=« precisely defined. The problem becomes “particularly acute’ because when we attempt
w compare the effectiveness of OU programmes with that of CU programmes, we are
stempting to compare ‘the effectiveness of one programme that has one set of intentions,
with another programme that has a different set’ (Gooler, 1981: 11). Under such circumstances
we need 1o make certain assumptions and allow for certain differences. In the absence of
Sisunctly spelt programme objectives. we need to depend on pass percentage data as an
mdicator of effectiveness. The data on pass percentage against enrolment collected from
OU's were reasonably acceptable. if we give due allowance to the flexibility permitted in
the system. The percentage ranged from 22.5 to 41.2. The percentage of pass against the
sumber of students appeared present a fairly good ratio. In either case, the failure cannot
ne equated with “wastage .

The Bridges project which studied the teacher training programmes offered through
distance and conventional modes in the countries of Sri Lanka and Indonesia, has come out
with statistical evidence to prove cost effectiveness of the distance mode. But as for
orogramme effectiveness, this study indicated mixed results.

Very little information is available about studies on programme effectiveness concerning
distance education programmes in other Asian countries. Subjective statements made in
different contexts affirm that distance education programmes are equally effective, if not
more, compared with conventional programmes.

Studies undertaken in Thailand confirm student acceptance of usefulness of the programmes
in jobs.

The benefits of OU programmes along different dimensions have been acknowledged
by Sriprasart et al (1988), Rakhmat et al (1988) and others. There are certain clear trends
which are discernible from this study. These are:

¢ Adult learners are increasingly getting interested in higher education and are looking for
opportunities to improve their qualifications and/or skills to seek employment, to change
jobs or for their own personal development. This is a constituency not served by the
conventional universities and the OUs respond to their needs without their having to
undergo any dislocation in their life and work.

¢ The enrolment of women in OUs in Asia as a proportion to the total enrolment seems 1o
be low. However, considering the fact that a vast majority of them are adult women (21+
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in age ), most of whom might have settled in life after marriage, their number in absolute
terms 1s significant. The OUs provide an institutional mechanism for the empowerment
of women, raising their social and economic status and ensuring gender equality. Through
appropriate measures to attract women to enroll in their programmes and retain them till
the successful completion of their studies, OUs can become an instrument of social
change, as far as gender equality is concerned.

e The employment status of OU students in Asia is a clear indicator of the nature of
emerging demands for higher education. The majority of OU students in Asia are already
employed. Apparently, they seek new qualifications and wish to acquire new skills for
advancement in their career, The structures and processes of the conventional system
cannot respond to this demand. The built-in flexibility of the OUs permits them to
address the needs to these new client groups and tailor programmes to meet them. The
modular structure of the programmes adopted by the OUs permits mobility of students
across programmes and also across institutions.

e The conventional system of higher education does not produce a wide range of instructional
materials of high gquality and standard as the OUs do and make available to their
students. The participation of a wide spectrum of top level experts—both in teaching
and in the professions—in the development of these materials ensures their quality. That
these materials are available openly, not only to the students of OUs but also to the
students of the conventional universities and the general public is a distinct contribution
that the OUs make to the needs of a learning society,

e The OUs adopt communication technology to great advantage. They can reach a large
number of students scattered at different places at a relatively low cost. OUs are thus
instruments of mass education, while CUSs, of necessity, have to be selective in choosing
their students in smaller numbers.

e The OUs have signaled an era of national and international cooperation and have widened
access 1o good quality education to students across nations. There are several instances
where materials produced by one university is utilized by another to great advantage.
There are also instances of adaptation and translation of materials for local use. The
OLI, Hong Kong virtually buys programmes off-the-shelf and uses them in their
programmes by incorporating minor changes to suit local needs. The emergence of OUs
is surely a great opportunity for the less developed countries who do not have the
resources (o create the infrastructure required for higher education in their own countries
[t augurs well for a new era of international cooperation in higher education.

This chapter is an abridged version of a research study on this area, funded by the World Bank



The need for a mode of education with higher productivity and greater flexibility was felt
as far back as in 1949, but it took us more than a decade to make a beginning and establish
the first Directorate/School of Correspondence Courses in 1962 at the University of Delhi.
During the next two decades, i.e. from 1962 to 1982. Departments/Directorates of
Correspondence/Distance Education were established at a number of universities, but they
remained largely ignored and. in most cases, were treated as second rate appendages of
otherwise first rate institutions. They could not enjoy academic credibility nor any kind of
autonomy, as they kept doing what the parent institutions had been doing. As a result, the
measure of their success was seen in how well they conformed to the norms of their parent
institutions. Consequently. though they may claim to display a feature or two of distance
education, they have not been able to exploit the immense potential of this potent mode of
education.

Fortunately, the academics who committed themselves to the system realised in no
uncertain terms that if the nation was to benefit from this system. and also if the system was
to save itself from the educational perversity which it seemed to suffer from. there was a
need for concerted national effort, desirably sponsored by the Central Government, to
promote and nourish it. Numerous resolutions passed by the professional associations
comprising distance educators and the Departments/Directorates of Distance/Correspondence
Education emphasized. time and again, the need for a national agency to promote and
develop it. What this national agency might be, what its composition and exact functions
were, however, was not clear to anybody. It needed strong political will backed by popular
pressure and experience on a national scale to accept that there was a need for such an
agency, and then relevant insights and exposure to international experiences and practices
to move towards establishing such a national agency.

As a result, following the establishment of the first open university in Andhra Pradesh
in 1982, the Indira Gandhi National Open University was established in 1985 and entrusted
with dual responsibilities: as a University offering programmes in India and abroad. and as
an agency for coordination and maintenance of standards in the distance education system
in the country. We need to be more explicit about the latter. The stipulation is that IGNOU
was not only to promote and coordinate open and distance education system in the country,
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but also to maintain standards of the programmes prepared by these systems. The experience
of the past years has shown that though it has made significant progress as a university, it
has lot more to achieve as a coordinating agency. Seen from this point of view, the birth of
the Indira Gandhi National Open University has been a significant step for consolidating
distance education in the country. Setting up Distance Education Council under IGNOU
was construed as an effective step towards national coordinating agency. However, given
the complexity of the task of running a coordinating agency, which needs cooperation from
all the institutions concerned and the central as well as state governments, IGNOU had to
go about it cautiously. Beginning in 1987, discussions at various levels have been going on:
draft statutes to give effect to ‘coordination’ have also been prepared and discussed, and
suggestions for improving them have been taken note of.

It needs to be mentioned here that the earlier efforts for coordination had focused on
open universities only. But as we intended using the distance mode of education optimally.
it was not only desirable but also essential that we included in our discussion all those
institutions/agencies which used one or the other form of distance education for the tertiary
level of education anywhere in the country,

Conventional education is institution-centric in the sense that the site of educatnonal
activity is the institution itself. Consequently, each institution is a unique entity. This
unigueness of the conventional university is manifested through its components. the significan:
of which are its character (residential, affiliating etc.). its teachers, its students, its syllabuses.
laboratories, libraries, and its campus. In other words, the uniqueness of conventionz
universities is a result of the uniqueness of their components. There is no mutually inclusie
mobility possible between these components: most of these components are not mobilc.
but when any of them moves from one site to the other, they (except teachers and students
cease 1o belong to the earlier collectivity.

Open universities present a marked contrast, for they need not be unique entities as =
the case with conventional universities. The more we understand about the possibilitaes
opened up by open and distance education, the better we appreciate the non-unique characes
of open universities — the teachers, the courses. the labs, the students, etc. of one opes
university can simultaneously belong to other open universities. The need for such nos-
unique, and patently flexible, educational institutions, is becoming more and more infeses
as the more we see the reality of economic compulsions, the greater we feel the nesd T
economies of scale; the more concerned we feel about the diverse needs of explocas
populations, the more intense becomes the need for a highly potent and fast pedagogmc
andragogic methodology: and the more we expect from education in terms of social relevamcs
the greater is the need for divergence from the conventional disciplines/subjects. I S
the conventional and ODL systems should support each other as equal partners in the e
interests of the nation. Such an effort will prove mutually beneficial, though the T
system has emerged out of the mainstream F2F system and the latter sull seppess o
through expertise as well as infrastructure. The ODL system has in tum creaiad sw asmes
about the need for quality and standards in education. That 1s why educanonisis mow S
of a convergence of the two and the emergence of a seamless and borderless afacssus

These insights are recent and may not be fully appreciated even today. So lomg & w0
not take cognisance of the pragmatic aspects of the lack of this appreciatios. se sl =

i
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1alking in a void and working in vain. It needs to be realised that the prime issue at hand
1= not that of what powers an institution may exercise over another and how, or how much
of. their autonomy may the open universities compromise, or whether or not the Direclorates
of Correspondence/Distance Education should become autonomous and so on. The prime
issue is whether or not we want to exploit the new found mode of education optimally at
the national level. The answer indeed cannot but be in the affirmative. If we as a nation
agree on this basic principle, devising solutions should not be difficult. And we have to
agree on the basic principle, for we produce one Australia every year — that is the extent of
the pressure of population on our educational system, for, above 35 percent of our population
15 illiterate today — that is the measure of the time lag we suffer from, and then we need to
heed the compulsions of our economy. We must find a way of reaching the masses, reach
them at the lowest possible cost and in the shortest possible time.

Based on the discussions, undertaken at various occasions, presented below are a few
proposals which we need to examine with a view to reaching a commonly agreed upon
workable plan for effecting the ‘coordination” we are talking about.

In order to exploit the open and distance learning systems optimally, we need to ‘coordinate’
the working of all the institutions concerned. The areas of concern for purpose of coordination
include:

L]
L]
L ]
L
L
[ ]
L
L]
]
L
L ]
L
L]
L

Credit system

Credit-transfer and credit-exemption schemes

Evaluation system

Entrance requirements

Award of degrees

Svllabuses

Course preparation (both print and media)

Relevance

Quality

Cost-effectiveness

Use of languages — media of instruction

Broadcast and telecast time _

Student support services — use of study centres, and facilities available at other institutions
Use of non-conventional resources for programme development, course preparation and
programme implementation

e Qualifications and competence of the staft

e Training

e Research
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There are four types of tertiary level institutions, the working of which needs to be coordinated
as each one of them uses the distance mode of education in various proportions:

¢ The National Open University

e State Open Universities
Directorates/Departments/Schools of Correspondence/Distance Education situated in
conventional universities/institutes (64 in number today)

e Non-government, non-profit making agencies/institutes which use the distance mode of
education.

Besides, we may also consider the involvement of commercial agencies/institutions which
use the mode for profits. But our prime concern is with the four types listed above.
However, while considering these we must not lose sight of the foreign universities, which
are likely to offer serious competition as economy opens up and globalisation is gradually
accepted.

It is assumed that all the educational and research institutions in India will be brought
under a network and will have all the services that computer network and information
technology can offer.

As noted earlier, we have at present a three-tier system: distance education programmes
of:

(i) Conventional universities
(ii) State open universities
(111) National open university.

While IGNOU 1s the only national open university and shall remain so. it 15 likely that
before long, each state may have the following configuration of DE system:

e Distance Education Institutes in conventional universities
e State Open Universities
e Service available from IGNOU.

It was contemplated in Programme of Action, 1992 (GOI, 1992) that:

h

The Distance Education Council (DEC) will ultimately assume the responsibilis ©
developing the existing correspondence education programmes on a selective hass
converting them into distance education programme of an acceptable guality.
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& % Sesirable thar all the universities that have distance education programmes upgrade
e to tard generation level and transform themselves into dual-mode universities. There
“ comsacerable enthusiasm and discussion on moving to the fourth generation, and the use
o lstzrmet and web-based instruction. It is understandable, but we have to consider their
“zasstality. Even after 40 years, our conventional universities operate under the first generation
el and the print material is substandard. Some of the state open universities have
seogressed marginally to the second generation level. Considering the period up to 2010,
wz may be happy if we can lift all the institutions to the third generation level. IGNOU and
some of the state open universities may enter the fourth, even higher generation on a
seiective basis for certain programmes. While institutions may have no difficulty in using
imiernet and offer web-based instruction, the accessibility of Internet either on personal
possession or through commercial centres is not going to be easy (see Table 1.1 p. 8).

Each university may decide on the common programmes between the conventional
system and the distance education system, and the special programmes that may be offered
under the distance education component. It will become easier if we move to the credit
system. and the courses are modular. Once the operation is in dual-mode, the conventional
system and the distance education system will be on equal footing, and there are in advanced
countries enough models to draw from. They may use the affiliated colleges as study
centres also. These universities may draw support from the state open university and
IGNOU on selective basis.

The state open universities will be the focal points for distance education activities in the
state. It should, in association with the DEC, coordinate the activities of the DE wings of
the conventional universities and provide the liaison between the DE units of state universities
and the DEC at IGNOU.

As per National Policy on Education 1986 (GOI, 1986), every state will have a State
Council for Higher Education. This council may have a sub-committee on distance education
presided over by the Vice-Chancellor of the state open university. This committee will
coordinate activities in the state among the DE components of conventional universities,
the open university and the DEC at IGNOU. All of them will have representatives on the
sub-committee. The coordination may be in the following areas:

Design and development of lessons/programmes

Preparation of audio-video cassettes

Use of electronic media centres/studios/facilities

Adopting/adapting certain programmes and credits from other universities to promote
mobility of learners

Transfer of credits and enabling mobility

Using modular system.
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We are aware that among the open universities in the world IGNOU has a uniqueness:

e [t is an institution that offers educational programmes like other universities.

e [tis a national institution that has the mandate to coordinate and determine standards in
the ODL system in the country.

¢ It is a national centre for innovation, development and training in distance education,

When the conventional universities in the states transform themselves into dual-mode and

they along with the state open university start offering programmes in large numbers, the

role of IGNOU may have to change. Most of the programmes in the states will also be in

the languages of the states, and IGNOU shall be called for to provide national resource

expertise and guidance to other distance teaching institutions to come up to the agreeable

benchmark of standards on all the functional areas of operation.

Quality and relevance are two important characteristics of any education system. Till such
time that IGNOU was established, there was no mechanism to address itself to standards
of distance education programmes. UGC, though mandated to determine and maintain
standards. mainly contented itself with laying down norms for academic framework and
providing development funding. It is under section 4 and section 5(2) of IGNOU Act that
DEC has been set up with well defined objectives to determine standards, and coordinate
and promote ODL system in the country.

The provision of section 4 and section 5(2) almost makes IGNOU a parallel institution
to UGC in so far as education is concerned. Distance education is a rapidly expanding field
and comprises a great diversity of programmes. DEC in a way carried with it the functions
of:

e NAAC in so far as assessing quality; and
= UGC in so far as providing development funding.

The DEC is the creation of IGNOU, and IGNOU is one of the central universities. Will the
conventional universities and even the state open universities accept the authority of IGNOU.
a sister university. over them without reservation?

Though the Union Ministry of Human Resource Development incorporated sections <
and 5(2) in the Act, the government had considerable hesitation in empowering IGNOL
and creating the DEC. The subject was deferred meeting after meeting by the Board of
Management, and when the choice was to be made between deleting sections 4 and 5 2
and creating DEC. the Board of Management decided in favour of a bodyv like the DEC

Before we state the pre-requisites. we need (o turn to the basic reference point whas
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e aiwectwes, the areas of concern and jurisdiction in the form of the
W Se infee Gaadin National Open University through the instrument of
B PSS Amcme other things. it envisages that:

- B e e Sany of the University to take all such steps as it may deem fit for the
e 8 e open amiversity and distance education systems and for the determination
0 e of smaching, evaluation and research in such systems and for the purpose of
esmens s function, the University shall have such powers, including the power to
s il Ssbarse grants to Colleges, whether admitted to its privileges or not, or to
i smesersity or institution of higher learning, as may be specified by the Statutes.
[IGNOU Act 1985, Clause 5 (2)]

T mamiee suzzests the following pre-requisites for any mechanism of coordination to
S S TSSO

= The GO wansfers whatever authority it exercises on state open universities and
Brsssorates/departments/schools of correspondence/distance education to whatever
mecsamism of coordination is established by IGNOU over an agreed period of time (to
e soecified).

= The smversities/institutions operating correspondence/distance education programmes
& ow more and more autonomy to these directorates/departments/schools of
wosrespondence/distance education for purposes of their coming into the fold of the
JENOU mechanism of coordination referred above.

* Sudeet provision of IGNOU is increased proportionately as more and more universities
2nd directorates come into the fold of its mechanism of coordination.

« Through its training, extension and research programmes, the IGNOU mechanism of
coordination raises the level of awareness among the masses in general and the institutions
i particular so as to facilitate the process of strengthening itself.

# IGNOU takes up full responsibility for providing assistance in transforming all those
institutions/directorates into distance teaching systems, and put in-built quality assurance
mechanisms in place.

= Allinstitutions of correspondence/distance education should volunteer to subject themselves
to continuous evaluation and assessment, through an agency. of the programmes.
departments, instructional delivery, training and research, and the institution as a whole.

The DEC is, even now, the creation of the Board of Management of IGNOU, drawing the
authority from sections 4 and 5(2). For DEC 10 be more effective, two steps may be
considered:

(i) The IGNOU Act may be amended and DEC may be incorporated explicitly in the Act
with well defined powers and functions.

(i1) The VC, IGNOU, may be designated in the Act itself, as Chairman, DEC and VC,
IGNOU.
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e [nterms of salary and protocol, the VC, IGNOU may be on par with Chairman of UGC,
AICTE and other autonomous bodies. As of now, the official status of VC, IGNOU 1s
not commensurate with the responsibilities that devolve on his/her shoulders.

e The budget provision for DEC must be separate, and IGNOU. in addition to the grant
that it might get from the MHRD. must also be eligible to apply to DEC for support like
other open universities.

e From the point of view of maintenance of standards, IGNOU will be under the authority
of DEC like any other university.

Some of these suggestions can generate a lot of debate within and outside IGNOU. But the
point I wish to make is: we need to have a very different organisational and functional
status of DEC, and the nature of its workforce, than what we have today.

It has been mentioned earlier that while the conventional universities in the world. as they
now stand, exhibit no major differences among themselves in terms of objectives, structure
and academic programmes, the open universities often differ from each other.

The Indian scene has a unigueness of its own. India has in the length and breadth of its
land. a dispersal of tertiary level distance education establishments known by such varying
names as Directorates, Institutes, Schools and Universities of Distance Education. They
represent a wide spectrum in the instructional tools employed by them from the first
generation level to Internet and flexible learning opportunities using English as well as the
respective state language.

A broad base in the form of institutional potential exists and the need is one of combining
the resources in order to increase and upgrade the strength of individual institutions.
Fortunately the IGNOU Act, Clause 5 (2) provides for an institutional mechanism to build,
as tall a cooperative endeavour as we may choose to materialise.

We have two national level bodies, namely National Assessment and Accreditation
Council (NAAC) for general education and National Board of Accreditation (NBA) for
technical education. The NAAC. NBA and DEC need to come to certain understanding
among themselves soon regarding their jurisdiction and the norms they would follow in
evaluating the quality and relevance of the programmes. The evaluation of each of them
must be treated as having a national standing and acted upon accordingly wherever necessary.
The details have been discussed in Chapter 2.

The DEC in a way is a unique and pioneering creation. It combines in itself the nature
of functions of UGC and NAAC or of AICTE and NBA as far as Distance Education 1s
concerned. Though created by the Board of Management of IGNOU, it has the authonty
to assess the quality of IGNOU's programmes as well and the responsibility to fund the
development programmes of IGNOU too, as was visualised at the time of its establishment

In this section we are concerned with coordination of the functions of open learning
institutions. Coordination in the case of open university system has many tiers:
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| a=d distance education components in a dual university.
educanon components in the conventional and the open university

e Sssaece edecation component in the conventional universities, the open
= B cosntry and IGNOU,

sromd network can be established in the country with meaningful objectives.

smeemsty 15 an autonomous body, it is desirable to enter into a memorandum

metween each of them. As regards IGNOU, its role may be governed by

3 = the Act and Statutes formed under them.

Teestimanon smong these universities may be in:

» The seemasateon of course material: there are many subjects in the undergraduate degree
gemmmmes which have a nearly common syllabus among the institutions, within the
e O e Basis of mutual understanding, two or more universities can come together
#= we=nity one of them as the course preparation centre. Another university may be
sty sdentified for another subject.

= Sharee physical facilities for multimedia preparation.

w» Shueee the classrooms for counselling.

= Ssaeee the multimedia study materials.

» seduct of examinations.

= A=y other activity that would be of mutual benefit.

The NPE. 1986 (GOI, 1986) has provided for the establishment of a State Council for
¥ sher Education. The Council can have in each state, a chapter for distance education
w=ch will be represented in all institutes of distance education, including the open university.
Berween and among these councils, there may be contracts for cooperation in as many
actvities as possible.

In the course of development, a stage may be reached when every state will have an
open university and the dual mode institutions have upgraded their distance education
components. The medium in most of the subjects will be the mother tongue. When such a
stage is reached, IGNOU may not run the routine programmes. It may offer special
programmes of national interest, function effectively as a coordinating, assessing and
promotional body through DEC, prepare multimedia and interactive study materials,
develop various protocols and models, experiment with new ways of doing things and
technology enabled teaching-learning, and administer and operate at the national level
networks.

Since the entry of technology into education, study materials have become commercial
commodities; education has become a marketable good. Institutions within the country and
institutions across the countries have come together to form consortia. thereby combining
their strength and increasing their competitiveness. IGNOU may play an effective role in
promoting cost reduction and national as well as international competitiveness.
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India has the privilege of a number of distance education institutions and the possibility
of building a network under the aegis of DEC. India’s educational needs are massive. It has
the need to combine all its strength to meet the challenges of education in the knowledge

era.

This chapter in based on a paper presented by the author at the Conference of the Vice Chancellors. hosses
by the UGC at Ahmedabad in October 1990,
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e e Access and Equity are interdependent: in any field of activity, lesser the access
& smmermenities, the more inequitous the situation, In spite of major developments in all
spmeses of life, it is unfortunate that the 20th century was a century of inequity: a century
Wi mequity grew as never before. It has left behind a legacy of gross divide threatening
wacas si=bility and world peace. In the long history of humanity, we have not seen a period
8em mequity existed in more frightening form than now:

* An onusually vast divide exists between the rich and the poor within a country and
setween the rich and poor countries in the world.

* The disparity which was bad enough even earlier has been growing rather rapidly during
the second-half of the last century.

W= have on one side the advanced countries and on the other side the developing countries
m the world. In 1990s, 20.0 percent of the population in the richest countries had access to
56 percent of the world GDP. the poorest 20.0 percent in developing countries had access
to just 1.0 percent of GDP.

The nineteenth century also had been a century of rather gradually growing inequities
between countries in the world as a whole: the income gap between the top and bottom
countries was (UNDP, 1999): 3t0 1 in 1820: 7to 1 in 1870; and 11 to 1 in 1913.

When we come to the 20th century, the ratio of income between the fifth of the world’s
people living in the richest countries and the fifth in the poorest grew rapidly (UNDP,
1999): 30 to I in 1960; 60 to | in 1990; and 74 to | in 1997.

Similarly inequality within the country grew: for instance between parts of China,
countries in Eastern Europe and European Union, countries like Sweden, the USA and
the UK. The rate of increase in inequality grew faster as the vears advanced in the last
century.
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As we stand at the beginning of the 21st century, it is the widening inequity that within
a country and across the countries, stares at us and poses a serious problem. It is the
modern technology and the developmental strategy employed by the advanced countries
that has brought about this situation. The potential to create inequity seems 1o be inherent
in the use of high technology as a developmental device. Problems created by technology
have to be solved by the application of technology only. In the ultimate analysis, 1t is a
matter of education.

A World Bank survey conducted in 34 developed countries for 110 years from 1850 to
1960 showed that the economy in these countries started showing an upward trend only
after they reached the level of universal education. Therefore we realise that to improve the
economic condition and the quality of life in the developing world and to improve accessibility
and reduce inequity within the country and across the countries, these countries have to
launch a massive programme of education.

Universal primary education, though of great importance is not adequate to create
wealth. In an age of Science and Technology, the society must be capable of innovations
leading to the development of new processes, products and materials and applying them to
development. Therefore tertiary education which was confined to the elitist section of the
society is now becoming gradually mass based. The progressive increase in the age group
entering the university in U.K. (Table 8.1) will illustrate the point (Lockwood, 2002).

Table 8.1 Age group in percent entering tertiary

education
Year Percent of age group (18 vears)
entering the Umiversity
1960 8.0
1980 15.0
2000 30.0
2010 50.0 [Estimated] (in 18 to

30 years age group)

An increase of about 70 percent in enrollment within 10 years is rather difficult if one
depends on conventional methods. A world picture of secondary and tertiary education 1=
given in Table 8.2 (UNESCO, 2000).

In India, only 9.2 percent of those enrolled in secondary education go to tertiary education
The world average is 22.2 percent. Even if India is to provide access to tertiary educanos
for 15.0 percent of the present strength in secondary education, we have to start 8000 new
colleges of the conventional type. This is just impossible. We have to seriously examine the
potential alternatives.
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v amd tertiary education enrollments and percentage transition rate

| SO0 1997
Emmollment: Transition Enrollment: Enrollment: Transition
tertiary (%) secondary in tertiary (50)
edn. edn. edn.
(mallion) (million) (million)
68.6 21.8 398.0 88.2 22.2
20.1 42.2 75.8 34.2 45.1
3.8 7.2 71.9 6.1 8.5
5.0 10.0) 697 6.4 9.2

¥ = desirable to review briefly, but critically, the development that has taken place in the
word of education. The end of 18th century saw the beginning of Industrial Revolution.
wer the 19th century and 20th century, production in every field became technology-
sased. The result of application of technology meant that technology replaced craft and
===Cuctivity increased. Today the difference between an advanced country and developing
sowmtry is the difference in productivity. Whether it is industry or agriculture, the productivity
= many times higher in an advanced country than in a developing country. But when it
somes to education, the situation is different. Industrial Revolution did not enter the classroom
=ven in advanced countries. The productivity in education did not change substantially till
s5e middle of the 20th century. Even in advanced countries, productivity in education
~emained stagnant during the 19th century and over a major part of the 20th century.

The art and science of communication became revolutionised in every area of operation—
entertainment, advertisement, press and public platforms. But it remained tradition bound
in the classroom. When technology was applied to education, ‘distance education’ was
ushered in and classroom instruction changed from craft to technology (Kulandai Swamy.
1992). This transformation marked the inauguration of ‘New Era’ in education. In the
history of classroom instruction, distance education constitutes, as | used to say, the third
stage of development in education, the first being the ‘Gurukul System’ and second the
‘Classroom System’ (ibid).

Starting with Bologna University established in Italy in 1075, the conventional university
system evolved slowly over a millennium. Universities were established in other parts of
the world much later, following U.K and Europe. By and large. the system remains the
same all over the world with marginal changes. The conventional system, as is characteristic
of any craft, did not undergo any revolutionary change over the centuries and among the
countries.
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The Open University, UK really heralded formally, the arrival of technology in imparting
education and training. Within a matter of 40 vears, the system has established itself on a
global basis and has seen four generations of development, notwithstanding the reservation
on the part of academics who are in the conventional system and scepticism among the
members of the public.

We all know that Distance Education meets the education and training demands of two
major sectors:

e equity in education in an extremely and widely inequitous world; and
e access to continuing education in a world of rapid obsolescence of knowledge, an
essentially 20th century phenomenon.

The most important aspect is accessibility to education to those who:

e are employed, when they are free and have time;:

e are handicapped, through various modes, specially designed for individuals of various
handicaps:

e cannot reach the place of learning, by taking education to where the learner is: and

e cannot afford the cost, by lowering the cost and offering it at affordable cost.

Since technology entered education, the education system has seen rapid progress. In terms
of delivery system it has seen five generations: every generation increased the productivity
and efficiency of instruction:

(1)  Correspondence education

(1) Lectures through Radio and Television: audio-video cassettes and use of computers
(i11) Interactive radio—video teleconferencing

(iv) Virtual class room: Internet

(v) Flexible learning.

We need to stress the following new development consequent to the use of technoloss
Once technology entered the domain of taking education to people, it brought abou: the
division of high technology and low technology.

Printed instruction material and the use of radio and television, audio-video cassemes
are well within the technological capability of every developing country. But once ==
move to teleconferencing and Internet, we have entered the domain of high technoloz
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Slwcasees = emSee o become an industrial operation, We face again the possible
Semmssaw of advanced countries. We may have to examine the phenomenon.

Shmme S process of development of industrial age, a wide gap developed early between
e atamced countries and developing countries. We have not been able to bridge this gulf
= S St when i comes o distance education, we are not at such a disadvantage. The
Sessopene countnes, at least many of them, are reasonably well placed and some in this
wmes zre owell on their way to be almost level with the advanced countries. But the
possessson of a ol is a necessary but not sufficient condition to be able to use it. The
semeticiary group must be able to avail itself of it. There are countries where tools falling
smier low technology will be more appropriate and practicable, though less effective and
lmmssd n coverage.

Wz do realise that Internet provides a vast scope for coverage at the national level and
=evomd the shores. However the availability, for the present and in the immediate future. of
S sardware with the learners individually or as a community and the preparedness on the
g of beneficiaries to use the Internet constitute the restraint. Figure 8.1 and Figure 8.2
e an idea of the Internet access in advanced and developing countries.
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Figure 8.1 Internel penetration in advanced countries (over 23 percent of the population)

The use of high technology may appear to be attractive and satisfy the ego of certain
institutions to make the claim that they have the most advanced infrastructure. But we must
judge the appropriate technology for ODE in a given situation. The most advanced is not
necessarily the most advantageous in all situations. As we gradually develop the infrastructure,
we must prepare the beneficiaries to take advantage of it. When technology comes in,
considerations of appropriateness inevitably follow,

Since educational operation has taken the form of an industry, it has scope for seeking
markets on a global basis. Like multinational corporations in industry, there are multinational
corporations or consortia of educational institutions. The Global University Alliance (GUA)
i5 a consortium that has nine members — 3 in Australia, 3 in USA and 3 in Western Europe.
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Similarly Universitas 21 (U21) is another consortium consisting of 19 members — 4 in
Australia and New Zealand, 5 in USA, 4 in East/South East Asia and 6 in Western Europe.
The objective is providing global online education: it is yet to be realised. However, if the
developing countries do not develop strategies for appropriate approach for ODE, it is
highly probable that advanced countries will become highly competitive providers of
instruction and instruction materials and they will repeat the domination which they enjoyed
in industrial market. This would mean nor only economic but cultural invasion.
Educational requirements in the developing world are not necessarily the same as in
advanced countries. The target group is different; the economic environment is different:
the cultural background is different. Each developing country’s programme has to be in
conformity with the economic and knowledge environment of the target group.

Technology is always accompanied by research. If not kept renovated by research it will
starve to a state ol anaemia. Education related themes are said to account for about 10
percent of the innovation literature (Robinson, 2001). In 1995 there were about 4000
publications on innovation. It is necessary for developing countries to promote active
research in ODE and come out with appropriate hardware and software combinations. It i«
said that in Asia, only OUHK, Hongkong and IGNOU, India have research programmes
In a new area involving technology. active research is inevitable for survival.

As in the case of industrial products, educational institutions from advanced couniries
offer programmes through distance learning and market educational materials on a highiv
competitive basis. Marketing opportunities are expanding rapidly in the academic worls
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R e w Se csrefl that again the vast disparity that developed in industry does not
s Oeence sdwcanon. During the Industrial Revolution, advanced countries marched
et =weme s behund. In distance education we made a beginning early enough and we
e sew wey much behind the advanced countries. We must keep up our near parallel

b2 FONL -

1 & permment to mention here a new development in the use of distance education, especially
smpionme Internet. There are certain tribes in the world that have a global presence. They
=

L Bnushers
i Chinese
T Japanese
ihe Jews

T2 Indians

These communities who have a worldwide diaspora and live in different societies, have the
geoblem of maintaining their ethnic identity. Every individual has his/her professional life,
social life and spiritual life. Social and spiritual life are inextricably bound with the cultural
seritage and traditional faiths and beliefs. All over the world, enlightened governments
selp the minorities to learn their language, maintain their identity and preserve their values.
The main component of one’s identity is the language. If you give up your language, you
will slowly get dissolved in the dominant majority.

Tamil Virtual University

As mentioned earlier, Indians are a global community, but they speak various languages as
their mother tongue. Among those of Indian origin settled abroad for generations, the
Tamils form an important group. The total Tamil population in the world is about 75
million; of them about 15 million live outside the boundaries of Tamil Nadu in India and
abroad. They live in over 50 countries. Representatives of these people have been requesting
the Government of Tamil Nadu to provide opportunities for them to learn Tamil. Carnatic
music, Bharatha Natyam and generally keep in touch with Tamil culture and Indian tradition.
In response to this request, the Government of Tamil Nadu decided to set up Tamil Virtual
University. The Government appointed a Committee under the Chairmanship of Dr V.C.
Kulandai Swamy, former Vice-Chancellor, Indira Gandhi National Open University. The
Committee submitted a report outlining the hardware, software aspects and functions of
the university (Kulandai Swamy, 1999).
The Vision statement 1s as follows:

The Tamil Virtual University aims at providing internet based resources and opportunities
for the Tamil communities living in different parts of the globe as well as others interested
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in learning Tamil and acquiring knowledge of the history, art, literature and culture of
the Tamils.

The Tamil Virtual University [www.tamilvu.org] serves the needs of a new target group: a
new requirement. It is a new experiment, perhaps the first one in this domain.

State policy

Since the University of Delhi started correspondence education, individual universities
have been offering correspondence education programmes on their own. Some, or most of
the universities, resolved to offer these programme almost on a commercial basis. to
augment their financial resources. There are many universities, which survive even today,
on the income from their institutes of correspondence education. Though the UGC in the
past and the DEC in the last few years have exercised their mind over this development, the
performance of these programmes is yet to be monitored seriously. Moreover, there is no
state policy as such concerning correspondence programmes excepting brief references in
the Programme of Action 1992 of the National Policy on Education. The POA envisaged
that each state should establish an open university in the VIII Plan period.

This was not achieved and the Ninth Plan document moderated the targets; it envisaged
that 12 open universities be started. As of January, 2002 only ten open universities were
functional. While there seems to be at the political level a desire to increase access (o
higher education, it has not been implemented.

It was stated in the POA, 1992 (GOI, 1992) under the heading ‘open school system’ that

The possibility of launching vocational education programmes through the open leamning
system will be explored. For this purpose meaningful linkage will be established with
workstations, industries and other organisations.

We find that the open universities are organising vocational programmes in engineernng.
agriculture, health and home science at secondary education level. It is not clear whether
there is any well defined level of participation between the open schools and the universits
level distance education programmes. Now, the open universities seem to be offering
programmes at all levels—education and training at craftsman’s level to postgradusse
programmes. Lack of demarcation of clear cut mandates and jurisdiction will only compoans
confusion and adversely affect performance and production.

The establishment of open schools has not made satisfactory progress in the couniry =
comparison with the distance education system at the tertiary level. It seems 1o be e
ironical extension of the cultural characteristic of this country that our preference i1s not o
mass education, but for programmes at the relatively elitist level. Literacy, ull the Teate
Plan, did not receive the importance and priority that was its due; and schools recened =
attention than colleges. There are more colleges preparing students for UG and PG dezmess
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Dan ssamsbons for vocanonal education and training; we produce more doctors than
mrses. We aeed to reach a balance in this regard.

¥ = mecessary that at the state level and national level, we develop a reasonably well
fe=fmed polacy for open learning to take advantage of its full potential.

Fanding

¥ ws conceded that distance education is cost-effective because it has higher productivity,
& ot s technology-based. As a matter of fact, while in all fields of activity, craft has been
s=piaced gradually by technology from the beginning of industrial revolution, teaching
sowmever remained a craft and there has been no significant increase in productivity in the
‘xst hundred years or more. Distance education really marks the transition from craft to
wehnology in education. The increase in productivity and economy in cost consequent to
e mntroduction of technology must be taken advantage of to meet the demands of equity
a=d social justice. There is, in general, a disturbing trend in some universities to make
profit out of DE programmes and meet budget deficit in the conventional system. In
zeneral, a reasonably comprehensive funding policy for the open university system has not
emerged. Educationists and governments should address themselves to this problem, analyse
the practices comprehensively and establish broad policy framework for funding. The
desire to attain self-sufficiency and the objective of reaching the unreached and serving the
disadvantaged should not become conflicting goals; there must be a reconciliation.

Thrust Areas

» Access or ‘reaching the unreached” has remained one of the major concerns of distance
education. While the open unmiversities, including the national open university, have to
still address a wider audience especially from far flung areas and from the disadvantaged
sections of the society, the CCls need both guantitative and qualitative expansion so as
to remain viable and sustainable. The differently-abled, people from blackhole districts,
SCs/STs and women need to be prioritised. In a word, special groups need special
attention.

¢ Flexibility in structures and operational arrangements need to be widened so as to meet
the most important goal for which open distance education exists, 1.€. provision to meet
the diversified needs and learning styles of distance learners.

e It is high time that international class research and development initiatives and activities
are built into policy plans and the required functional arrangements are put in place.
This is all the more essential for augmenting effectiveness and efficiency in the existing
structures and processes, and meeting the demands for innovation and change.

e We have reached a stage of evolutionary development in our educational practice when
formation of consortia and convergence of goals, organisational arrangements, strategies
and methods, and appropriate modes of delivery are pre-requisites to further development.
Management of change and required proactive human resource development and training
are then basic mantras for successful institutional enterprise.
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e [t has been noted at various places in this book that we need to keep pace with and
proactively converge the developments in media and technology for teaching-learning
and nsttutional management. Networking and technology-enabled learning/training
need to be put at the forefront of such initiatives. While I have noted in my ‘preface’ o
this book that today’s job should be done with today’s tools (and not that of vesterday s 1.
I must qualify this further: that we must enhance technology-enabled learning which 1=
community-based, individual learning-style oriented, constructivist and multi-purposz
This clearly suggests that technological provisions should be extended to the unreached.
and that we need to consider establishment and expansion of multi-purpose community -
based tele-learning centres which have now come up successfully in many parts of the
world.

¢ Quality continues to be a major concern for the entire education system. This is all the
more essential when we have a system involving a variety of teams of experts being
involved in educational design, development, implementation and evaluation. Similar
perception and wavelength are essential; so also institutional policy initiatives and
mechanisms, benchmarks and performance indicators (Powar et al, 2000), and detailec
action plans and a time frame for their implementation. Once the preliminary threshold
1s achieved, it lends itself to a never-ending cycle. That's how quality based institutionz’
development is ensured.

We have already 40 years of experience in correspondence education and over 20 years =
open university system. Almost all the states may have an open university before long
More and more universities are starting correspondence courses in the name of distance
education programmes. There does not exist any well defined structure of the Directorzie
or Institute of Distance Education in the conventional universities. As already mentionec
there is no clear cut and criteria-based funding policy at any level for distance educaton
programmes. Within the state, there is no co-ordination and there is considerable duplicatios.
especially, in the preparation of study materials. There is a growing and disturbing trend o=
the part of the conventional universities to start distance education programmes 1o augmes:
the receipts and meet the deficits in the conventional system. The distance educatos
system has witnessed a steep rate of growth and is assuming an important role mn e
educational horizon. While the conventional system has seen many Committees =ac
Commisions to review its working, similar exercise has not so far been done with regast
to distance education system. In view of these facts, it is desirable that the MHRD, Govermem
of India appoint at the national level a Commission on Distance Education 1o revies e
past developments, present position and trend, and recommend the desirable directons o
growth and development in the next 10 years.

This chapter 1s based on the Conference Keynote address delivered at the Fifteenth Conferemce of Aaum
Association of Open Universities, IGNOU, February 21, 2002, New Delhi.
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