ABSTRACT

PRICE, MONICA AHZEL. Are Distance Education Programs at Historically Minority Institutions in the
University of North Carolina System Mission or Market Driven? An Empirical and Qualitative Study. (Under
the direction of Dr. Michael L. Vasu).

This dissertation reviews factors surrounding the implementation of Distance Education at four
Historically Black Colleges and Universities (HBCUSs) and one Historically Minority Institution that may have
broad implications for use of instructional technology. Through the lens of the digital divide, the analysis
addresses whether Internet courses offered at HBCUs offset the traditional mission to serve African American
students. The Logic of Governance, Reduced Model formula is used as a possible framework for administrators
when implementing Distance Education programs and to identify future research. The formula shows that
organizational outcomes are partially a function of environmental factors such as cost of implementing Distance
Education and priorities of the University of North Carolina System; client characteristics such as behavior of
the client base, using or avoiding Internet technology; treatments including organizational mission and
technologies; structures such as HBCU culture, values, and legislative monetary allocations; and managerial
roles such as methods and influence in decision-making. Both qualitative and quantitative findings are
presented to offer a possible explanation for the complex processes of implementing Distance Education
programs at HBCUs. One of the qualitative findings is that the respondents felt that utilizing Distance
Education is appropriate for the institutional mission. Although the population data shows that HBCUs offer
primarily face-to-face courses, the quantitative analysis of the technology-mediated subset reveals that African
American students take Internet courses at a slightly higher rate than White students. The collective action of
HBCUs in the University of North Carolina System appears to overcome the digital divide as it relates to taking
Internet courses. Policy recommendations include revisiting organizational mission, ensuring alignment with
goals and future directions; developing a new process for students to choose the best distance learning modality
for them; implementing technology for convenient analysis of Distance Education student population data;
correcting low funding of HBCUs; and, finally, conducting further research to determine socioeconomic

information and other areas relevant to administrator decision-making.
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CHAPTER 1: INTRODUCTION

Statement of the Problem

Historically Black Colleges and Universities (HBCUs)' have a special mission to
serve the needs of minority students, but many African Americans and other minority groups
experience disparate conditions in obtaining and utilizing computer technology. This
disparity is known as the digital divide, which is expressly defined as “...the gap between
those who benefit from digital technology and those who do not>.” Falling through the Net:
Defining the Digital Divide (1999), a well-known study by the National Telecommunications
and Information Administration (NTIA), indicates that individuals most affected by the
digital divide are often in a lower income bracket; disproportionately African American,
Hispanic, or Native American; less-educated; living in rural or central city areas; in single
parent families, especially single-female households; young heads of households; and living
in Southern states. Other digital divide studies mention the concern that access to the Internet
will be a continuing part of the creation of the digital divide, that race is a profound factor in
access to computer technology, or that students at public HBCUs often have lower access to
home computer technology in comparison to White students (Hoffman, Novak, & Schlosser,
2001); (“The Large and,” 1999); (Abrams, 1997). Ultimately, some researchers believe that

the digital divide is a passing phenomenon that will eventually disappear (Compaine, 2001).

! The term Historically Black Colleges and University (HBCU) is used throughout this dissertation to describe
the majority of the institutions in this study. Although, the University of North Carolina at Pembroke is not an
HBCU, it is included in the analysis because of the effect of the digital divide on the Native American
population.

? Retrieved from http://www.digitaldivide.org/dd/digitaldivide.html




However, even if the divide does not persist, the fact that there are profound differences in
usage now necessitates research. The purpose of this research study is to find out if utilizing
a computer technology-mediated method of course delivery actually impedes access to
educational opportunity for African Americans perhaps because of the digital divide.

The focus of this study is four Historically Black Colleges and Universities and one
Historically Minority Institution (Table 1.1) that are part of the University of North Carolina
System’s Distance Education (DE) access initiative. Interestingly, these institutions were
originally created as part of another “access initiative” specifically for African American (or
Native American) students who had been denied educational opportunity in a racially divided
society.

Distance Education is basically any form of predominantly off-campus instruction
including face-to-face or technology-mediated instruction such interactive video, Internet,
DVD, teleconferencing, or television. As stated earlier, HBCUs as well as Distance
Education were both designed to increase access to education and created to reach
populations that may not otherwise obtain higher education. These entities occupy a special
place in the history and future of many African American communities. Distance Education
is not a new model because extension instruction, its corollary, has existed for quite some
time. Distance Education is specifically defined by the University of North Carolina (UNC)

System as



....understood to include off-campus instruction for credit (whether face-to-face,
electronically-mediated, or a combination of methodologies) (University of North
Carolina Administrative Memorandum 407, 2000).

In previous UNC policy statements, this form of instruction was referred to both as
“degree-credit extension” and “Distance Education.” Even today, although the data collected
in this study is strictly Distance Education, the data is kept under the umbrella name of
“extension.” Some colleges and universities may find it unusual that face-to-face courses are
counted as Distance Education. Increasingly “asynchronous” instruction is being utilized to
describe Distance Education and there are several definitions provided from many sources
that do not directly include face-to-face instruction °.

When the postal mail system was formally developed, it provided the infrastructure
needed for exchange of information in correspondence courses. The Chautauqua
Correspondence College was likely the first Distance Education institution to be set up in
1881 and subsequently could provide “diplomas and degrees (Moore, 2003)”.
“Correspondence teaching” from a university first began at the University of Chicago in the
Extension Department (Moore, 2003). The primary idea behind extension was to provide
educational opportunity to many as opposed to a few elite that had access to it previously.
Later, the public, land grant colleges gave way to providing Distance Education/extension

because of their mandate to “open college access to the children of farmers and workers but

3 See http://www.uwex.edu/disted/definition.cfm




also their mission to support the state’s economic development through teaching and service
aimed at the adult farmers and workers themselves (Moore, 2003, p. 6, quoting Kerr (1995).”

Table 1.1 Historically Minority Institutions Included in This Study

HISTORICALLY BLACK COLLEGE AND GEOGRAPHIC LOCATION
UNIVERSITY/HISTORICALLY MINORITY
INSTITUTION*

Elizabeth City State University Elizabeth City, North Carolina
Fayetteville State University Fayetteville, North Carolina
North Carolina Central University Durham, North Carolina
University of North Carolina at Pembroke Pembroke, North Carolina
Winston-Salem State University Winston-Salem, North Carolina

The process to provide State of North Carolina financial support for Distance
Education began several years ago. In Senate Bill 393 (Chapter 407, Section 3), 1993
Session laws, the North Carolina legislature requested that the Board of Governors for the
University of North Carolina System “develop a plan for the continued and expanded
availability of higher education for all citizens, focusing on the availability of opportunities
in underserved areas... (The University of North Carolina — Board of Governors, 1996, p.
1).” The mandate indicates that education should be expanded by diverse methods, not just
by the creation of more degree programs. The implementation of Distance Education in the
UNC System was based on an analysis of client need via newspapers and other survey
reports (UNC Board of Governors, 1996). For expansion of access, the mandate suggests

that “video and audio distance learning technology” be utilized, the expansion of “graduate

* North Carolina A &T University was unable to participate at the time of this study.



centers,” and increased relationships with the Community Colleges in terms of developing
programs that would be of benefit (UNC Board of Governors, 1996). Previously, in
November of 1995, the UNC Board of Governors “adopted A Plan for Continued and
Expanded Availability of Higher Education in North Carolina (Phase I: Inventory of
Alternative Delivery Systems)” that provided a list of “alternative instructional delivery
systems” with the specific focus being to reach underserved areas. However, the report notes
that it was somewhat difficult to define what the “underserved areas” actually were whether
remote rural areas, some urban areas, or yet another definition. After this series of
investigatory events including the development of inventories of “alternative [education]
delivery systems,” the distribution of surveys, and the implementation of off-campus pilot
studies (The University of North Carolina - Board of Governors, 1996), the North Carolina
Legislature began to provide official funding to develop Distance Education in 1999 (OSBM,
2006).

Table 1.2 provides a comparison in terms of race of on-campus (regular term) and
Distance Education students as well as students who take a combination of distance and on-
campus courses in terms of race. Overall, the majority of students in the system who take
Distance Education courses only are White (72.3%) with the second largest group taking
Distance Education only being African American (17.7%). Although fewer African
Americans than White students take only Distance Education courses, the chart shows that a
higher percentage of African American students are willing to take both Distance and on-

campus courses combined (34.5%). This table is inherent in the logic of this research. If the



majority of students on a global level (HBCUs/HMIs included) who take Distance Education
are White, then how will this translate on the campuses of HBCUs?

Table 1.2 Fall 2005 UNC Enrollment by Race/Ethnicity (Sadler 2004)

Only Reg. Term Only in DE Reg. Term & DE
African American 23.0 percent 17.7 percent 34.5 percent
Native American: 1.1 percent 1.1 percent 3.3 percent
Asian: 3.1 percent 1.9 percent 2.2 percent
Hispanic: 2.1 percent 1.7 percent 1.5 percent
White: 66.2 percent 72.3 percent 55.8 percent
UNC Total N= 175,120 N=13,410 N=7,718

The astounding growth in the arena of Distance Education in the UNC System is
clear. Nevertheless, an assessment done by PriceWaterhouseCoopers (2001) reveals that the
University System needs to “identify the appropriate level of investment in e-learning
programs and courses given available resources, p. 39.” The United States General
Accounting Office (GAO) conducted a report (2003) which indicated that in comparison to
non-minority serving institutions, undergraduate students at Historically Black Colleges and
Universities took fewer Distance Education courses. Some minority serving institutions
including Tribal Colleges, Hispanic Serving Institutions, and Historically Black Colleges and
Universities in the GAO study determined that they would not be involved in Distance

Education based on a preference to teach undergraduates in the classroom environment and



funding limitations. This concept of determining the appropriate level of investment is
especially relevant to HBCUs because of their specific mission to serve a population often
affected by the digital divide and with a history of under funding. This study, the first known
of its kind in the University of North Carolina System, is designed to associate the type of
course delivery modality with the racial demographics of students taking the courses.
“Modality” in the context of this research includes face-to-face, Internet, web-assisted, and
interactive video. The term “online” is considered the same as “Internet.” Therefore, the
level of investment in the various modalities that each university should make to meet the
needs of its mission-based student population can be made clearer.

The Development of Distance Education

If the trajectories continue, DE will likely have a continued presence in educational
delivery. The following figures and charts from the most recent report submitted to the UNC
Board of Governors (May 2006) show the growth and general demographics for the Distance
Education population. Some on-campus population comparisons are provided as a part of the

empirical framework for this research.
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Figure 1.1 Growth in Unduplicated Headcount Enrollment in UNC
Distance Education Programs, FY 1999 — FY 2005 (Sadler, 2004)
Figure 1.1 shows that Distance Education in the UNC System in terms of “‘unduplicated
headcount enrollment’ has grown exceptionally, seeing growth nearly five fold over the last
seven years. As of this report, there are 327 authorized Distance Education programs, 237

are site-based located at 28 community colleges in many of the counties in the State.
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Figure 1.2 Total UNC Funding Model Distance Education Student Credit Hours: FY 1999-
FY 2005 (Sadler, 2004)

Figure 1.2 provides a look at the increasing number of student credit hours in Distance
Education, which have increased nearly six fold in the last seven years from about 40,000

student credit hours (SCHs) to nearly 240,000 SCHs.
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Figure 1.3 Age Distribution of UNC Students Enrolled in
Regular Term and Distance Education Courses, Fall 2005 (Sadler, 2004)

Figure 1.3 is a portrayal of the age of on-campus versus Distance Education students.
Clearly, the majority of students on campus or regular students are in the age range of 18-21,
but the majority of students who participate in Distance Education fall in the age range of 26-
50, with the peak incidence of persons in Distance Education falling in the 31-40 year old
range. Thus, Distance Education students tend to be older on average than traditional on-
campus students. A further indication of this phenomenon is that greater than 78% of
‘degree-seeking’ students who are taking Distance Education are ‘age 26 or older’ compared
to 22 percent of students that are that same age in the on-campus environment (UNC Long

Range Plan, 2004-09, p. 24).
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Table 1.3 Fall 2005 UNC Enrollment by Gender (Sadler, 2004)

Only Reg. Term Only in DE Reg. Term & DE
Female: 56.0 percent 69.1 percent 66.4 percent
Male: 44.0 percent 30.9 percent 33.6 percent
UNC Total N=175,120 N=13,410 N=7,718

Table 1.3 shows that more women take college courses than men. More women take DE

courses than men, also.
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Figure 1.4 Distribution of UNC Regular Term and
Distance Education Students by Program Level, Fall 2005 (Sadler, 2004)

Finally, Figure 1.4 shows that undergraduate students are more inclined to take
regular term courses. Among graduate students, those at the master’s level are more likely to
take Distance Education than students in doctoral or professional courses. This could

represent student preference or could indicate the lack of availability of DE courses at higher

11



program levels. An overall description of the systemic demographics reveal the following
student description for Distance Education: White, female, age 31-40 and above, seeking a
master’s degree.

Although today African Americans are free to attend colleges and universities other
than HBCU s, these colleges and universities still produce a large number of African
American graduates despite the fact that they only represent approximately 3% of the total
number of higher education institutions. Specifically, HBCUs are responsible for graduating
about 30% of all African American students who attend college; about 40% of all African
American students pursuing a degree in the STEM areas (science, technology, engineering,
and mathematics); and about 50% of all African American teachers (Baskerville, 2008). The
number of degrees offered by HBCUs is still increasing, but not at as high a rate as the
degrees offered at other institutions (Borden, 2000). The number of degrees awarded by
HBCUs has increased some 80% since the period of time 1988-1998 (Borden, 2000).
HBCU s also contribute greatly to the faculty diversity in higher education. Of the nation’s
approximate 533,770 faculty, 25,658 were African Americans in 1993 and approximately
one half of that number were working at HBCUs (Taylor, 1998). In addition, HBCUs have
educated some of the more well-known contributors to American society and to the world
such as Thurgood Marshall (Supreme Court justice) from Lincoln University, Ronald
McNair (astronaut) from North Carolina A&T, Marion Wright Edelman (founder Children’s

Defense Fund) from Spelman University, and Hazel O’Leary (former U.S. Secretary of

12



Energy) from Fisk University (“Black College,” 1995). HBCUs clearly play a pivotal and

significant role in educational provision in the United States.

Overview of Next Chapters

Chapter 2 is a literature review where the traditional role of governance, bureaucracy,
as well as the role of the manager in implementing and monitoring new programs such as
Distance Education is discussed more in detail. The traditional descriptions of how things
are managed in government are often in contrast to the New Public Governance model, the
theoretical framework of this study. In Chapter 2, how policy is set forth at the legislative
level and can promote different results on different actors in government such as on
Historically Black Colleges and Universities is discussed. Finally, the literature focuses on
individual strategic factors that should be considered in decision-making for Distance
Education delivery at Historically Black Colleges and Universities. These factors include the
priorities and focus of the University of North Carolina System - Long-Range Plan; trends
and realities in education; HBCU mission and culture; and cost of providing technology-
mediated courses. Chapter 3 delineates the methods used to conduct this analysis. Chapter 4
consists of the actual quantitative analysis, charts, and summary of the pertinent qualitative
data. The qualitative aspects of the analysis include how the survey respondents or DE
Directors perceive the use of Distance Education in closing the digital divide, Distance

Education’s relationship to the institutional mission, and other relevant factors. Finally,

13



Chapter 5 provides recommendations based on the analysis for use in future Distance

Education program implementation as well as directions for future research.
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CHAPTER 2: FRAMEWORK OF THE ANALYSIS AND LITERATURE REVIEW

The purpose of this chapter is to provide a framework of the analysis and literature

review. Historically Black Colleges and Universities were created to correct inequity in

access to education for African Americans. Other minority institutions such as UNC

Pembroke have a similar mission, to create access for Native Americans. The mandate from

the State of North Carolina to the, at the time, sixteen, (16)° Campus University System

specifically focuses on enhancing access through Distance Education. However, the

quandary that exists is whether or not the implementation of Distance Education in the online

format conflicts with the mission of HBCUs because of the digital divide. A schematic of

the interaction between HBCUs/HMIs and Distance Education is seen in Figure 2.1.

HMIs/HBCUs

Created to provide educational access
to African Americans

ACCESS

DISTANCE EDUCATION
(Online)

Created to provide access to education
for more individuals across the state

?

ACCESS

Figure 2.1 Underscoring the Relationship Between Two Entities for
Access: HBCUs/HMIs and Online Distance Education

> The University of North Carolina System has recently added one other institution to its members, The North
Carolina School of Science and Mathematics in Durham, North Carolina for a total of 17 constituent

institutions.
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The literature review extrapolates the importance of this topic in the realm of public
administration and a free society and in the context of administrators at Historically Black
Colleges and Universities whose function is to guide an organization in the context of its
mission. There are several reasons that this research is important. First, in alignment with
the values of public administration, access to education is often viewed as an essential part of
a society that promotes the democratic principles of freedom, equity, and equality.
Individuals who are educated are more likely to benefit economically and to become
politically engaged in society (Riddell, 2004). The United States was built upon the ideals
expressed in the Declaration of Independence, drafted by Thomas Jefferson, which provides
that its citizens should have certain unalienable rights including ‘life, liberty, and the pursuit
of happiness’®. Toward that end, the primary functions of government are “controlling
externalities, providing public goods, equity, [and] providing a framework for law and order
and economic stability (Vasu, Stewart, & Garson, 1990, p. 7).” Education is considered a
“public good” (Symonds, 2004), and therefore should be available to all citizens.
Additionally, being concerned with “gaps” of those who have and do not have is a part of the
foundation of democracy in the United States of America (Schement, 2001). Such a
sentiment is also seen in Article 26 of the Universal Declaration of Human Rights put forth
by the United Nations’. In this Article and because early education is often provide free of
charge by the State, the right to elementary education is clear. However, at the technical,

professional, and higher education level, terms from the Declaration of Human Rights such

® Retrieved from http://www.archives.gov/exhibits/charters/declaration.html
7 Retrieved from http://www.un.org/Overview/rights.html
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as ‘shall be made generally available’ or ‘shall be equally accessible to all on the basis of
merit’ as well as the fact that most students must find the financial backing to pay for their
education seem to make the process of who gets an education and how, less clear. This lack
of specific promise for individuals to receive higher education leaves room for vigilance to
insure that underrepresented populations receive fair opportunity.

Secondly, the introduction of computer technology in the delivery of course material
may affect the Historically Black College and University differently than other institutions
and, therefore, affect students who attend HBCUs. Not only is the digital divide a factor, but
many HBCUs (Kujovich, 1993/1994) have struggled to obtain financial and resource parity
with institutions created for Whites. HBCUs may experience a quandary regarding pursuing
e-learning funding. At the time of the Distance Education mandate, no known specification
was made to the universities in the UNC System about the type of delivery modality that
should be used to offer DE courses. However, a white paper released in July 2003 from the
Office of the President indicates the following:

While each of these approaches and other mixes of delivery modes will be part of

UNC’s strategy for extending access, fully electronically based access will play a

larger and larger role in extending the resources of the University of North Carolina

to citizens wherever they are located in the State. (see
http://www.northcarolina.edu/content.php/aa/distance/index.htm#elearningWhitepap
er)

Such “fully electronically based access’ could include many delivery technologies. It is clear
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that although the previously mentioned report and other known sources do not mention
eradicating other forms of Distance Education, online/Internet technology is being promoted
as a prominent source of educational delivery. In a past Distance Learning Forum on
December 3, 2007, there was continued discussion about grants that would be available to
promote e-learning programs, continuing the encouragement for universities to implement
Distance Education via e-learning. In addition, a report released in May 2004 by the Board
of Governors from The University of North Carolina System, Board of Governors gave an
update on the status of providing access to courses through Distance Education (May 2004).
The report is part of the fulfillment of the requirements of the legislative actions that
provided the funding for Distance Education programs in 1999. Specifically, the Executive
Summary of the report indicates that

State funding for UNC off-campus (distance) education degree-credit instruction is
achieving the legislative goal of expanding access to higher education opportunities
for North Carolinians who otherwise would be unable to obtain an undergraduate
degree, graduate degree, or licensure in a teaching specialty. High quality degree
programs are being developed and offered throughout the state in subject areas that
are responsive to the workforce and economic development needs of North Carolina

(p. S-6).

The report states that Distance Education is meeting the goal of providing access to the
citizens of North Carolina. However, the question remains: does DE really meet the access
needs of all citizens, especially in light of the digital divide effect? Regardless of the answer,
there is phenomenal growth in Distance Education, which will likely mean continued and

greater State revenue to support its efforts.
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Third, in the best scenario, the administrator helps ensure that the needs of the
organization are being addressed by focusing on the organizational mission. Policy,
regardless of good intent, may not inherently be in alignment with an institution’s mission
when the effects are analyzed. In this specific case, administrators can play a role in
safeguarding the needs of the HBCUs when implementing online Distance Education
programs by managing the market and mission relationship. Policy such as that mandating
the implementation of DE programs in the UNC System is both market and mission related.
The policy is market related in that Distance Education courses, especially those mediated by
the Internet can be utilized to conduct large course offerings or perhaps more easily expand
to offer distance courses nationally and internationally. After the initial investment in
equipment, the course may be more apt to make a profit from student tuition. The policy is
mission related in that it is a part of the UNC Systems overall mission and the initial Distance
Education mandate to serve the citizens of North Carolina through Internet or other
technology access. Within the UNC System, the individual mission of each university is
respected as unique. In other words, universities can make their own decisions regarding
how programs will be implemented, first and foremost, to hopefully honor their missions.
Unfortunately, however, with the implementation of relatively new programs it is difficult to
determine what the exact outcomes may be in terms of affecting the student population being
served. Mission and market are not necessarily incompatible; however, the research must be
done in order to determine the outcomes. Management expert Peter Drucker (2001) indicates

that “Answering the question, What is our business?”” should be the leader’s priority. He
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further states that often mission and purpose statements are not given the attention that they
should have in their development which is often the “single most important cause of business
frustration and failure.” Although, Drucker speaks primarily of business, higher education is
becoming more aware of its competitive role (Katz & Associates, 1999), with terms such as
“customer satisfaction,” and “return on investment” being discussed especially in areas such
as Distance Education that are often times lucrative. The next question that Drucker (2001)
asks is “Who is the customer?” If the customer is not known, then the mission and purpose
of the business cannot really be known. Even carefully crafted mission statements, he says,
have a life span of about ten years. Drucker says that defining the business must start with
the customer’s “realities, situation, behavior, expectations, and values,” which is why this
demographic study of Distance Education in HBCUs is of importance. The business entity
must evaluate the “products, services, processes, markets, uses, and distribution channels” in
order to craft an effective mission statement which can further lead to “set objectives,
develop strategies, concentrate resources, and to be managed for performance.” Stephen
Covey, another noted author of leadership books indicates that one should “begin with the
end in mind.” He further says that to accomplish such a task one should “develop a personal
mission statement or philosophy or creed (Covey, 1989, p. 106).” Indeed the same
philosophy can be shared for organizations such as universities. A mission must be set and
adhered to so that the institution has a specific direction for its operation that can activate the
specific objectives and carry out activities. There are probably untold mission statements

that are beautifully framed and arranged on the walls of many institutions, but until those
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missions are put into action and developed into day-to-day strategy, they will not guide the
institution’s future. Work by Svara (1985) prior to the advent of the New Governance model
shows the functions of government “mission, policy, administration, and management” with
“mission” prominently at the head. Mission serves as a pillar of accountability and
responsibility for the administrator. It is clear that technological innovations such as the
computer and the Internet influence the job market, economic trends, and certainly education,
in particular Distance Education. Thus, as innovations such as these are added to the societal
milieu it would seem pertinent that their effects would be monitored to watch guard the
delicate equity balance in a society that claims to value democracy.

Finally, a study conducted by the Virginia State Council of Higher Education (2003)
found several factors that “contributed to mission change in public colleges and universities.”
These factors include

Presidential Vision (or Ambition)

Governing Board Leadership

Stimulus from Legislators

Demographic Changes

Institutional Competition for Students, Faculty

Faculty Ambition

Resource Requirements

Changing Social and Economic Demands and Needs
Availability of New Technologies

Institutional and System-wide Strategic Planning Initiatives
Public or Private Funding Sources with Strings Attached
Shifts in Knowledge Conventions and Production

Capital Construction

Student Age Group Demands

Efficiency

Consolidation

Historical Development of Post-secondary Education (p. 6)
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In comparison, the HBCUs included in this study are being exposed to many of the factors
that contribute to mission change including the stimulus from legislators, demographic
changes, governing board leadership, availability of new technologies, calls for efficiency,
and historical development of post-secondary education to name a few. Similar factors are
discussed in detail in the next session. Ultimately, providing education to a population other
than a traditionally majority African American student population would indicate a
functional mission change. Schools could be working under the assumption that they are
continuing the traditional mission, when their actions are leading them away from the
traditional mission. A model including strategic factors for administrators could be a helpful
tool for guiding policy implementation such as Distance Education.

Traditional Governance, Traditional Bureaucracy, and the Traditional Role of the
Administrator

It is also necessary to review traditional governance, bureaucracy, and role of the
administrator, in order to understand the trends in governance that will be discussed later in
this chapter. Governance is defined as “...the means for achieving direction, control, and
coordination of wholly or partially autonomous individuals or organizations on behalf of
interests to which they jointly contribute (Lynn, Heinrich, Hill, 2000b, p. 3)” or “...regimes
of laws, administrative rules, judicial rulings, and practices that constrain, prescribe, and
enable government activity, where such activity is broadly defined as the production and
delivery of publicly supported goods and services (Lynn, Heinrich, Hill, 2000b, p. 3).”
Further, governance is defined as “creation, execution, and implementation of activities

backed by the shared goals of citizens and organizations, who may or may not have formal
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authority and policing power (Bingham, O’Leary, & Nabatchi, 2005, p. 54).” Also,
“Governance shares power in decision making, encourages autonomy and independence in
citizens, and presents a process for developing the common good through civic engagement
(Bingham, O’Leary, & Nabatchi, 2005, p. 54).” As a part of the functioning of governance,
the legislature is the main source of “administrative activity” (White, 1929) that leads
mandates and determines the budgetary allowances in this circumstance. Specifically, the
legislature
...determines what tasks shall be undertaken and what sums of money devoted
to each; it authorizes the appointment of the necessary officials and employees;
it receives reports of progress achieved and through an auditor and committee
on expenditures assures itself of the propriety of expenditures (White, 1929, p.
25).
In the case of Distance Education, the legislature has set forth the funding necessary to put
Distance Education programs into action and receives pertinent reports on the progress of the
Distance Education initiative. Thus, a global plan has been put in place, but the
implementation of the plan is to be determined by the leadership at the individual institutions.
The bureaucratic structure is put in place by “laws or administrative regulations” (Weber by
Gerth & Mills, 1946). Bureaucracy is described in the classics of public administration
literature (Wilson, 1887; Weber by Gerth & Mills, 1946; Pfiffner, 1935; White, 1929) as a
formal, organized entity denoting aspects of “politics and administration” (Goodnow, 1967).

Additionally, public administration has core values that are a part of the structure of many
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organizations in the United States including “representativeness, neutral competence, and
executive leadership (Kaufman, 1956, p. 1057)”. Representativeness is the belief the people
should be represented by their leaders in government, with leaders thinking to serve the
needs of their constituents. Neutral competence, which is the ability “to do the work of
government expertly, and to do it according to explicit, objective standards rather than to
personal or party or other obligations and loyalties (Kaufman, 1956, p. 1060)” is seen as a
strong point of model administrators. Administrators following the rules of neutral
competence have been a type of security blanket for representativeness or representative
democracy. In part, through the actions of administrators, representative democracy can live
up to its name, providing opportunities for citizens’ collective voices to be heard (Selden,
Brudney, & Kellough, 1998). In this case, assuring that the interests of underrepresented
groups are accounted for as we progress in developing Distance Education programs and
initiatives.

According to Kaufman (1956), such ‘core values’ of public administration
governance have been ‘dominant’ at various points in history. At best, it is the
administrator’s duty to analyze the influences on the organization to determine the possible
outcomes. Svara (1985) says that

The manager seeks to promote openness and fairness and to assure that existing

services are allocated equitably. The manager should administer programs in a way

that is consistent with mission and policy, seeking to prevent administrative actions

which subvert policy intent, and should provide sufficient information on
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performance to permit the council to assess the administration of policies and
programs. Finally, the manager is committed to efficiency and improved
productivity, and, as essential conditions for effective administration and efficient
management, asserts the right to control the internal management of the organization
and to resist interference from outside (Svara, 1985, p. 230).
The literature reveals that there are some questions surrounding the role of civil servants and
the belief in neutral competence as the way that government is actually conducted
(Miller,1994; Weimer, 2005; Rourke, 1992; Kearney & Hays, 1998). This concept of neutral
competence is in contrast to behavior serving the interests of a few or victimizing those that
require assistance as seen in the Housing and Urban Development Scandal of the 1980’s or
Watergate in the previous years (Rohr, 1989; Moe, 1994). This is not to say that
constituencies have lost all trust in public administrators to do the work of government. The
professionals in public administration are, in general, highly educated and respected
(Aberbach, 2003) for exhibiting responsibility for the action of government. However, even
with a great level of respect being given to them, administrators of today face a sometimes
perplexing challenge with the change in governance structures. Public administration, as a
field, has always been at the forefront of social change, providing administrative structure for
governmental trends where there had not been precedent (Barth, 1996). More and more, the
term ‘governance’ is used as a ‘surrogate or proxy’ for public administration (Frederickson &
Smith, 2003). Interestingly, Kaufman (1956) predicts that “the language of public

administration is likely to become increasingly strategic and tactical in tone rather than
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“scientific,” (Kaufman, 1956, p. 1072), the more traditional language. He further indicates
that the future of public administration may face a quandary with its doctrines possibly
conflicting and, in some instances, being incompatible. Such is the challenge brought about
by the New Governance phenomenon.

The New Governance Model

Government on all levels, from legislative bodies across the world to college
campuses, is experiencing a new type of influence that departs from the more traditional
form of governance. This research describes how policy implemented from higher levels of
government influences higher education and, finally, influences the local governance of
Historically Black Colleges and Universities.

The classic viewpoint for governance was to keep politics and administration separate
and to provide clear cut guidelines for exercising the duties of government. Alternatively,
New Governance provides a paradigm that accepts that various influences are very
interrelated; that governance is “inherently political”’; and consists of “formal structures--
statues, administrative guidelines, judicial decrees--and the informal exercise of judgment by
the numerous actors involved in policy and program implementation” (Lynn, Heinrich, &
Hill, 2000b, pp. 3-4)”. New Governance encourages the use of market-based principles in
government and is known by many names including “debureacratization, decentralization,
privatization, and managerialism (Kearney & Hays, 1998)”, “governance without

government” (Peters & Pierre, 1998- from Frederickson & Smith, 2003). New Governance

also allows
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adoption of market-based management and resource allocation techniques, an

increased reliance on private sector organizations to deliver public services, and

deliberate and sustained effort to downsize and decentralize government’s role as the

central policy actor in society (Frederickson & Smith, 2003, p. 208).
As mentioned earlier, the trend is not just evident in the United States or other “nation states”
(Hartley, 2003), but is discussed in the literature in other countries of the world, such as
Finland, Taiwan, and China (Mok, 2002; Simola, Rinne, & Kivirauma, 2002; Lindblad,
Johannesson, & Simola, 2002; Mok, 2005). Changing the way that government works has
been the focus of conferences on rural economic development as well as international
development (Drabenstott, Novak, & Weiler, 2004; Gore, 2003). Interestingly, higher
education is being promoted as a leader in the New Governance process (Drabenstott, Novak,
& Weiler, 2004). This trend seems to have begun with the Government Performance and
Results Act of 1993 during the Clinton administration and it is reported that many of the
suggestions that were made by the Act have been implemented or are in the process of being
implemented (Saldarini, 2000) in various levels of federal government.

New Governance, also known as “reinventing government”, (Osborne & Gaebler,
1993; Moe, 1994) has several tenets. Specifically, Moe (1994) says that New Governance
should “put people first” by “servings its customers; empowering its employees; and
fostering excellence (p. 111).” Further, he says that government should “create a clear sense
of mission; delegate authority and responsibility; replace regulations with incentives; develop

budget based outcomes; [and] measure our success by customer satisfaction (p. 111).” Other
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aspects in this New Governance or New Public Management that are considered
characteristics of “good governance” include “local governance, transparency, participation,
and social integration and development (Kim, Halligan, Cho, Oh, & Eikenberry, 2005, p.
648).” A summary of the tenets of New Governance is provided (Osborne & Gaebler, 1993,
pp. 1-3) in Table 2.1:

Table 2.1 Characteristics of New Governance

Characteristic Definition
Catalytic government utilizing private companies to assist with
providing public goods
Community-owned giving more power to the community as

opposed to individuals in the bureaucracy
to manage the community

Competitive “moving away from traditional
monopolistic models in education,
policing, transportation, etc.”

Mission-driven which means to pursue overarching goals
that fulfill the mission, not just being side-
tracked by rules

Results-oriented measure outcomes and reward success

Customer-driven the customers obtain resources directly

from government and customers have a
“choice” of what services they would like
to obtain and where

Decentralized the use of telecommunications allows
communication to occur between
organizations and these organizations work
locally to solve their specific problems

Market-oriented “restructure” the “market-place” “to fulfill
a public purpose”

New Governance allows somewhat of a blurring of the lines between the mission-

driven public sector, the model in higher education, and the market-driven private sector.
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This elicits more questions as to how the mission of an organization such as an HBCU can be
kept at the forefront when market forces are at work. In particular, in this research, the focus
is on the mission-driven aspects of New Governance. HBCUs must be mission-driven, like
any other organizations, to continue to utilize resources wisely. As mentioned earlier, the
UNC System Distance Education policy is both market- and mission-related. The Distance
Education policy is market-related in that Distance Education courses, especially those
mediated by Internet/computer technology, may be utilized to reach a greater market share of
the student population locally, nationally, and even internationally. The policy is mission-
related in that it is a part of the UNC System’s overall mission to expand access to education
for citizens, especially in North Carolina. Thereby, the study is designed to try to tease out
which aspect, mission or market, actually drives the Distance Education programs. A
mission-driven Distance Education program is being measured in terms of whether the
traditional student population primarily composed of African Americans is still being served
through Distance Education.

Theoretical Model of New Governance

The way in which policy passed down from administration manifests itself for
different higher education entities is dependent upon the factors with which each must
contend. The New Governance model helps to illustrate the strategic factors which are
specific influences and/or vulnerabilities faced by Historically Black Colleges and
Universities. These factors affect how HBCUs function under policy directives such as the

Distance Education mandate. The theoretical core of this research is the “Logic of
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Governance Reduced Model 1” (Lynn, Heinrich, & Hill, 2000b) which is described in the
formula below. The outputs or outcomes are analogous to the factors that work toward the
mission focus. In the case of HBCUs, the mission focus is education of African American
students. Frederickson and Smith (2003) explain as Lynn, Heinrich, & Hill (2000b) have
written that the Logic of Governance Reduced Model 1 is not an entire theory, but a
framework for thinking through the complexity of the New Governance that has fewer
hierarchical structures in place than the more traditional form of governance:
O=f[E,C,T,S, M]
O = Outputs or outcomes of a ‘governance regime’ in this case Distance Education at
Historically Black Colleges and Universities/HMIs. The primary output is the predominant
education of African American students (or a high Native American population in the case of
UNC Pembroke).
E = Environmental factors includes items such as “...political structures, levels of
authority, economic performance, the presence or absence of competition among suppliers,
resource levels and dependencies, legal frameworks, and the characteristics of a target
population (Frederickson & Smith, 2003, p. 212)’. The forthcoming strategic factors are
environmental factors including trends in education; priorities of the UNC System; the role
and current state of HBCUSs; and the cost of implementing Distance Education.
C = Client characteristics — ‘The attributes, characteristics, and behavior of clients
(Frederickson & Smith, 2003, p. 212)’ - In regard to Distance Education implementation

especially with technology-mediated courses, the digital divide likely plays a role in client
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behaviors in taking courses. Although the analysis could include age, gender, academic
class, etc. — the characteristic of focus in this study is the student’s race.

T = Treatments — Are “...primary work or core processes of the organizations within the
governance regime.” — including “organizational missions and objectives, recruitment and
eligibility criteria, methods for determining eligibility, and program treatments or
technologies (Frederickson & Smith, 2003, p. 212).” Clearly, the mission of HBCUs honors
service to the African American community. The question is whether or not the “program
treatments or technologies” when introduced into the educational environment continue to
meet the mission by serving African American students.

S = Structures — Include “organizational type, level of coordination and integration among
the organizations in the governance regime, relative degree of centralized control, functional
differentiation, administrative rules or incentives, budgetary allocations, contractual
arrangements or relationships, and institutional culture and values (Frederickson & Smith,
2003, p. 213).” Certainly, the Distance Education mandate or budgetary allocation affects
the implementation of Distance Education at HBCUs as well as the internal structures that
may or may not be in place to support the DE programs.

Finally, M = Managerial roles and actions includes “...leadership characteristics, staff-
management relations, communications, methods of decision-making, professionalism/career
concerns, and mechanisms of monitoring, control, and accountability (Frederickson & Smith,
2003, p. 213).” Decision-making, especially how the HBCU becomes involved in

implementing DE is reviewed in the qualitative survey of DE Directors.
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One of the criticisms of this model is that it may violate the rule of parsimony. The
formula is so complex that it may not offer precise explanations of the phenomena that occur
(Frederickson & Smith, 2003). The model is generalizeable to various situations, but the
specific results of this analysis may be different depending on the institutions of focus.

The New Governance is being in some ways rejected and criticized as harmful to
government employees (Mittleman, 2004; Luton, 2004; Balfour & Grubbs, 2000) and it is
thought of by government employees in a negative way as a means to “downsize and
outsource government operations (Barr, 2007).” Some indicate that in the process of
attempting to reduce “corporate welfare” that the current (2006) administration has actually
significantly increased “waste and fraud” (“The State of Corporate,” 2006) in government
spending through outsourcing/privatization. In the case of Distance Education, some
individuals might argue that the market motivation behind aspects of delivering courses via
Internet (i.e. greater quantity of students possibly served by Internet delivery, etc.) might
compromise the educational experience for some students, in part by overwhelming faculty.
Heinrich (2004) summarizes three factors that are an important part of the theoretical
framework of this research: 1) Long-term measures of “impact of government programs” are
preferred, but short term measures are needed (Heinrich, 2004); 2) Performance management
is thought to reduce costs in terms of wages or performance bonuses needed to get a job
done; and 3) The effectiveness of a performance management system is dependent on its
ability “to account or adjust for factors that are outside the control of public managers (p.

242).” Heinrich points out that Murphy and Cleveland (1995) call these “context factors” or
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“context variables.” Heinrich (2002) also explains that the context factors “influence or
interfere with performance measurement and may undercut objectives to improve
accountability and organizational performance (p. 714).” Specific contextual factors that are
discussed are “organizational complexity and coordination, organizational climate or culture
and values; competition among functional units or within sectors; and general economic and
political conditions.”

Strategic Factors Affecting Historically Black Colleges and Universities

There are several strategic factors or filters related to students accessing an education
in an HBCU/HMI. The factors in Figure 2.2 are termed Strategic as opposed to contextual
in alignment with the concept of strategic planning. These are primary factors that
administrators should take into account especially when implementing Distance Education at

Historically Black Colleges and Universities.
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Priorities and Focus of the UNC
System — Long-range Plan
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Strategic Factor #1: Priorities of the UNC System

The UNC System indicates in its long-range plan that its main focus is to “ensure the
prosperity and well being of all individuals and regions of the state” (UNC Board of
Governors) (BOG) Long-Range Plan (LRP), which is no small undertaking. The System
further indicates that

This must be accomplished by increasing educational access and attainment by

partnering with other sectors to renew the state’s economic base in an era of

constrained resources (UNC BOG - LRP, 2004-09, p. 24).

Thus, the plan shows a need to partner and to guard precious resources in providing access to
education. Additionally, the plan indicates that

The University will increase access and educational attainment by continuing to

emphasize higher education opportunities for diverse and low-income students

through a variety of means (UNC BOG — LRP, 2004-09, p.24).

Particularly, students of diverse backgrounds and those with financial needs will be the focus
of providing access which makes the plight of HBCUs and HMIs of note. The UNC System

1s committed to

Make available affordable tuition and fees
= “Expansion of need-based financial aid”

= (Collaborate with the Community College System — for baccalaureate
completion

= “Monitor carefully the state’s educational needs-particularly in response to the
changing needs of the state’s economy”
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= “Support K-12 education by working to expand the supply of well-qualified
and diverse teachers”

= Provide “high quality professional development for all teachers and
administrators”

= Provide quality student preparation for college

= Make partnerships with “industry, government, and other partners to stimulate
economic development and creation of high quality jobs and work

environments”

= Pursue funding opportunities to support “public service, research, and
technology transfer activities that are responsive to the state’s needs”

= Expand the state’s knowledge about the global economy and “international
issues,” with an emphasis on acquiring foreign languages

= Implement information technology to “ensure an attentive stewardship of the
state’s resources” (UNC BOG - LRP, 2004-09, pp. 24-25)

In addition, the UNC System has also set forth several strategic directions for the system.
The details on each direction are listed next (UNC BOG 2004-09, pp. 28-32):
1) Access: Ensure affordability and access to higher education for all who qualify and
embrace a vision of lifelong learning — This is the top priority for the UNC System.
2) Intellectual Capital Formation: Through high quality and relevant graduate,
professional, and undergraduate programs, develop an educated citizenry that will
enable North Carolina to flourish
3) K-16 Education: Continue to propose and support initiatives to serve the needs of
the State’s public schools
4) Creation, Transfer and Application of Knowledge: Expand the frontiers of

knowledge through scholarship and research and stimulate economic development
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in North Carolina through basic and applied research, technology transfer, and
outreach and engagement
5) Internationalization: Promote an international perspective throughout the
University community to prepare citizens to become leaders in a multi-ethnic and
global society
6) Transformation and Change: Use the power of information technology guided by
IT strategy and more effective educational, administrative and business practices to
enable the University to respond to the competitive global environment of the 21°
Century
These mandates provide an overarching guide to institutions in the UNC System. However,
the specific execution of the directives is left, in most part, to the colleges and universities.

Strategic Factor #2: Trends and Realties of Education in North Carolina

The UNC System’s current long-range plan illuminates specific trends that are
apparent in the United States, but the plan especially highlights trends in North Carolina that
should be of interest in educational planning for Distance Education. Some of the trends that
the long-range plan provides are demographic trends. The demographic trends show that
North Carolina is growing increasingly racially diverse (UNC BOG, 2004-09, p. 11) and is
one of the most diverse states in the nation with a higher number of African Americans and
Native Americans than in the national average.

There are also economic trends that indicate that North Carolina must retool its

population in the increasing “knowledge economy” moving away from the “manufacturing
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production” economy (UNC BOG, 2004-09, p. 13). The plan goes on to say that United
States Bureau of Labor Statistics indicates that 48 out of 50 of the “highest paying
occupations” will demand that individuals have at least a college degree. Additionally,
employment that demands a college degree will increase by 21.6 percent (UNC BOG LRP
2004-09, p. 15). Therefore, not only is North Carolina presented with an increasingly diverse
workforce, but in the future, that workforce will likely have to be educated with an implied
need to understand computer technology in the knowledge economy.

There are additional education trends at the K-12 level that show that there have been
gains in preparing students for college as evident by reading and math scores. In addition,
the “achievement gap” although persistent, has shown some evidence of closing especially
for African American and Native American students (UNC BOG LRP, 2004-09, p. 19).
However, the continued existence of the achievement gap may predict a continuing divide in
technology use among school-aged children because of the failure to obtain basic skills
required to utilize technology. Although Scholastic Aptitude Tests (SATs) have shown
overall improvement and are related to student preparedness for college, there are still
“disparities” among minorities with 14.7% of African Americans and 11.3% of Hispanics
obtaining a college education in comparison to 26% of Whites in North Carolina (UNC BOG
LRP, 2004-09, p. 21 US Census). There is also a persistent concern about supplying quality
teachers (UNC BOG LRP, 2004-09, p. 20, 21 US Census) who will continue to help improve
test results and student learning. Overall, the education trends show an increasing number of

high school graduates going to college, equaling about 30 percent. The numbers also show
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an increasing number of students from various racial groups attending college. As of fall
2002 (UNC BOG 2004-09, p. 22) 29.4% African American, 29.8% Native American, 41.0%
Asian, 22.0% Hispanic, and 29.6% White, are the percentages of students who have enrolled
at UNC Institutions.

Strategic Factor #3: Current Mission and Challenges of Historically Black Colleges and
Universities

The long-range plan of the UNC System says that
Central to the process of strategic planning is the clarification of the overall mission
of the University as a whole and the role and scope of the constituent institutions

within that overall mission (p. 26).

Thus, the UNC System supports that the individual mission of each university is unique and
important. The Historically Black College and University has a different mission, focus, and
financial landscape than many of its non-HBCU counterparts. The official definition of a
Historically Black College and University (HBCU) shows the clear goals and mission,

provided by The Higher Education Act of 1965, as

...any historically Black college or university that was established prior to 1964,
whose principal mission was, and is, the education of Black Americans, and that is
accredited by a nationally recognized accrediting agency or association determined
by the Secretary [of Education] to be a reliable authority as to the quality of training

offered or is, according to such an agency or association, making reasonable
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progress toward accreditation (see Historically Black Colleges and

Universities website — http://www.smart.net/~pope/hbcu/hbculist.htm) .

HBCU s are highly regarded as indicated by noted educator Marva Collins who described

African American colleges in the following way:

Black colleges in the past became mentors, surrogate parents and beacons imparting
light to the hopeless. Today, these colleges with the same deliberation have dared
use their families and commitment to bring to useful fruition minds that might
otherwise have been wasted. Black colleges make the impossible possible (Collins,

1991).

Haynes (1979, 1980) (as cited by Matlock, 1984) indicates that historically, African
American administrators did not have direct “input into the planning process” and data that
was submitted was often not taken into consideration for decision-making about the
institutions. From a historical standpoint, “...some states propose activities and programs for
their historically black institutions that disregard the existing roles and missions of the
institutions, instead of enhancing and expanding those roles (Matlock, 1984, p. 208).” In
addition, HBCUs received “less political, technical, and management support than other
institutions (Matlock, 1984, p. 208).” Even recently, an article from The Chronicle of
Higher Education (Basken, 2008, p. 23) indicates that individuals from HBCUs presented

concerns before Congress that states are still implementing policies that bring “competitive
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harm” and have a “discriminatory effect” on HBCUs. Further, funds are being distributed in
such a way and new programs being created that are destructive to HBCU .

Understanding the unique history of Historically Black Colleges and Universities
(HBCUs)/ Historically Minority Institutions provides more insight into these factors.
HBCUs were created by Black and White philanthropists (Henry, 2003). In the 1820s, Black
Americans began to obtain education at other institutions of higher education other than
HBCUs (Kujovich, 1993/1994). The specific institutions that gave degrees were Bowdoin,
Middlebury, and Amherst Universities (Kujovich, 1993/1994). Later, Oberlin College began
to recruit Blacks to its campus as well as Berea College, which carried the tradition of
educating Blacks until laws in the state of Kentucky no longer allowed ‘racial
integration’(Kujovich, 1993/1994). Churches, with groups such as the Pennsylvania Quakers
(Kujovich, 1993/1994), played a critical role assisting in the education of the “freedmen,”
slaves who had obtained freedom. In 1865, the Freedmen’s Bureau was created and assisted
with educating the masses. Increasing demand for education by Blacks led to the creation of
normal schools, reluctantly funded by the legislature because many White teachers did not
wish to teach Black students (Kujovich, 1993/1994). Others did not want “missionary
teachers” to teach Black students about the ideals of social equality. Blacks agreed that
Black teachers, could serve as a role model and source of “racial pride and status™ as well as
would not be “hostile” to the children being educated (Kujovich, 1993/1994). The first Black
public college, Lincoln Institute in Jefferson City, Missouri was actually created in part by

Black soldiers in the 1860’s from the 62" and 65" Colored Infantries. The institution also
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admitted White students. Black elementary and high schools were not supported in most
states, so the teachers at the preparatory colleges had to primarily teach elementary and high
school students and actually produced few college graduates (Kujovich, 1993/1994).
Cheyney, Lincoln, and Wilberforce College were the first Black colleges in the nation
located in Pennsylvania and Ohio, respectively. Cheyney was actually named the Institute
for Colored Youth, previously®.

In 1862, Senator Justin Morrill initiated The Morrill Land-Grant Act which allotted
federal land to build colleges and universities, to provide “training [to] the leaders of
agriculture, industry, and science (Kujovich, 1993/1994).” In addition, this legislation
placed “public service” as a part of the purpose of American universities with an
“unprecedented new level of access to higher education (Parker, Greenbaum, & Pister,
2001).” Because not many of the land grant institutions were available to or welcoming to
Blacks, in 1890, Senator Morrill sponsored a second Act that mandated that either
colleges/universities must admit Black students or they must create separate Black schools.
Thus, with the second Morrill Act, there were more resources toward the specific plight of
Black students. Only a few states (Mississippi, Virginia, and South Carolina) provided
resources to Black schools with the enactment of the first Morrill Act that allowed them to
set up land grant institutions. However, after the second Morrill Act was passed in 1890 no
land grant school that practiced discrimination could be provided with funding. The

legislation did allow that colleges could be separately maintained for Blacks and Whites

¥ Retrieved from Hobson’s College View http:/www.collegeview.com/college/niche/hbeu/add_history.html
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before the historic Plessy vs. Ferguson case challenging this concept (Kujovich, 1993/1994).
The first Morrill Act was an attempt at “democratization” of higher education (Kujovich,
1993/1994) in the United States, which had long held that higher education was primarily for
the wealthy. However, only a few states responded to make provision for Black students by
sharing the funding with Black Schools. In order to provide the specific needs of Black
students on a more global level, the second Morrill Act instituted the infamous “separate but
equal” doctrine that would allow that as long as there was a separate but equal facility to
provide education for Blacks, then the land grant funding could be received by the states that
complied. There are still over 100 Black institutions that were founded at the end of the
nineteenth century as well as at the beginning of the twentieth century, and were created in
the southern states, the home place of the majority of the slaves who had been freed
(Kujovich, 1993/1994).

HBCU s face specific challenges that require that they maintain a delicate balance
between remaining up-to-date and competitive by implementing projects such as Distance
Education and maintaining the mission of educating African American students. With
market trends now influencing higher education activities in Distance Education and
measuring of programmatic or performance management becoming an increasingly
important factor, HBCUs are being challenged to balance entrepreneurial values with
traditional values of public service. Arnone (2002, p. 3) put it that most HBCUs have to
make decisions based on three M’s “money, mission, and market.” “Money” being discussed

to determine if there is enough to run the programs properly; “mission” discussed in the
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context of whether online learning in particular allows for the “nurturing, individualized
environment” (Arnone, 2002, p. 4) that face-to-face courses can offer. Finally, Black
colleges and universities must look at “market,” which in Distance Education tends to be
older professionals, not generally an 18-22 year old college population (Arnone, 2002).
Because the design and delivery of courses in Distance Education is still left to the discretion
of the college or university, Historically Black Colleges and Universities can choose course
delivery methods that may be best suited for the population that they traditionally serve even
in the face of entrepreneurial pressures.

Yet another challenge is that several court cases show that HBCUs have faced
increasing scrutiny about their existence over the years. Dr. Joyce Payne, who was the head
of the Office for the Advancement of Public Black Colleges (1992) is quoted as saying that
“We have to become quite mindful of the decisions we see that are now being rendered from
the U.S. Supreme Court...This is certainly no time to let up as a lot of folks may being
thinking that the need for Black colleges is no more (“Status and Future,” 1992).” Not only
has access to education been an area of concern for quite some time, but, as stated earlier, the
necessity of the HBCU post the civil rights movement and Brown vs. Board of Education has
been debated. Some suggest that the time has passed for the need for HBCUs which are the
remnants of a segregated society. Yet others see a continued need for such institutions. The
literature is clear, however, that HBCUs are still making many important contributions to
society. In his 1999 Proclamation 7225 of National Historically Black Colleges and

Universities Week (Clinton, 1999), President Clinton stated “America’s Historically Black
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Colleges and Universities (HBCUs) have provided a crucial avenue to educational and
economic advancement for African American youth for more than 150 years. These
institutions, dedicated to equality and excellence in higher education, have their roots in a
segregated society; their survival in the face of limited financial resources or outside support
stood as a beacon of hope for generations of African Americans.” Clinton further reiterates
that “While our society has changed in the intervening decades, the need for these institutions
has not. Our Nation’s HBCUs have assisted African Americans and other students from low
income communities in achieving their educational goals and reaching their full potential,
while keeping tuition costs affordable. The vast majority of African Americans with
bachelor’s degrees in engineering, computer science, life sciences, business, and mathematics
have graduated from one of the 105 [at the time] Historically Black Colleges and
Universities.” Clinton further indicates that HBCUs offer “leadership opportunities that
build self-confidence, a nurturing learning and social environment, and networks of
successful alumni who serve as positive role models and mentors for graduates.” The
proclamation also reads that HBCUs provide “educational outreach to minority and low-
income areas” help “preserve African American heritage” and simply are “a source of pride
and knowledge for the communities that they serve.”

The history of HBCU s is dotted with legal battles. Some court cases such as Adams
vs. Richardson 1973 (Matlock, 1984) specified that no harm be done to HBCUs while
carrying out the ruling for integration, other rulings seem to have become less concerned

with the survival of HBCUs or with rules that have been sensitive to the needs of persons of
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color. Specifically, policy designed to instill fairness in admissions by allowing
consideration of race as a factor have also been scrutinized and sometimes disallowed. Cases
such as Gratz vs. Bollinger (2003)’ disallowed “race based admissions” at the University of
Michigan. In another case, Grutter vs. Bollinger (2003), the University of Michigan Law
School upheld the 1978 Bakke case which allowed race-based admissions. Although, the
Civil Rights movement in the 1960’s and cases such as Adams vs. Califano, legally removed
barriers for Blacks to enter predominantly White schools, the scrutiny of HBCUs clearly
continues. The most confusing aspect of a case such as Adams vs. Califano is that it
expresses that HBCUs should have “non-racial missions” and prevent “program duplication
between them [HBCUs] and traditionally white institutions” but still continue to serve black
student populations (Stent, 1984).

This quandary of duty in a society that has become less obviously racially-divided
than the society in which HBCUs were originally created is still of concern today for the
success of HBCUs. The global mission of Universities is research, teaching, and service
(McGee & McAftee, 1977). The additional mission of Historically Black Colleges includes
the global university mission but also includes “...preparing leaders for society (particularly
for the Black community), delivering services to the community, and providing graduate and
professional education for Blacks who otherwise would not have such opportunities
(Browning, 1984, p. 291).” Some say that there has been a transition from the HBCU

strictly serving the African American community to more “total community” service (McGee

? Retrieved from http://www.jbhe.com/features/53_blackhistory_timeline.html
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& McAftee, 1977) not restricted to African American clientele. HBCUSs have also been
described as going from internally more authoritarian governance to a more democratic one
(Hughes, 1992). If this is the case, this would mean that traditional mission needs to be
revisited to determine the future direction of the institutions. One interesting trend is that
over the period of time from 1976-1994, the enrollment of White students at HMIs increased
from about 21,000 to 35,000, typically the writers say because Black schools are trying to
follow desegregation imperatives (“Vital Signs,” 1996).

HBCUs have been a cornerstone of culture for the African American community by
serving to warehouse some of the most cherished and valuable artifacts, art collections, and
possessions, to serve as social gathering places, and to function as a center of political
organization and inspiration.

Strategic Factor #4 - Cost of Implementing Technology Education

In a public gathering within the last few years'’, UNC System President, Erskine
Bowles, indicated that the first lens that he would utilize in terms of financial obligations for
the UNC System is the lens of ‘efficiency and effectiveness’. Utilizing the State’s resources
has always been in the framework of good stewardship, but in tight budget times, careful use
of funds will be of even greater expediency. Administrators are asking questions about
“what will this cost?” and “who will receive what benefits?” (Katz & Associates, 1999, xiii)

and the responses are not easy to generate.

' North Carolina State University — General Faculty Meeting — February 23, 2006- Stewart Theatre
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Historically Black Colleges and Universities have been historically under-funded
and may struggle to maintain or achieve the infrastructure needed to thrive with new
technology demands (Kujovich, 1993/1994) and a recent study of HBCUs by Dr. James
Minor from the Journal of Blacks in Higher Education, Weekly Bulletin reported that in
Mississippi, North Carolina, Alabama, and Louisiana shows that they still face under-funding
even today''. The federal government, through programs such as Title III recognizes that
Black and minority institutions have been historically under-funded and require additional
support for their programs. However, because of the history of under-funding, more funding
may be required for HBCUs to effectively implement a program than for non-HBCU
institutions that already have sufficient funding to run programs. Prior to the Distance
Education legislative funding mandate, participation in “off-campus instruction” followed a
business model with individual campuses determining the fiscal details to cover direct costs
related to instruction (The University of North Carolina — BOG-LRP, p. x.). The switch from
a market/business model of supporting Distance Education to incorporating Distance
Education funding support into the State, mission-based budget may have implications for
HBCUs. Expressly, with each new demand to provide educational opportunities placed on
the HBCUs, they may face vulnerability in two specific ways. First, the HBCU may feel a
type of peer pressure to serve the community in similar, hi-tech ways that institutions with
adequate resources do. Second, the institution may be encouraged to engage in the activity

because of such financial pressures (i.e. funding, grant opportunities, equipment, etc.), even

' Retrieved from http://www.jbhe.com/latest/news/4-17-08/hbeu.html
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though the resources may not mesh with the ultimate mission of the university. The Title III
“Strengthening Institutions Program” was created as a result of the Higher Education Act of
1965 for universities that “serve large numbers of first generation, low-income students and
students from groups historically underrepresented in higher education.” However, funding
has decreased for such programs in recent years (Katsinas & Opp, 2001). Along with the
plague of under-funding, some say that HBCUs have a history of “unequal instruction” with
many of the programs and curricula leading to “narrowly defined” options that do not allow
for the expansion of the African American race into certain fields (Kujovich, 1994). Lack of
funding has always presented a special challenge to the survival of HMIs, thus, making the
use of allotted limited funding whether for Distance Education or other technologies an
important focus (Kujovich, 1993/1994). As stated earlier, lack of funding has been an issue
for many HBCUs. In general, the technology-mediated courses have higher ‘start-up’ or
‘fixed’ costs and also have associated maintenance costs (Heterick, Mingle, & Twigg, 1997;
Massy & Zemsky, 1995; NCE Telelearning Project). Certainly the connection to
organizational mission is not only for its nostalgic and social value, but also to strategically
plan use of resources through a mission-driven prism.

The cost of Distance Education programs must be carefully monitored in order to add
to existing educational services as opposed to financially overburdening them. Some believe
that education delivered via technology will eventually decrease costs. In actuality, some of
the literature suggests the traditional method of instruction tends to persist and the

technology simply adds to the cost (The College Board, 1999). The cost of the technology
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persists in part because of the short lifespan of technology. In the University of North
Carolina System, Distance Education course development costs range from $1,812 to
$16,647 (OSBM, 2006). Cost is clearly one of the prevailing strategic factors in the
implementation of Distance Education especially as it relates to HBCUs and HMIs. Distance
Education in the UNC System has a different pricing structure than regular/on-campus
classroom instruction. Such a price structure is not consistently offered in Distance
Education across institutions in the nation. Specifically, a study done by the National Center
for Education Statistics (1997-98) indicates that most institutions charge the same for
Distance Education tuition as for on-campus tuition and only about 3% charged less.

Further, some institutions add fees to Distance Education courses in order to accommodate
the cost of the courses. The regular/on-campus tuition in the system is based upon a “stair-
step” model which provides a range of credit hours to which students may have access. UNC
General Administration indicates that Distance Education is based upon a student credit hour
model, with students paying for each credit hour, if the university charges separately for
Distance Education'.

Public services such as education can be divided into two different categories:
“general government functions” and “public enterprise functions.” General government
functions are not designed to make money, whereas public enterprise functions are divided
into the following three categories:

e Activities designed to create profit

2 Information provided by Claudia Odom Hagar, Associate Vice President for Finace — UNC General
Administration
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e Activities structured to break even but return no profit
e Activities which can partially, but not completely, support themselves (Osborne &

Gaebler, 1992, p. 214)

Hence, for some institutions the type of enterprise function is more important than for others.
As an example, breaking even may be sufficient for institutions with ample resources, but
may not be so for institutions which are in need of the additional revenue.

The literature speaks to several different types of costs associated with the delivery of
distance courses with various technologies. Some of the broad categories are: fixed costs —
costs that remain the same regardless of output; costs that vary directly with the amount of
output (ex. These costs increase with the number of students.); and sunk costs — costs
incurred even if a course is delivered in a classroom (ex. If research and development for
creating intellectual property for the course is already done, then it is a sunk cost.) (Whalen
& Wright, 1999). As an example, some of the fixed costs for a videoconferencing course at
the University of Ottawa are

Videoconferencing equipment

Technician’s salaries for running the equipment
Installation costs

Fees for basic telephone lines

Variable costs are likewise as follows:

e Fees for long distance network usage

e Shipping charges for supplementary print materials
e Honoraria for professors

e Salaries paid for the course preparation
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Whalen and Wright (1999) indicate that such kinds of costs would have to be taken into
consideration when building technology-mediated programs. Expressly, an institution
looking at costs might consider

costs per course;

costs per phase of development of the course;

costs per student;

costs per mode of delivery (asynchronous or synchronous);
and costs of producing future courses.

Ultimately, Whalen & Wright (1999) also note that web-based training has higher fixed-costs
than does regular classroom instruction. Additionally, the use of multimedia content
increases the cost of courses. Whalen & Wright (1999) once again notes that the most cost-
effective, technology-mediated course is synchronous, with a live instructor and audio over
the Internet.

One issue, however, is that there is an assumption that the courses will make up for
the added costs because “[Technology] Mediated instruction is subject to economies of scale
and has the potential to be less expensive than classroom instruction given sufficient course
enrollments (“Benefits and Costs,” 1998)”. Further, “The economic rationale is that change
in technology allows the resources, including faculty resources, to be used more efficiently as
enrollment increases.” Institutions involved in the development of the courses must be aware
of the enrollment levels required in each technology-mediated course to recapture the
investment made to set up the class. If the courses have low enrollments, then the courses

may never reach the benefit of the economies of scale.
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Summary

It is clear that HBCUs have an important purpose. However, there is increasingly
more pressure on HBCUs to define their role and mission as unique. In a growingly
customer-conscience market led by the tenets of New Governance and with access at the
forefront of UNC System goals, Distance Education can play a role in providing flexible
education needs by giving the consumer convenient educational choices. However, if
technologically-mediated courses are actually not the best choice for students who are
underrepresented, then the quest for increased access to education for these citizens can be
jeopardized.

Osborne (1993) indicates that reinventing government is about making a change from
“rigid, wasteful, centralized bureaucracies of the industrial era to the more flexible,
entrepreneurial, decentralized government needed to succeed in today’s world (p. 2).” Thus
such a transformation in government, with fewer boundaries and more market-driven forces,
brings to light the difficulty of setting up standards that have a broad application for multiple
organizations with many different mission foci. Such is the case with the Distance
Education mandate in the University of North Carolina, 17 Institution System. Frederickson
& Smith, (2003) quote Lynn, Heinrich, & Hill, (2000a) questions, “How can public-sector
regimes, agencies, programs and activities be organized and managed to achieve public
purposes (p. 210)?” is the critical question. In this particular research, one question in the
base logic is how can Distance Education best be “organized and managed to achieve” the

traditional purpose of HBCUs. The aforementioned strategic factors should be a part of the
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administrator’s organizational analysis when implementing programs. The focus of this
research is now transitioning from the systemic view of the University of North Carolina
System to the specific analysis of Distance Education populations for the five, public

HBCUs/HMIs in this study.
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CHAPTER 3: METHODS

Type of Study

This research is primarily an empirical analysis with the inclusion of select survey
questions to provide qualitative information. The focus of the research is to assist HBCUs in
the UNC System in making decisions about future directions as it relates to serving the needs
of its traditional populations in the context of New Governance. The following are the
hypotheses as the basis of this research. The primary hypotheses are below:

African-American (Black) students at HBCUs/HMIs take Internet courses less frequently
than White students at HBCUs/HMIs

Formulaically,

HO: The number of African American Students taking Internet courses will be less than the number of White Students taking

Internet courses.

Hypothesis 1 provides an alternative that African Americans take Internet courses

more than White students.

Hl . The number of African American students taking Internet courses will be greater than the number of White Students

taking Internet courses.

Assumptions

There are several assumptions that are important to highlight in this research:

Historically Black Colleges and Universities and other minority Institutions have a

continued focus and mission on educating minority populations. Although, only one
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University explicitly states in its mission that it serves African American students while also
serving White students, the HBCUs/HMIs in general tend to attract a majority or high
percentage of African American students. This study assumes that the traditional mission of
HMIs is still primarily geared toward educating underrepresented groups, which are often

African American.

Distance Education Directors or their designees were assumed to be the experts on the

campus’ Distance Education program. The main sources of information for the study were
the Distance Education Directors or their designees. Clearly, the viewpoints and information
provided by the Director or designee may be different than those provided by the Chancellor

or by other staff members associated with the Distance Education program.

Definitions of the modalities (i.e. Internet/online, web-based, etc..) may differ at each
institution. There is currently a working definition of ‘online’ being used by General
Administration in order to conduct the UNC Online Program, which, for the most part,
means entirely online and without deviation from the online format. Specifically, for some
colleges, ‘online’ might mean that the majority of the course is offered on the Internet, but
students still come to campus at least twice a month. Online could mean that, most of the
course is offered on the Internet, but there is supplemental material offered by DVD. Thus,
in this research, courses utilizing Internet technologies will be categorized together and
divided from the face-to-face courses. Distance Education face-to-face courses, will be

treated the same as regular on-campus courses because they require the presence of the
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instructor. The technology-mediated courses technologies for this research include
interactive video, web-based courses, and Internet courses.

Description of Validity and Reliability

In this study, the threats to internal validity are minimal. ‘Internal validity’ is the
“extent to which a design provides evidence that a specific independent variable caused a
change in a dependent variable (O’Sullivan & Rassell, 1995).” However, the main threat to
internal validity is that of history. Specifically, factors other than the independent variable
race might affect the dependent variable, in this case, modality of Distance Education course
taken. Such factors could include the availability of courses at the Historically Black
Colleges and University/HMI in comparison to other institutions as well as how and in what
venue the courses are marketed. In addition, as the descriptive data reveal, some of the
Universities offer a technology orientation prior to the Internet courses. Such an orientation
may change students’ perceptions about the courses and thereby influence who actually takes
the course. The study may be generalizeable to other institutions.

The only matter that brings about concern for reliability is the lack of a standard
definition for Internet or online courses and the other course modalities. Thus, if a student
takes a course at one institution that is referred to as an “Internet” course, the same definition
may not apply at other institutions. Further, some institutions may offer Internet courses, but
as mentioned earlier, they may also offer orientations that help to mitigate the effects that the

use of certain technology may bring.
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Research Design

Background of the Analysis

The analysis was based on the researcher’s experiences while working at a
Historically Black College and University (HBCU) and her concerns about the digital divide
as a societal inequity. Questions were designed that might develop a description of the
Distance Education programs at HBCUs. Each director of Distance Education or designee
was contacted to determine if they might participate in the study. Of the six schools asked,
five of them indicated that they would participate. By email, the survey was distributed to
Distance Education leaders to answer a series of questions. Most of the questions were
designed to obtain descriptive information. Question 8 from the survey was designed to
obtain quantitative data on the number of students taking courses by various modalities at
each institution.

Description of Student Population (N)

This study identifies Distance Education students by course modality and by race from the
time frame of Fall 2002-Summer I 2003 (one of the institutions included Summer II courses).
Specifically, the data file that has been collected includes 11,770 student records gathered for
one academic year Fall 2002 - Summer I 2003 from Historically Black Colleges and
Universities as well as UNC Pembroke in the UNC System. Information collected on each
student includes the course taken, age, race, gender, class (freshmen, sophomore, graduate,

etc.), and type of student (new, continuing, transfer, etc.).

58



Description of Data Gathering Process

The survey was sent to the individual in each Distance Education department by email and
answered by the Distance Education director or designee. Each director was asked to
complete the survey and return it by the specified date on the survey. After follow-up and
extending the survey return deadline in some cases, all five of the HBCUs/HMIs prompted
returned the survey data, which included fall 2002, spring 2003, and Summer [ 2003
quantitative data (and on occasion Summer II data). The actual survey is contained in
Appendix A. However, many of the ancillary questions are not specifically relevant to the
data collected in Question 8 and will, therefore, not be included in the final analysis. The
data file was created from two sources of data. The institution-defined modality of the
courses was obtained through Question 8. The course modality information was merged by a
lead, on-staff programmer and staff at the University of North Carolina’s General
Administration’s Division for Strategy Development and Analysis (SDA) with a dataset
containing student - race, age, gender, classification, and type to create an analysis file. The
original plan was that each Distance Education program would provide its historical data on
course offerings and by what modality (i.e. Internet, face-to-face, etc.) the courses were
taken. However, some of the data provided by the DE areas at the universities did not list the
same number of courses, or section numbers, or Distance Education code that were contained
in the official “Course Description File” provided by UNC General Administration. In order
to deal with this apparent difference in information from the universities and UNC GA, the

official Course Description File from General Administration listing the courses was used,
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going back to the institutions to match the UNC GA list of courses with modalities. Any
missing values were confirmed with the institutions.

The SDA provided the following self-description and process

The Division for Strategy Development and Analysis creates a wide array of data from the
UNC campuses, the North Carolina Community College System and the private senior and
junior colleges. Among the elements supplied by the UNC campuses each semester are
course registration records which are used for reporting, research activities and funding
purposes.

SDA is very important in providing some of the data that help to render decisions in the
University System. The following is the SDA’s description of the specifics of preparing the

analysis file for this research:

...five UNC campuses (Elizabeth City State University, Fayetteville State University,
North Carolina Central, UNC Pembroke, and Winston-Salem State University)
supplied information about the Distance Education courses they offered during the
2002-03 academic year. This information was then used by SDA staff to select
individual registration records for these courses. This set of records was then
matched with student demographic data to produce a research file. All record
processing was completed using Microsoft Excel and Access programs running on
IBM PCs. The final step in the data collection process involved the creation of an
analysis file which contained the following data elements:

institution offering the course,
semester it was offered,
course identifier (course number and section),
course modality (delivery method for the course),
student characteristics:
0O race
sex
age
class

O OO
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o type (new, continuing, re-enrolling, transfer, unclassified, etc.) of student.
UNC GA has not traditionally matched the student demographic data with course modality,
which is the uniqueness and importance of this analysis.

Detailed Explanation of Survey Questions

There were 26 total question asked in the survey. However, the detailed explanation

of survey questions that follows only includes the questions most relevant to this research.

1) What was the determining factor(s) in your university becoming involved in
delivering online (via the Internet) courses? (Original Question #2)

Outcome:
This question is designed to illustrate that governance from upper management may
directly affect entities at lower levels of management.

2) Do you think that by offering online (Internet) courses that you are closing the
digital divide? (Original Question #4)

Outcome:

This question is designed to determine if there is a connection between offering online
courses and breaking down barriers to education. Breaking down barriers to education
has typically been a great part of the mission of HBCUs/HMIs.

3) Arethere special ways in which you attempt to close the digital divide among
your students? (Original Question #5)

Outcome:

This question is drilling down to specific methods that the institutions use in closing the
digital divide.

4) Do you provide an online course orientation before class begins (ex. where you
provide your students with fundamental knowledge on how to use the
computer as well as how to use the Internet course platform (i.e. Blackboard or
WebCT), etc.)?(Original Question #6)

Outcome:

This question asks again for specific methods of bridging barriers that students may face.
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5) Please provide the following information. If necessary, the list can be sentin a
separate attachment by email (MS Word) (Original Question #8)

List of Courses Delivery Modality

1) List of Distance Education For each course provided (fall 2002, spring
courses offered for fall 2002 | 2003, and Summer I) please provide the:
(Please provide the official
course name (i.e. ENG 1100) | Modality of delivery for the course (i.e.
and title (i.e. English I) Internet; videoconferencing; face-to-face;

combination of methods-please specify all

methods used, etc.)

2) List of Distance Education
courses offered for spring
2003 (Please provide the
official course name (i.e.
ENG 1100) and title (i.e.
English I)

3) List of Distance Education
courses offered for Summer
| 2003 (Please provide the
official course name (i.e.
ENG 1100) and title (i.e.
English I)

Outcome:

This question obtains the specific modality of course offering for a complete academic year of
Distance Education courses at each institution. This data is coupled with race and other
demographics of the Distance Education student population to compile the majority of the research
data for this dissertation.

6) Please provide your universities’/units’ definition of ‘online’ course or ‘online’
programs? (Original Question #9)

Outcome:

This question is included to determine if the HBCUs/HMIs have a definition of online courses that is
standardized or similar to the overall UNC System’s definition.

7 Are there other sources of funding (grants, etc.) other than State allotments that
support your Distance Education programs? That support online course development?
(Original Question #20)

Outcome:

In light of the history of underfunding, this question looks at whether the DE efforts are supported with
sources other than state funding.
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8) Does Distance Education, in general, fit your university’s mission? Does providing online
courses fit your university’s mission? (Original Question #26)
Outcome:

This question is simply designed to ask whether the director or designee ascertains

Data Variables

The variables obtained in the dataset are listed in Table 3.1a-¢:

Table 3.1a Chart of Study Variables — Course Term, Institution, Course Name and
Number

VARIABLE DESCRIPTION/DEFINITION TYPE OF
VARIABLE

Course Term Fall 2002, Spring 2003, Summer Nominal
2003

Institution ECSU=Elizabeth City State Nominal
University

FSU=Fayetteville State
University

NCCU=North Carolina Central
University

UNCP=University of North
Carolina at Pembroke

WSSU=Winston-Salem State
University

Course Name and Number | The abbreviation and numerical Nominal
identifier for the course (i.e.
MAT 2326 45)
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Table 3.1b Chart of Study Variables - Modality

VARIABLE DESCRIPTION/DEFINITION TYPE OF
VARIABLE
Modality The way in which the Distance | Nominal (Dependent)

Education course is offered*:

Internet
Web-Assisted
Face-to-Face
Interactive Video
Independent Study

*The institutions may have
slightly varying definitions of
each the modalities as they point
out in the descriptive data.
However, for purposes of this
study, it is assumed that the
name of the modality is the
primary and majority method for
delivery of the course. Internet
and web-assisted will be
considered very similar.
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Table 3.1c Chart of Study Variables - Race

VARIABLE DESCRIPTION/DEFINITION TYPE OF
VARIABLE
Race (or Ethnicity in the Nominal
case of the term Hispanic)"
African American/Black “A person having origins in any
of the black racial groups of
Africa.”
White “A person having origins in any

of the original peoples of
Europe, the Middle East, or
North Africa.”

Asian “A person having origins in any
of the original peoples of the Far
East, Southeast Asia, or the
Indian subcontinent.”

American Indian “A person having origins in any
of the original peoples of North
and South America (including
Central America).”

Hispanic “A person of Cuban, Mexican,
Puerto Rican, South or Central
American, or other Spanish
culture or origin regardless of
race.”

1 Retrieved from http://nces.ed.gov/statprog/2002/stdl_5.asp

65




3.1d Chart of Study Variables — Enrollment Type, Age

VARIABLE

DESCRIPTION/DEFINITION

TYPE OF VARIABLE

Enrollment Type'*

New Transfer=new at the
institution, transferring college
credit at that degree level from
another institution

Returning=previously attended
the institution, but not during the
previous semester

Continuing=attended the
institution in the previous
semester

New Student=has not attended
college at this level before

Nominal

Number of years old of the
student participant

Scale

' Definitions provided by Keith Brown — University of North Carolina System — General Administration -

Strategic Development and Analysis
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3.1e Chart of Study Variables — Gender, Class

VARIABLE DESCRIPTION/DEFINITION TYPE OF VARIABLE
Gender M=Male Nominal

F=Female
Class' Grad Student = Masters, Doctoral, First | Nominal

Professional (Law, Med, VetMed,
Dentistry, Pharmacy),
Specialist/Intermediate (usually
teaching)

1* Year Undergrad= Generally
freshmen (possibly second semester
freshmen, etc.)- usually under 30 hours
of college credit completed

2" Year Undergrad=Generally
sophomores 30-60 hours

3" Year Undergrad=Generally juniors
60-90 hours

4™ Year Undergrad = Generally seniors
90+ hours

Unclass Undergrad=Not normally
seeking a degree (i.e. students taking
courses for licensure)

" Definitions provided by Keith Brown — University of North Carolina System — General Administration -
Strategic Development and Analysis
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The data analysis includes descriptive frequencies as appropriate, Chi Square contingency

tables, and summaries of the qualitative data in the next chapter.

Table 3.2 SAMPLE Model of Chi-Square Analysis*

Race

Black Other White

Modality

Internet

Web-Assisted

Interactive

Video

Face-to-Face

*Note: The charts in the actual analysis will be separated into the technology-mediated
courses (i.e. Internet, Web-Assisted, and Interactive Video) and those offered by the
Face-to-Face modality.
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CHAPTER 4: ANALYSIS OF DATA

Even though the literature about incidence, technological infrastructure, and
assessment in Distance Education is growing and evolving in American Higher Education,
less is known about the phenomenon of Distance Education use in Historically Black
Colleges and Universities. This dissertation was undertaken to address such a gap in the
literature. As indicated in the first chapters, the research question underlying this dissertation
is to determine if Distance Education at Historically Black College’s and Universities as well
as one of the Historically Minority Institutions is primarily mission- or market-driven. More
specifically, this research focuses on the racial demographics of students taking technology-
mediated courses because of the existence of the digital divide. As defined here, the
institution is considered mission-driven if the utilization of technology-mediated Distance
Education does not change the racial distribution of the population traditionally served at the
institution. The institution is considered market-driven if the use of Distance Education
produces a profound shift from the traditional racial distribution of the population to a new
population distribution, perhaps predominantly White and other populations. To gain further
clarity on the nature of the relationship between race and modality, age, gender, and
institution are used as controls to determine if these factors make a difference in the racial
distribution of students. The following frequencies describe aspects of the data in

preparation for the subsequent analysis charts.
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DATA FREQUENCIES AND VARIABLE INFORMATION

The total N size for the dataset is 11,770*° . The following are the univariate

distributions of the variables by level of measurement that were used in this analysis.

The dataset contains all nominal variables except the variable AGE, a scale variable,

as shown in Table 4.1.

Table 4.1 Measurement Level of Variables

Variable Measurement Level
Semester Nominal
Inst Nominal
Course Nominal
Modality Nominal
Modality2 Nominal
Race Nominal
Sex Nominal
Class Nominal
EnrollmentType |Nominal
Age Scale
Age recoded Scale

Table 4.2 Age Range for Total Distance Education Student Population

N =11,743

RANGE = 67

MINIMUM=15

MAXIMUM=82

STD.

DEVIATION=9.970

MEAN=33.65

MEDIAN =32.00

MODE=23.00

The Distance Education population shown in Table 4.2 included in this analysis has an

expansive age range from 15 to 82 years old. As seen in Table 4.3, the age variable was

'® The N size for the age range is 11,743 because of missing values.
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recoded into the following three categories: less than or equal to 25, 26-40, and greater than
or equal to 40. The categories were created to make the data more manageable from a
contingency table perspective.

Table 4.3 Recoded Age Frequencies for Total Distance Education Student Population

EZ?;iid Age Frequencies Percentages
>= 40 3154 26.8
26 through 40 5525 46.9
<=25 3091 26.3
Total 11770 100.0

The youngest Distance Education group, less than or equal to 25, consists of 26.3% of
the population. A prominent percentage, 46.9%, of the Distance Education student
population in this study is in the age range 26 through 40, and 26.8% of the population is
over forty. Thus, 73.7% of the population served through Distance Education represents a
student population that is somewhat older than the traditional college population. However,
this is not surprising as Distance Education tends to serve a majority population that is 25
years of age or greater (as seen in the charts at the beginning of this dissertation). This
finding may also reflect the fact that Distance Education is one of the few options available

to students of this age cohort.

71



Table 4.4 Student Type for Total Distance Education Student Population

Student Type | Frequency | Percent

Unclassified 225 1.9
Returning 477 4.1
New Transfer 1154 9.8
New Student 1696 14.4
Continuing 8218 69.8
Total 11770 100.0

Table 4.4 indicates that the highest percentage categories are fourth-year undergraduate

students and graduate students in the Distance Education population.

Table 4.5 Student Class for Total Distance Education Student Population

Student Class Frequency| Percent
Unclass Undgrad 801 6.8
Unclass Undergrad 1984 16.9
Grad Student 2482 21.1
5+ Yr Undergrad 6 A
4th Yr Undergrad 2547 21.6
3rd Yr Undergrad 1908 16.2
2nd Yr Undergrad 1229 10.4
Ist Yr Undergrad 813 6.9
Total 11770 100.0

Table 4.5 shows that the majority of the students in this population are Continuing status,

which means that the students “attended the institution in the previous semester”.
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Table 4.6 Student Gender for Total Distance Education Student Population

Gender | Frequency | Percent

Male 2493 21.2
Female 9277 78.8
Total 11770 100.0

Table 4.6 indicates that the majority of students in the Distance Education student population
are also female with a total of 9,277, an overall percentage of 78.8%. This is also the same
pattern seen in the total DE student population highlighted in the previous charts in Chapter
One. As with individuals in the 25 and over group, it appears that female students also rely
heavily upon the offerings of Distance Education.

Table 4.7 Student Race for Total Distance Education Population

Race Frequency |Percent
Asian Am 169 1.4
Black 5419 46.0
Hispanic 226 1.9
Native

Am 490 4.2
Other 76 .6
White 5390 45.8
Total 11770{ 100.0

Table 4.7 reveals that there 46.0% African American students and 45.8% White students in
the total DE population which is nearly a 50:50 distribution for comparison purposes. The

race variable in the total dataset is collapsed into the categories African American, White,
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and Other for the sake of clarity in answering the research question. Other includes Native
American, Hispanic, Asian American, and students who classified themselves as Other.

Table 4.8 Modality of Course Offerings

Modality Frequency | Percent

Web-Assisted 61 5
Missing 1 .0
Internet 3227 274
Interactive Video 116 1.0
Independent study 1 .0
Face-to-Face 8364 71.1
Total 11770 100.0

Table 4.8 shows that the greatest frequency of courses offered at the institutions included in
this study are face-to-face, followed by Internet, interactive video, and web-assisted. This
finding alone from the population data shows the primary focus of HBCUs/HMIs in terms of
modality of course offering, which are face-to-face courses. But to answer the research
question, whether the frequency of Internet courses taken by African American and White
students differs, statistical inference is used only on those students taking technology-
mediated courses. Internet, web-assisted, and interactive video courses in this analysis are

universally referred to as technology-mediated.
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Table 4.9 Total Population by Institution

Institution Frequency | Percent

A 1518 12.9
C 3588 30.5
E 2508 21.3
D 3036 25.8
B 1120 9.5
Total 11770 100.0

As seen in Table 4.9, the institutions with the greatest number of students categorized
as taking Distance Education Courses are Institution C, followed by Institution D, Institution
E, Institution A, and Institution B. Interestingly, when Table 4.9 which shows the overall
racial categorization across the institutions is compared to Table 4.7, it is clear that the
proportion of students served by Distance Education varies by institutions. Additionally, the
racial make-up of students by institution also varies. Therefore, this analysis focuses on the
collective input of the HBCUs/HMIs included in this research, not the specific institutional
input.

Table 4.10 Number of Courses Offered During Each Semester

Semester Course
Percent

Frequency
Sum 2003 3629 30.8
Spr 2003 4635 394
Fall 2002 3506 29.8
Total 11770 100.0
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In the previous Table 4.10, we see that the spring semester provides the highest
number of course offerings at the institutions in the study. However, the overall percentages
of courses offered for each semester are similar. Certain findings from this analysis refer to
the institutions by assigned names, such as Institution A, and so on in an attempt to maintain
confidentiality.

Table 4.11 Total Distance Education Population — Institution by Race

Table 4.11 shows us that the Total DE population is majority Black at all of the Historically

Black Colleges and Universities accept Institution A. The Native American institution shows

Black | Other | White | Total
Inst B 722 12 386 1120
D 1779 200 1057 3036
E 1615 152 741 2508
C 941 543 2104 3588
A 362 54 1102 1518
Total 5419 961 5390/ 11770

a high population, but not majority Native American students.

Table 4.12 Face-to-Face Only Population - Institution by Race

Black Other White Total
Inst B 182 6 98 286
D 1627 186 892 2705
E 517 38 250 805
C 920 528 2067 3515
A 193 29 831 1053
Total 3439 787 4138 8364
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When we look at the face-to-face only population in Table 4.12, once again we see that
African-American students are in the majority at all institutions except Institution A. In this
table, the population at Institution C is also majority White.

Table 4.13 Face-to-Face Only Population - Male Students by Race

Black Other | White Total
Sex Male [Count 692 143 900 1735
% of Total 39.9% 8.2% 51.9%| 100.0%

Table 4.13 shows that the number of White male students taking face-to-face courses
outnumbers the number of Black students taking the same courses.

Table 4.14 Face-to-Face Only Population - Female Students by Race

Black Other | White Total
Sex Female [Count 2747 644 3238 6629
% of Total 41.4% 9.7% 48.8%| 100.0%

Table 4.14 also shows that the number of White female students who take face-to-
face only courses exceeds the number of Black females who take the same courses. This is
the case except for Institution C which has a student population of 52% White and Institution
B, at the graduate level, with a White student population of 59%. The ‘bricks and mortar’
students at about the same period of time that the survey was conducted have approximately
the following demographics seen in Table 4.15 and Table 4.16. In this analysis, “bricks and
mortar” students mean students who attend on-campus courses. However, because students
may be allowed to take both Distance Education and on-campus courses, these demographics

may not be purely on-campus student.
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Table 4.15

Demographics of ‘Bricks and Mortar’ Students at Historically
Minority Institutions- Academic Year 2002-2003 — Undergraduate

Historically Minority Institution | Undergraduate Population Percentages

Elizabeth City State University 77% African American; 0% Native American;
22% White; 1% Others

Fayetteville State University 79% African American; 1% Native American;
15% White; 5% Others

North Carolina Central University | 89% African American; 0% Native American;
7% White; Others 4%

Winston-Salem State University 82% African American; 0% Native
American;16% White; 2% Others

University of North Carolina at 22% African American; 22% Native
Pembroke American; 52% White: 4% Others

SOURCE: http://www.northcarolina.edu/content.php/assessment/reports/profiles/2003-04.htm
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Table 4.16
Demographics of ‘Bricks and Mortar’ Students at Historically Minority Institutions-
Academic Year 2002-2003 — Graduate

Historically Minority Institution

Graduate Population Percentages

Elizabeth City State University

41% African American; 59% White
(N=27); 0% Others

Fayetteville State University

58% African American; 33.5% White; 8.5%
Others (N=905)

North Carolina Central University

64.5% African American; 28.9% White; 7%
Others (N=1425)

Winston-Salem State University

57.8% African American; 38.8% White;
3.4% Others (N=116)

University of North Carolina at Pembroke

12.5% African American; 16.7% Native
American; 67.5% White; Others 3.2%
(N=496)

SOURCE: University of North Carolina — General Administration (Keith Brown)

For students at the graduate level, as shown in Table 4.16 above, there are fewer

African Americans at HBCUs, in graduate programs during this time period, as well as fewer

Native Americans at the University of North Carolina at Pembroke. At Elizabeth City State

University and the University of North Carolina at Pembroke, White students make up the

majority in the graduate programs. When schools have a majority of students that are not

from the original population served by the institution, one might wonder if the schools are

experiencing or have experienced “mission change” as spoken of in the Virginia State

Council of Higher Education report (2003). In the next section, possible mission change will

be examined in the technology-mediated Distance Education population.
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CHI-SQUARE ANALYSIS AND CONTROL TABLES

The descriptive data provide a background for the Chi Square analysis. The dataset
consists of the entire Distance Education population for the stated period of time Fall 2002-
Summer I 2003 and some Summer II data. The Chi-Square analysis was done on a sample of
the total Distance Education population, referred to as technology-mediated to specifically
answer whether African-American students take Internet courses at a different frequency
than White students. The technology-mediated population includes students taking Internet,
web-assisted, and interactive video courses. Thus, the research focus is on the type of
technology-mediated modality that students take most often. The primary hypotheses
expressed at the beginning of this dissertation are revisited below:

African-American (Black) students at HBCUs/HMIs take Internet courses less frequently
than White students at HBCUs/HMIs

Formulaically,

Hoi The number of African American Students taking Internet courses will be less than the number of White Students taking Internet

courses.

Hypothesis 1 shows that African Americans take Internet courses more than White students.

Hl * The number of African American students taking Internet courses will be greater than the number of White Students

taking Internet courses.

In Table 4.17, the Chi Square analysis reveals a significant (p<.000)'” but weak (Phi
= .143) relationship between the technology modality and the race of the students for
technology-mediated students only. Further, the analysis shows that of the students taking

technology-mediated only courses, that Internet courses are the most popular with small

17 X%=69.23
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variation between African American and White students 96.7% and 92.5%, respectively.
The Other group utilizes Internet technology at a lesser rate (89.7%). Although it could be
argued that student participation in this group should be increased, the rate is not extremely
remote from the African American and White groups.

Table 4.17
Technology-mediated Only Population - Modality by Race, Total N=3404

African American  Other White
(%) (%) (%)
Modality
Interactive 2.6 9.8 3.8
Video
Internet 96.7 89.7 92.5
Web- 7 6 3.8
Assisted
Total 100.0 100.0 100.0
(N=1979.0)  (N=174.0) (N=1251.0)

[X?=69.23; Phi = .143; (p<.000)]

Therefore, the null hypothesis is rejected because it is clear from this research that
African-American students take Internet courses at a slightly greater rate than White
students in this analysis. This outcome is not what is expected from the suppositions in

some of the literature that African American students often experience the digital divide at a
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greater rate than White students. However, the outcome may show that HBCUs/HMIs are
greatly assisting in closing the digital divide among students that take their courses.
Alternatively, some aspects of the population being studied (such as income and prior
training, which have not been identified in this analysis) may have had an effect on the
outcome. More globally, in the total population of HBCU/HMIs evaluated, face-to-face
courses are still taken by the majority, which may suggest that face-to-face learning is still
the preference of the students, possibly due to the digital divide'®. Looking at the institutions
from this standpoint may show that HBCUs/HMIs are responding to the traditional
population, but also to that population’s changing needs due to the influx of technology in

society.

The following tables control for age (Table 4.18, 4.19, 4.20), gender (Table 4.21), and
institution (Table 4.22) to determine if other patterns emerge when these variables have been

controlled.

' This thought follows the logic that technology-mediated courses require computer access.
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Table 4.18
Technology-mediated only Population, Modality by Race Controlling for Age <=25,

Total N=3404
Age <=25

Modality African American Other White
(%) (%) (%)

Interactive Video .5 2.6 1.7
Internet 99.2 97.4 96.5
Web-Assisted 3 .0 1.7
Total 100.0 100.0 100.0
(N=767.0) (N=38) (N=286)

[X?=12.281;Phi =.106 ; (p<.02)]
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Table 4.19
Technology-mediated Population Only, Modality by Race — Controlling for Age 26-40,

Total N=3404
Age 26-40

African American Other White
(%) (%) (%)
3.2 11.5 2.0
96.1 88.5 93.8
8 0 43
100.0 100.0 100.0
(N=785) (N=87) (N=610)

[X?=43.799;Phi =.172 ; (p<.000)]
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Table 4.20
Technology-mediated Only Population, Modality by Race — Controlling for Age >=40

Total N=3404
Age >=40

African American Other White
(%) (%) (%)
5.4 12.2 8.5
93.4 85.7 87.0
1.2 2.0 4.5
100.0 100.0 100.0
(N=427) (N=49) (N=355)

[X?=13.725;Phi =.129 ; (p<.008)]
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When the analysis is controlled by age as shown in Table 4.18, 4.19, and 4.20 an interesting
trend develops. African American students still take Internet courses in slightly higher but
comparable numbers in comparison to White students. However, as the age of the students
in each category (African American, Other, White) increases, the percentage of students
taking Internet courses decreases slightly. The greatest difference between students who
takes DE courses and those who do not is in the greater than or equal to 40 group, 93.4%
African American students versus 87.0% White students. In addition, there is a wider gap
between younger White students <25 years of age and older White students taking Internet

courses in the category of >40, at 96.5% and 87.0%, respectively.
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When controlling for gender in Table 4.21, African American students both male and female

still take Internet courses at a slightly greater rate than White students.

Table 4.21
Technology-mediated Only Population Modality by Race — Control — Gender
Total N=3404
GENDER
Male Female
Modality Afr!can Other White Afr!can Other White
American American
(%) (%) (%) (%) (%) (%)
Interactive 2.2 16.0 5.4 2.8 8.7 32
Video
Internet 97.1 84.0 90.2 96.6 90.6 933
Web- i .0 4.4 .6 v 3.5
Assisted
Total 100.0 100.0 100.0 100.0 100.0 100.0
(N=417) (N=25)  (N=316) (N=1562) (N=149)  (N=935)
[X2=26.990; Phi =.189; (p<.000)] [X2:46.25O; Phi =.132; (p<.000)]

There is a slightly wider gap between African American males and White males in taking
Internet courses, with African American males taking courses at nearly 7% higher rate,
whereas the gap between African American females and White females is smaller at
approximately 3%. Students in the Other category, especially among males had the lowest
percentage rate (84%) of taking Internet courses in comparison to the students who were

African American or White.
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Tables 4.22-4.24 that list the DE student modality ratios by institution also provide
interesting outcomes. As mentioned earlier, when the data from each institution is presented
collectively, the effort of all of the institutions involved in this analysis seems to be making
major strides toward closing the digital divide because of the small differences between the
Internet course-taking patterns of African American and White students. However, when we
look at the institutions individually, the outcome is less easy to interpret.

At the time of this data collection, Institution B (not shown by table) offered only
Internet courses in Distance Education. This could mean that Institution B does an
outstanding job closing the digital divide by helping students to overcome
Internet/technology matters. It could also mean that students who would like to participate in
non-Internet Distance Education have no option accept to do so in on-campus courses, which
could leave a portion of population not being served by the institution. There could also be
other explanations that might be revealed in further analysis. The same could be stated for

Institution D (not shown by table) which also had 100% Internet courses.
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Table 4.22
Technology-mediated only Population Modality by Race — Controlling for
Institution — Institution E

RACE

Institution E African American Other White
Modality (%) (%) (%)
Interactive 1.1 9 5.3
Video
Internet 98.9 99.1 94.7
Total 100.0 100.0 100.0

(N=1098) (N=114) (N=490)

[X?=27.95;Phi =.128 ; (p<.000)]

As seen in Table 4.22, Institution E had outcomes similar to the original Chi Square with
African Americans taking more Internet courses than Whites, except the Other category had

higher Internet usage than African Americans.

Table 4.23
Technology-mediated only Population - Modality by Race — Controlling for
Institution C

RACE
Institution C . . .
Modality African American Other White

(%) (%) (%)

Interactive 66.7 73.3 29.7
Video
Internet 333 26.7 70.3
Total 100.0 100.0 100.0

(N=21) (N=15) (N=37)

[X?=11.67;Phi =.400 ; (p<.003)]
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Institution C, in Table 4.23, shows a high percentage (70.3%) of Whites preferring Internet.
However, 66.7% of African Americans preferred interactive video with only 33.3%
preferring Internet courses. In the Other category in which Native Americans were included
73.3% preferred interactive video and 26.7% preferred Internet. Thus, the overall usage of
Internet among students of color at Institution C is lower than for White students.

Finally, Table 4.24 shows that at Institution A, Whites take Internet courses at a

slightly higher rate than African Americans, 79.0% versus 76.8%, respectively.

Table 4.24
Modality by Race — Controlling for Institution - Technology-mediated
Institution A
RACE

Institution A African American Other White
Modality (%) (%) (%)
Interactive 15.5 20.0 3.7
Video
Internet 76.8 76.0 79.0
Web-Assisted 7.7 4.0 17.3
Total 100.0 100.0 100.0

(N=168) (N=25) (N=271)

[X?=29.067;Phi = .250; (p<.000)]
However, the rates of taking Internet courses were lower than the overall analysis which

tended to range in percentages at or above 90. There were some students who preferred web-
assisted and interactive video. Specifically, 17.3% White preferred web-assisted with 15.5%

African Americans preferring interactive video, and 20% Other preferring interactive video.
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Hence, the closer the analysis looks at the institutions, the more a mixed interpretation of the
preferences of students is revealed.

QUALITATIVE DATA RESULTS

In addition to the quantitative data results, the survey also revealed some of the
thoughts that might corroborate the quantitative outcomes as well some of the strategic
factors that are a part of complex decision-making for the HBCU. The following are the
relevant questions asked and the summarized answers.

e (Question 2) What was the determining factor(s) in your university becoming

involved in delivering online (via the Internet) courses?

In response to this question, most of the institutions indicated that the intent to reach
expanded populations or to provide access to students who might not otherwise have access
was the main focus for becoming involved in providing online courses. In addition,
institutions wished to keep up with the new technology, market trends, and student demands.
“Student demands” could be interpreted as coming from students currently attending the
University with a desire for Distance Education courses or from students outside of the
traditional population asking for DE courses. However, administrative mandates and upper
management support were clearly a part of the impetus to become involved in the DE
initiative. These comments were in alignment with the Priorities and Focus of the UNC
System-Long-range Plan shown in the Chapter 2 schematic in terms of providing access to

education as a priority.
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e (Question 4) Is the digital divide being closed by offering online (Internet)
courses?

Four out of the five respondents in this study believe that the digital divide is being
closed by offering online courses. The one comment that indicates that providing online
courses does not diminish the divide suggests that the lack of computer equipment
contributed to continuing the divide and that the learning styles of some of the students are
not in alignment with the use of computer technology. The recognition of the specifics of
possible student learning needs is a part of the historical tradition of HBCUs.

e (Question 5) Are there special ways in which you attempt to close the digital

divide among your students?

Closing the divide requires a multi-level approach according to the respondents. In
particular, the digital divide is addressed by providing more access to computer technology in
the laboratories, providing systems of support, using video and interactive video online, and
providing other support such as orientations and workshops for faculty and students on
pertinent topics. These actions are also a part of the detail of how HBCUs address the digital
divide.

e (Question 6) Do you provide an online course orientation before class begins (ex.
Where you provide your students with fundamental knowledge on how to use
the computer as well as how to use the Internet course platform (i.e. Blackboard
or WebCT, etc.)

All of the institutions provide or plan to provide some type of orientation, primarily face-to-

face, but also in an online format. This orientation is an attempt to bridge the gap of

knowledge for students, making them more successful in their endeavors with online courses.
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e (Question 9) Please provide your universities’/units’ definition of ‘online’
courses or ‘online’ programs?

The institutions have a variety of definitions for online learning ranging from UNC
General Administration’s Memorandum 407 to broader definitions that include other
modalities of instruction such as video, email, and audio. Most definitions of “online”
denote a separation from student and professor. However, the varied definitions of “online”
indicate some of the flexibility in course delivery that might be initiated at HBCUs/HMIs to
serve the student population better.

e (Question 26) Does Distance Education, in general, fit your university’s
mission? Does providing online courses fit your university’s mission?

All of the respondents at the institutions believe that DE is in alignment with the
University’s mission. This aspect of alignment with mission is present in the model as a
critical factor related to providing access.

Findings Related to Cost - Tuition and Fee Structure — Comparison of Historically
Black Colleges and Universities and Non-HBCU Institutions

One of the areas for strategic consideration mentioned in the schematic model is the
issue of cost. Special attention is paid to this aspect because it critically affects the ability of
the institutions to continue providing educational services and opportunities. One of the most
concerning revelations of this research is shown in Tables 4.25 and 4.26, which clearly show
that HBCUs receive lower tuition and fees for undergraduate and graduate services as well as
for regular on-campus courses than non-HBCUs. This factor alone could put the ability to

offer expanded programs such as Distance Education in great peril.
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Table 4.25
North Carolina (Resident) Undergraduate and Graduate Distance Education
Resident Tuition and Fee Comparison Chart — Per Student Credit Hour (UNCGA)
(2009-10) for the UNC System

University Undergraduate Tuition Graduate Tuition and
and Fees Fees

Elizabeth City State University $56.79 $87.50

Fayetteville State University $64.36 $110.54
NC A&T University $67.36 $111.08
North Carolina Central University | $76.49 $143.92
UNC Pembroke $69.59 $105.83
Winston-Salem State University $59.76 $109.22
North Carolina State University $133.55 $216.08
UNC at Chapel Hill $130.57 $265.34
East Carolina University $84.16 $146.81
UNC Charlotte $85.00 $143.09
UNC Greenshoro $87.50 $149.22
Appalachian State University $79.09 $136.23
UNC Wilmington $86.66 $144.56
Western Carolina University $71.15 $118.33
UNC Asheville $80.71 $138.77
NC School of the Arts $113.41 $195.88

Table 4.25 shows the Distance Education tuition and fees per credit hour charged at
institutions in the UNC System at the undergraduate and graduate level (including the NC
School of the Arts). Although not exclusively, in general, the HBCU s still tend to receive
lower tuition per credit hour in Distance Education offerings than non-HBCUs. On some
campuses, if students take both regular and distance courses, they must pay the regular
tuition as well as the Distance Education tuition to obtain the convenience of Distance
Education courses. On other campuses, DE students are included in the on-campus payment
of tuition and fees. Hence, even if students possess the skills required to take Internet

courses, financial limitations may make it impossible to participate. Unfortunately, the
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historic lack of parity of funding in comparison with non-HBCUs seems to continue at both
the undergraduate and graduate levels.
Table 4.26

North Carolina (Resident) Undergraduate Regular Term and Distance Tuition and Fee
Comparison Chart — Per Year (24 credit hours)(UNC-GA)(2009-10) for the UNC

System
University Resident On-Campus Resident Distance
(Year)(24+ credit hours) Education (Year)
(24 credit hours)
Elizabeth City State $3,031.00 $1,512.96
Fayetteville State $3,152.00 $1,740.00
NC A&T $3,599.75 $1,847.16
NC Central $3,861.21 $2,103.36
UNC Pembroke $3,655.00 $1,837.92
Winston-Salem State $3,471.16 $1,711.68
NC State $5,396.00 $3518.16
UNC Chapel Hill $5,450.16 $3465.36
East Carolina $4,220.00 $2151.12
UNC at Charlotte $4,356.00 $2289.84
UNC at Greenshoro $4,186.00 $2337.60
Appalachian State $4,424.00 $1929.60
UNC at Wilmington $4,872.80 $2402.40
Western Carolina $4,214.00 $1984.80
UNC at Asheville $4,328.85 $2138.40
NC School of the Arts $5,227.00 $3009.60

Providing a different view, Table 4.26 shows a comparison of the on-campus and Distance
Education courses for a typical full time student, for one year (a minimum of 12 hours per
semester). This table shows that DE accrues less tuition and fees at HBCUs/HMIs than non-
HBCU:s.
e (Question 20) Are there other sources of funding (grants, etc.) other than State
allotments that support your Distance Education programs? That support
online course development?

Question 20 from the survey shows that 4 out of 5 institutions involved do not have

other sources of funding through grants that support DE programs or online course
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development. Thus, the state funding through tuition receipts is the primary source of
support for the institutions.

e (Question 11) Are online Distance Education instructors paid more for each
class at your institution than instructors in the regular classroom or who teach
by other modalities (face-to-face, videoconferencing, etc.)?

In Question 11, the survey responses reveal that instructors could be paid overload for their
Distance Education courses and in the case of “special cohorts” could be paid additionally.
However, for inload instruction, they were paid the same as regular instruction.

e (Question 12) If online instructors are paid more, is payment used as an
incentive to teach online courses?

The responses to Question 12 show that payments are on some occasions perceived as an
incentive for instructors to teach. One respondent indicated that the payments were
considered “course development funds” more than incentives. However, there are occasions
that instructors are simply not paid more. DE courses could be utilized to create a “full load”
of courses as well. This is not to state that incentives are required for professors to teach DE
courses, but in an academic environment where demands may be high especially in
understaffed departments, additional funding may be helpful to faculty. Although the costs
may not be unique to HBCUs, they may affect the HBCUs’ limited budgets in a more drastic

way than institutions that are not as financially strapped.
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CHAPTER 5: RECOMMENDATIONS AND CONCLUSION

Distance Education programs at HBCUs and HMIs appear to be primarily mission
driven, but, they are responding to market and trend influences. Will these market influences
and trends ultimately force financial ruin in HBCUs/HMIs? Or will the mission of these
institutions slowly change because several of the criteria mentioned by the Virginia State
Council of Higher Education (2003) study are being encountered? While the traditional
mission aspect of HBCU s is to serve primarily African American or, in the case of the
University of North Carolina at Pembroke, Native American populations; the market aspect,
if seen as appropriate by the practitioners at the HBCU, provides an opportunity through
computer-mediated education both to increase access for students and perhaps to reap the
financial benefit that may be associated with a broader reach.

Overall, this analysis provides several outcomes:

e Collectively, institutions seem to be meeting face-to-face and technology-mediated
Distance Education needs of the traditional population. However, at the Native
American institution, a high percentage of Native Americans, but not majority are
served through distance courses.

e At the individual university level, the analysis reveals a mixed, student preference for
taking courses. Some institutions offer only Internet courses and others offer
different types of Distance Education courses.

e  When focusing on the technology-mediated population only, the institutions appear to

collectively be making great strides toward closing the digital divide because there is
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little difference between African American and White students as it relates taking
Internet courses. This could mean that HBCUs have developed mechanisms to close
the digital divide including specific course adjustments, orientations, other techniques
noted in the qualitative analysis, or methods not yet identified by this research.

When looking at the entire Distance Education offerings, HBCUs/HMIs also offer a
majority of face-to-face courses which is what the literature would suggest that
minority students often affected by the digital divide would prefer. The digital divide
purports that groups such as African Americans may not have as much access to
technology as White and other populations, which influences who is able to take
Distance Education courses that are technology-mediated.

This study also highlights the need to more clearly define computer access and the
complexity of the digital divide. In some studies, computer access refers to a specific
location. In other words, a person is counted as having access if they have a
computer and Internet connection at home. But access in other venues such as work
or in the library may not be surveyed (Powell, 2001). Additionally, in urban and rural
areas individuals with zero to eight years of education have higher participation in
online courses and such use with lower education may seem to be contrary to
common thought. Further, Compaine (2001) states that there are trends in technology
that may denote the digital divide less of a “crisis.” Specifically, use of the Internet
and email has gone up from 1994-2000; the concept of “universal adoption” shows

that other technologies such as television, radio, etc. have almost become universal
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without government having to initiate a specific program to assist; the falling price of

hardware; free Internet becoming more available; and, finally, gender, income, and

race/ethnicity showing that the individuals are now nearly the same in using the
technology. This is not to say that the digital divide does not exist. However, the

digital divide is a concept that should be focused on with individual needs of a

specific population in mind. The “one size fits all” pattern of thought from this

research, does not work to address digital divide needs.

o This study also has highlighted the recurring inequity of funding that

HBCUs/HMIs have to manage facilities. Powell (2001), although he disagrees with

some of the results of digital divide studies due to methods used, did concur that

Black institutions tend to have technology inequities when comparing to White

institutions. Further, the lack of monetary resources at the HBCUs/HMIs in this

research and described in other research, hints that the lack of use of technology
could be more a financial issue than it is a preference.

The following recommendations are made toward gaining a clearer understanding of
the best way that Historically Black Colleges and Universities and Historically Minority
Institutions can proceed in strategic planning for Distance Education programs.

e In all but one of the cases, the institutions did not directly mention that their
focus was to continue to serve African American students or Native
American students. Although the mission statements of these institutions

imply the respect for a diverse population and underrepresented groups, the

99



reality is that the mission should plainly state what the focus is. Thus, the
recommendation is that the institutions reconsider their mission statements to
expressly indicate the goal of educating African Americans or Native
Americans. This clarification is not intended to promote a segregated
educational society; this exercise of examining an institutional mission
statement is apt to bring up the important questions about the future direction
and security of the institution.

e Historically, racial categorizations may have been used in part to try to
predict preference. However, as mentioned earlier, factors surrounding the
digital divide are quite complex. Although there may be especially
economically-linked factors that are also related to race, there are clearly
other variables not fully identified in this research that may cause students to
choose different venues for learning (including age, institution chosen, and
gender). If there are factors unique to the racial category of students, the
category of Other may introduce difficulty in trying to provide race-related
assistance in offering equitable Distance Education opportunities.
Alternatively, students who do not racially identify in one category should
also not necessarily have to decide on which race to leave out of their
identification.

A better option might be is to develop a method that take a student’s learning

style into account, educating the student prior to taking the DE course. Thus,
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students would be empowered to note whether a Distance Education course is an
appropriate fit for them. In some institutions, there are already surveys or tests
that ask students whether online learning is appropriate for them. However, in
our circumstance because there is no standardized process denoting what

9 ¢

“online,” “Internet,” “web-assisted,” or “interactive video” specifically mean in
the classroom setting, then we do not know what students are actually taking and
why. Although in the descriptive analysis most of the universities indicate a
specific definition, the range of definitions leaves room for interpretation.
Perhaps a mechanism could be established at each institution to clarify exactly
what is meant by different Distance Education modalities. Professors could offer

a way to pre-test each student for success in the course or orientations for the

courses to ensure that the technology is not a barrier to student learning.

To help in the planning and decision-making process, institutions should employ a
mechanism to monitor changes in the student data population over time. This
research did not analyze the process by which data is transferred from the DE
departments to UNC General Administration. In at least one case, data moves from
the department to Institutional Research, and finally to UNC General Administration.
It would seem to be helpful to the universities at the local DE Unit level that each has
access to a final version of the dataset used for obtaining funding so that it can be

analyzed quickly for trends that may inform administrative action.
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o Additionally, the research shows that the tuition and fees at Historically Black
Colleges and Universities and at UNC Pembroke are the lowest of all the schools at
the UNC System. The cost of Distance Education is clearly of strategic concern.

Hence, if these schools are to participate in creating Distance Education programs,

serious consideration must be given to the break-even point so that no harm is done to

the fiscal integrity of the institution and, subsequently, to the institution’s ability to
provide traditional access. It appears that some of the historical funding factors at

HBCU/HMIs may strain the institutions as they develop technology-laden programs.
One recommendation is that special funding be set aside for institutions such as
HBCU s to provide the option of DE, but to maintain the financial balance necessary.
More globally, funding for parity on other levels should be initiated so that the

pressure to compete in a global society will not adversely affect HBCUs/HMIs.

As indicated earlier in this dissertation, education is truly a public good and therefore
must be safeguarded in a culture being influenced by the market-driven persuasion of
New Governance. In the venue of New Governance, Distance Education is not only a

market-driven activity, but a mission-driven activity as well. Because the top priority of

the UNC System is access to educational opportunity, technology may be one of the most

useful tools to assist in reaching the goal. However, for institutions that have

traditionally supported minorities and underrepresented groups, technology could be a

financial impediment. The following are specific research projects whose outcomes may

provide valuable data for the future of HBCUs/HMIs and non-HBCUs in terms of
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attracting and retaining students of color as well maintaining access-wise Distance

Education programs.

Analyze the technology-mediated and face-to-face distribution for non-

HBCU/HMI institutions

o Determine what marketing tools or methods are used to spread the word about
courses to students to make sure that marketing does not stem the population of DE
students toward less diverse groups

. Analyze whether or not DE is the reason that many of the students are able to
persist in college or attend college at all

o Analyze whether there are specific characteristics about White students who
attend HBCUs that make them especially susceptible to the effects of the digital
divide

J Analyze student discernment about what modalities work best for them when
choosing courses

. Analyze factors related to the academic counseling that students receive that make

them more aware of the best educational options for them

o Conduct a cost-benefit analysis for Distance Education programs at HBCUs

From one perspective, the data seem to show that HBCUs are providing services to
multiple markets, even as they focus on the individual student’s needs. DE can be used--

and perhaps is being used-- to diversify the market that HBCUs/HMIs have traditionally
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served, changing with the times, but not detracting from the original mission of the
school. However, consistent research is needed to examine closely whether programs
such as DE will continue to promote the missions of these institutions or if they may be
slowly draining the institution of critical resources. With such research scrutiny,
Historically Black Colleges and Universities and Historically Minority Institutions will
be empowered to decide how they will utilize the DE opportunity in strengthening the

fiscal foundation while keeping true to a mission that has served society well.
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DISTANCE EDUCATION SURVEY
Historically Minority Colleges and Universities (HMCUSs) —
Status of Distance Education Delivery and Program Support — Ascertaining
Factors Related to the ‘Digital Divide’

Please respond to the following survey only referring to Distance Education courses and
programs (not regular on-campus programs). The survey consists of questions that
relate to the delivery of Distance Education courses and programs. Be thorough in your
answers and use as much space in answering your questions as needed (ex. If the
answer to a question is ‘yes’, please expound.)

Complete your responses, by adding them to this document so that each response
occurs after each specific question.

Please complete your responses by July 24, 2003 and e-mail the document by
attachment to ---. If you require additional time to provide a thorough response, please
make the contact provided below. Responses will be kept anonymous. When
necessary, a numerical identifier will be used for each institution. The purpose of the
data is to use it in aggregate form to understand more about the status of Distance
Education at HMCUSs in an effort to provide information for pertinent policy making.

‘Digital Divide’ definition: For purposes of this survey, the 'digital divide' is the rather
persistent fact that minorities tend to have access to less computer technology than do
Whites.

If you have questions, need clarification, or require an extension of time to
complete the survey, please contact:
Monica A. Price. MPA
[Contact information provided]

(Note: Some responses, such as ‘budget’ may inadvertently identify your university, but each
group of responses will be reported separately so that no connection should be made.)

Questions:
How long have you managed distance/extension education?

1)

2)

3)

4)
5)

6)

What was the determining factor(s) in your university becoming involved in delivering online
(via the Internet) courses?

What was the deciding factor(s) in choosing the Distance Education courses/degree
programs (subject areas) that your university is offering?

Do you think that by offering online (Internet) courses that you are closing the digital divide?
Are there special ways in which you attempt to close the digital divide among your students?
Do you provide an online course orientation before class begins (ex. where you provide your

students with fundamental knowledge on how to use the computer as well as how to use the
Internet course platform (i.e. Blackboard or WebCT), etc.)?
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7) Have you always provided an online course orientation? If not, what made you begin to
provide such an orientation?

8) Please provide the following information. If necessary, the list can be sent in a separate
attachment by email (MS Word)

List of Courses Delivery Modality

1) List of Distance Education For each course provided (fall 2002, spring
courses offered for fall 2002 | 2003, and Summer |) please provide the:
(Please provide the official
course name (i.e. ENG 1100) | Modality of delivery for the course (i.e.
and title (i.e. English I) Internet; videoconferencing; face-to-face;

combination of methods-please specify all

methods used, etc.)

2) List of Distance Education
courses offered for spring
2003 (Please provide the
official course name (i.e.
ENG 1100) and title (i.e.
English I)

3) List of Distance Education
courses offered for Summer
| 2003 (Please provide the
official course name (i.e.
ENG 1100) and title (i.e.
English 1)

9) Please provide your universities’/units definition of ‘online’ course or ‘online’ programs?

10) What are the ways in which a student may take a distance education course at your
institution (i.e. online (via Internet), videoconferencing, CD-ROM, etc.)? Please list all of the
current possibilities?

11) Are online Distance Education instructors paid more for each class at your institution than
instructors in the regular classroom or who teach by other modalities (face-to-face,
videoconferencing, etc.)?

12) If online instructors are paid more, is payment used as an incentive to teach online courses?
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13) For your area, at the college level or elsewhere, who is responsible for the processes listed in
the following chart? (Note: Your answer may be the name of an individual, an administrative
unit, or a committee and you may repeat names as many times as they apply.) If your
response is a committee, please provide the number of individuals that serve on the
committee.

a. Market analysis of proposed DE course
and programs

b. Developing DE courses (placing the
courses online, developing the content,
etc.)

c. Approving DE courses

d. Deciding which DE courses will be offered
in a given term

e. Evaluating DE courses

f. Developing DE programs

g. Approving DE programs

h. Evaluating DE programs

i. Providing academic services to DE
students
(such as advising)

j-  Providing academic services to DE
students
(such as technical support)

k. Developing DE budgets

I.  Determining compensation for faculty
teaching DE courses

m. Developing a policy about whether a DE
course is taught “in load” (as a part of
normal teaching responsibilities)

n. Determining if some of the funds coming
into the college/university go back into
developing DE courses

14) What is your overall budget allotment for Distance Education at your institution?
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15)

16)

17)

18)

19)

20)

21)

22)

23)

24)

25)

26)

27)

What curriculum areas/courses (top 3) gross the highest revenue in Distance
Education? Primarily by what modality (i.e. Internet, videoconferencing, etc.) are
they taught?

What is your general feeling regarding the longevity of online courses on your
campus? The longevity of courses taught in other modalities (videoconferencing,
face-to-face) etc.?

Do you detect specific popular trends in delivery methods for Distance Education
courses that may affect the way in which you deliver courses?

Is there generally a greater desire for online courses or programs, to your
knowledge?

Is there a written technology plan for Distance Education at your institution? If so,
how often is the plan reviewed and revised?

Are there other sources of funding (grants, etc.) other than State allotments that
support your Distance Education programs? that support online course
development?

Are your Distance Education programs primarily for students in North Carolina or for
students out-of-state?

If you do not have programs that are currently out-of-state, what are some of the
factors that may prevent the expansion? Please list them.

Was it easy or difficult to get faculty to begin placing Distance Education courses
on the Internet/online? If difficult, what did you do or are you doing to make the
process easier for them. Have you been successful with placing courses online?

As your Distance Education programs/courses have grown, has your institution
been able to provide support staff to assist in maintaining the growth?

If you have a limited number of online courses or have not utilized online courses,
please provide your rationale for not implementing such courses. Please provide a
count of the number of online courses that you typically offer.

Does Distance Education, in general, fit your university’s mission? Does providing
online courses fit your university’s mission?

Are there other factors that seem to be of concern to you regarding providing online
courses or programs? Please list them, if necessary.

Thank you very much for completing this survey.
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ADDITIONAL RESULTS

(Question 1) Length of Management Time for Each DE Program Director

Institution Identifier Length of Time
A 9 years

B 1.5 years

C 10 years

D 4 years

E ~4 years

(Question 2) What was the determining factor(s) in your university becoming involved in
delivering online (via the Internet) courses?

Institution ldentifier Deciding Factors

A -Committee review
-Choice and support of Dean
-College or School review

B -Depending on available faculty
-“Student demand”
C -Looked at demand

-Faculty were critical to the development of
each program

D -College or schools made the choices

E -Surveys from the UNC General
Administration

-Surveys from the Distance Education
department

Question 7) Have you always provided an online course orientation? If not, what made you
begin to provide such an orientation?

Institution ldentifier Online Orientation

Always provided a face-to-face orientation

Yes — online orientation

Yes — always provided an orientation

ol0O|m|>

No — but the need for information is
acknowledged

Yes

m
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(Question 10) What are the ways in which a student may take a Distance Education courses at
your institution (i.e. online (via Internet), videoconferencing, CD-ROM, etc.)? Please list all of

the current possibilities?

Institution ldentifier

Modalities of Distance Education Courses

A Internet, videoconferencing, CD-ROM, and
a combination of modalities

B Internet (online)

C Internet and video are primary. CD is often
used with the Internet courses. Internet is

the most utilized type of delivery.
D Internet, videoconferencing, face-to-face
E Internet, videoconferencing, (face-to-face

not mentioned but knew as a possibility)

(Question 13) For your area, at the college level or elsewhere, who is responsible for the listed
processes? (Note: Your answer may be the name of an individual, an administrative unit, or a
committee and you may repeat names as many times as they apply.) If your response is a
committee, please provide the number of individuals that serve on the committee.

RESPONSIBILITY

RESPONSIBLE PARTY

a. Market analysis of proposed DE course
and programs

A. Distance Learning (DL) Program
Coordinator and DL Director

B. No response

C. Office of Continuing and Distance
Education

D. Department Chairs and Deans

E. Dean, Assistant Dean, Marketing
Coordinator

b. Developing DE courses (placing the
courses online, developing the content, etc.)

. Faculty and Teaching and Learning Center
Faculty

Faculty with support from the DE staff

. Instructors

Professors and Director of DE Technology

c. Approving DE courses

>mo 0wy

. DE coordinator for the discipline, Dean for
content, Teaching and Learning Center for
“web-readiness”, DL program coordinator for
contract

B. Director of DE and DE technology
consultant

C. Two faculty in the department, “online
course reviewer”, Department Chair, Dean

D. Committee consisting of Chair, Director of
Continuing Education, and Associate Vice
Chancellor for Acad. Affairs

E. Academic area
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d. Deciding which DE courses will be
offered in a given term

A. DL program coordinator in the school or
college and Chair of the department

B. Deans from each area

C. The department working with Office of
Continuing and Distance Education

D. Director of Continuing Education, Deans of
Departments and Chairs

E. DE Dean, Dean of academic area, and Chair
of the department

e. Evaluating DE courses

A. DL Evaluating subcommittee

B. Director of DE, DE technology consultant,
students

C. DE office and departments (done online and
forwarded to Chairs and Deans

D. Committee — Chair, Director of Continuing
Education, and Vice Chancellor of Acad.
Affairs

E. Assistant Dean along with Research and
Evaluation and Distance Education Technology
Director

f. Developing DE programs

A. School or college program coordinator

B. N/A —not offered currently

C. Faculty with support from Office of
Continuing and Distance Education

D. N/A

E. Academic areas, Dean and Assistant Dean
of DE

g. Approving DE programs

A. School or program coordinator, University
DL committee, Chief Academic Officer,
Chancellor

B. N/A — Do not offer at this time

C. Deans Council and faculty

D. N/A

E. Dean, Assistant Dean, Chair, Dean of
Academic Area

h. Evaluating DE programs

A. DE evolution subcommittee

B. N/A - do not offer complete DE programs
C. Deans Council and the Office of Continuing
Education and Distance Education

D. N/A

E. Assistant Dean with Research and
Evaluation as well as the DE Technology
Director
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i. Providing academic services to DE
students (such as advising)

A. School or college program coordinator or
the academic department chair

B. Faculty, Director of Distance Education,
DE College Technology Consultant

C. Advisors provided by the department

D. Department Chairs

E. Academic Areas

J. Providing academic services to DE
students (such as technical support)

A. Teaching and learning center, DL office
staff, DL Librarian, Outsourced help desk,
Teaching and Learning Center help desk

B. Director of DE, DE College Technology
Consultant, Office of Academic Computing
C. Computer Center and the Office of
Continuing and Distance Education

D. Information Technology and
Telecommunication Services Dept.

E. Director of Education Technology

k. Developing DE budgets

A. DL Director and Chief Academic Officer
B. Director of DE and DE Technology
Consultant

C. Office of Academic Affairs and Office of
Continuing and Distance Education

D. Director, Continuing Education

E. Dean, Distance Education

I. Determining compensation for faculty
teaching DE courses

A. Subcommittee of DL Committee

B. Director of DE, DE Technology Consultant,
Director of Teaching Excellence, Assistant
Vice Chancellor of Academic Affairs, Vice
Chancellor of Academic Affairs

C. The salaries are set according to the
professors rank

D. The salaries are set according to rank of the
professor.

E. Dean of Distance Education

m. Developing a policy about whether a DE
course is taught “in load” ( as a part of
normal teaching responsibilities

. Dean of college or school

Dean of each school

Academic Affairs and Deans Council
. Department Chairs and Deans
University

n. Determining if some of the funds coming
into the college/university go back into
developing DE courses

>moQwe

. DL Director after approval from Chief
Academic Officer

B. Director of Distance Education, DE
Technology Consultant, Director of Teaching
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Excellence, Assistant Vice Chancellor of
Academic Affairs, Vice Chancellor of
Academic Affairs

C. Academic Affairs

D. Vice Chancellor for Academic Affairs
E. Vice Chancellor for Academic Affairs

(Question 14) What is your overall budget allotment for Distance Education at your

institution?

Institution ldentifier DE Budget Allotment

A <$2 million

B $132,000

C $900,000 (previous years amount)
D >$147,000

E $2.8 million

Question 15) What curriculum areas/courses (top 3) gross the highest revenue in Distance

Education? Primarily by what modality (i.e. Internet, videoconferencing, etc.) are they taught?

Institution Identifier

Top Three Highest Revenue, Primary Modality

A

Nursing, Face-to-Face
CLS, online

B Education, Internet
Social Sciences, Internet
Business and Economics, Internet
C Business, Internet
D Education — Internet, off-campus face-to-face,
Arts and Sciences — Internet, off-campus face-to-face
Business — Internet, off-campus face-to-face
E Teacher Education — Face-to-Face

Human Sciences — Face-to-Face, On-line

(Question 16) What is your general feeling regarding the longevity of online courses on your

campus? The longevity of courses taught in other modalities?

Institution Identifier

General Feeling about General Feeling about
Longevity of Online Courses Longevity of Courses
Taught in other
Modalities

Should be reviewed
annually for minor
updates

2 Years [lifespan]
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B Upward growth trend for --
online courses

C Internet “Here to stay” Video can be too
expensive, but technology
can improve such an
issue; face-to-face is
likely desirable by faculty
and students but may be
delivered technologically

D Online will last into the future | --

E Sustained longevity Sustained longevity

(Question 17) Do you detect specific popular trends in delivery methods for Distance Education
courses that may affect the way in which you deliver courses?

Institution Identifier Popular delivery trends
A Hybrid courses; more interactivity
B Will provide up and coming technologies

for students

Internet is more and more popular

No

mioi0

Video-conferencing, on-line, video

(Question 18) Is there generally a greater desire for online courses or programs, to your
knowledge?

Institution Identifier Desire for online courses/programs

A Greater desire for hybrid courses; for
flexibility that web-assisted courses bring

B The “statistics” shows that there is an
increased demand for online courses

C Yes

D Yes (“Definitely”) — “time and spatial
constraints as well as greater access to
technology” are promoting a greater
demand for online course and programs

E Half online, Half face-to-face
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(Question 19) Is there a written technology plan for Distance Education at your institution? If
so, how often is the plan reviewed and revised?

Institution Identifier Existence of a Technology Plan? How often
reviewed/revised?

A Yes, annually.

B No

C Yes — reviewed “constantly” by Academic
Affairs and faculty

D --(Blank)

E Yes — every two or three years

(Question 21) Are your Distance Education programs primarily for students in North Carolina
or for students out-of-state?

Institution Identifier Programs for in-state or out-of-state?

Primarily NC students (in-state)

North Carolina (in-state)

In-state (almost exclusively)

Primarily NC students

molo|m|>

Primarily NC students; moving out-of-state

(Question 22) If you do not have programs that are currently out-of-state, what are some of the
factors that may prevent the expansion? Please list them.

Institution Identifier Factors that prevent expansion to out-of-
state

A Cost of out-of-state tuition; not on funding
model or perceived not to be on funding
model

B N/A

C Cost of out-of-state is too expensive (makes
the institution less competitive)

D N/A

E N/A
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(Question 23) Was it easy or difficult to get faculty to begin placing Distance Education courses
on the Internet/online? If difficult, what did you do or are you doing to make the process easier
for them. Have you been successful with placing courses online?

Institution Identifier Difficult to get faculty to put courses online?
How was the process made easier?
A Moderately difficult. Processes were

reviewed and better buy-in — Online course
programs have been successful

B Stipends were paid initially and online
course development has significantly
increased over time. State budget
reductions make funding no longer
available. Other assistance such as training
workshops, equipment on loan such as
laptops, digital cameras, etc. are offered as
incentives

C “Relatively easy” - Initially work with those
who had interest and paid to develop the
courses; others have taken become
interested when the success of initial faculty
is seen

D Large interest in developing courses; Same
initial core of faculty are building courses;
support/incentives such as workshops for
developing online course are offered;
Teaching and Learning Center with
equipment and support also help support
instructors

E Incentives were provided such as stipends
for online development, travel money, and
workshops

(Question 24) As your Distance Education programs/courses have grown, has your institution
been able to provide support staff to assist in maintaining the growth?

Institution Identifier Staff provided to support growth?

A Yes

B Yes — hired a technology consultant in 2002
C Not yet — seeking staff

D --Blank

E From Distance Education money
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(Question 25) If you have a limited number of online courses or have not utilized online
courses, please provide your rationale for not implementing such courses. Please provide a
count of the number of online courses that you typically offer.

Institution ldentifier

Why are online courses not implemented?
Number of courses offered

A --Blank. 18-20 per term

B --Blank. 19 online courses (fall and spring);
27 online courses (summer)

C N/A

D Online courses limited by faculty ability to
teach one overload course per semester

E --Blank.

(Question 27) Are there other factors that seem to be of concern to you regarding providing
online courses or programs? Please list them, if necessary.

Institution ldentifier

Factors of Concern Regarding Online
Courses or Programs

A --Blank
B --Blank
C Not currently
D --Blank
E --Blank
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APPENDIX B

Historically Black Colleges and Universities in the United States by State
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Private and Public Historically Black Colleges and Universities in the State of
North Carolina (U.S. Department of Education - http://www.ed.gov/about/inits/list/whhbcu/edlite-

list.html 3/25/2008)

North Carolina
Historically Minority
Institutions

Private Institutions

e Barber-Scotia College

e Bennett College

e Johnson C. Smith University

e Livingston College

e Shaw University

e St. Augustine’s College

Public Institutions

Elizabeth City State University
Fayetteville State University

North Carolina A&T State
University

North Carolina Central
University

Winston-Salem State University

University of North Carolina at
Pembroke
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Historically Black Colleges and Universities in the United States by State™, *

STATE COLLEGE/UNIVERSITY

Alabama Alabama A&M University

Bishop State Community College
Concordia College

Drake (J.F.) State Technical College
Lawson State community College
Miles College

Oakwood College

Selma University

Stillman College

Talladega college

Trenholm State Technical College
Tuskegee University

Arkansas Arkansas Baptist college

Philander Smith college

Shorter College

University of Arkansas at Pine Bluff

California Compton Community College

Charles R. Drew University of Medicine and Science
Delaware Delaware State University
District of Columbia Howard University

University of the District of Columbia

Florida Bethune Cookman College
Edward Waters College
Florida A&M University
Florida Memorial College

Georgia Albany State University
Atlanta Metropolitan College
Clark Atlanta University

Fort Valley State University
Interdenominational Theological Center
Morehouse College
Morehouse School of Medicine
Morris Brown College

Paine College

Savannah State University
Spelman College

lllinois Chicago State University
Kennedy-King College

Indiana Martin University

Kentucky Kentucky State University

Simmons University

Louisiana Dillard University

Grambling State University

Southern University and A&M College
Southern University at Baton Rouge
Southern University at New Orleans
Southern University at Shreveport
Xavier University of Louisiana

Maryland Bowie State University
Coppin State College
Morgan State University

1 Retrieved from http://www.edonline.com/cq/hbcu/alphabet.htm
29 Also retrieved from http://www.smart.net/~pope/hbcu/hbeulist.htm
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Sojourner-Douglass College
University of Maryland Eastern Shore

Massachusetts

Roxbury Community College

Michigan

Lewis College of Business
Wayne County Community College

Historically Black Colleges in the United States by State (continued)

Mississippi

Alcorn State University

Coahoma Community College

Hinds Community College-Utica Campus
Jackson State University

Mary Holmes College

Mississippi Valley State University
Natchez Junior College

Rust College

Tougaloo College

Missouri

Lincoln University
Harris-Stowe State College

New York

Fiorello H. LaGuardia Community College
Medgar Evers College

New York City Tech. College

York College

North Carolina

Barber-Scotia College

Bennett College

Elizabeth City State University
Fayetteville State University
Johnson C. Smith University
Livingston College

North Carolina A&T State University
North Carolina Central University
Shaw University

St. Augustine’s College
Winston-Salem State University
*University of North Carolina at Pembroke

Ohio Cuyanhoga Community College
Central State University
Wilberforce University
Oklahoma Langston University

Pennsylvania

Cheyney University
Lincoln University

Rhode Island

South Carolina

Allen University

Benedict College

Claflin College

Clinton Junior College
Denmark Technical College
Morris College

South Carolina State University
Voorhees College

South Dakota

Tennessee

Fisk University

Knoxville Tennessee

Lane University
Lemoyne-Owen College
Meharry Medical College
Tennessee State University

Texas

Huston-Tillotson College

Paul Quinn College

Prairie View A&M University
Texas College

Texas Southern University

The University of Texas at El Paso
Wiley College
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Utah

Vermont --

Virginia Hampton University
Norfolk State University
Saint Paul's College
Virginia State University
Virginia Union University

Washington --

West Virginia Bluefield State College

Wisconsin --

Wyoming --

Virgin Islands

University of the Virgin Islands
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APPENDIX C

Description of Distance Education Programs and Historical Origins of
Participant Institutions

134



Program Descriptions of the Five Historically Minority Institutions

included in This Study

HBCU/HMI

Type of
Delivery
Platform

Website

Items of Interest about the
Distance Education Program

Elizabeth City State
University

BlackBoard™

http://www.ecsu.edu/academics/d
istanceeducation/index.cfm

e Affiliated with the UNC
Online Program

Fayetteville State
University

BlackBoard™

http://www.uncfsu.edu/conted/.

e Located in the Extended
Learning Center and
associated with the
Telecommunications
Continuing Education
Building

e Military affiliations

o Affiliated with UNC
Online

North Carolina Central
University

BlackBoard™

http://ariel.acc.nccu.edu/univeoll/
dised/decover.htm .

e Housed in the University
College along with
Continuing Education,
Summer School, and the
Evening/Weekend
Studies Program

e Distance Education
Technology Den offers
technology support to
faculty and students

e Affiliated with the UNC
Online Program

University of North
Carolina at Pembroke

BlackBoard™

http://www.uncp.edu/ced/.

e Combines Continuing
Education and Distance
Education

e Affiliated with the UNC
Online Program

Winston-Salem State
University

BlackBoard™

http://www.wssu.edu/WSSU/Life
longl earning/Distance+[ earning/

e Distance Learning
housed in the Division of
Lifelong Learning

o Affiliated with UNC
Online
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Historical Origins of Participant Institutions

Elizabeth City State University (ECSU)** was instituted in 1891 and was initiated by Hugh

Cale, a Black Representative in the N.C. General Assembly. It was originally named the
Elizabeth City State Colored Normal School. The school was created to educate teachers
that would teach in North Carolina schools and began with two faculty members and 23
students. One of the first leaders of Elizabeth City State University who headed a great deal
of growth was Peter Wedderick Moore, who retired in 1928. Under his leadership, the
school contained grade school as well as, as the author writes, “post-graduate curriculum”.
John Henry Bias helped to make ECSU a 4-year institution (‘teacher’s college’) instead of its
previous 2-year normal school status, which was named Elizabeth City State Teacher’s
College. The additional purpose of the school was also to train principals for schools in both
rural and city areas. ECSU became accredited by SACS in 1961 while it had been given an
“A” rating by the Association of Colleges and Schools, a group of historically Black colleges
in 1957. In 1963, the school’s name was changed to Elizabeth City State College. After
three presidents, ECSU obtained the first chancellor whose name was Marion Dennis Thorpe
in 1968 and at the same time became a member of the 16 campus University of North
Carolina System. The infrastructure of the college began to grow with increased support by
the UNC System with additions such as Institutional Research, the Archives and Records

Center, that as the author notes was somewhat rare in HBCUs, incorporation of the ECSU

2'Elizabeth City State University 2002-2004 Catalog, p. 3-6
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Foundation as well as development of library resources. Chancellor Mickey Lynn Burnim,
has been credited with the addition of baccalaureate programs and restructuring the
institutional departments to enhance ‘efficiency and effectiveness’ by dividing academic
affairs into four schools, including Arts and Humanities, Business and Economics, Education
and Psychology, and Mathematics, Science, and Technology. Additionally, Chancellor
Burnim has as a main priority the enhancement of technology and the campus has recently
installed a ‘campus-wide fiber optics infrastructure’ as well as an Information Technology
Center, a website, voicemail system, television station, computer technology for all faculty
and staff, and computer laboratories for students and faculty. The current Chancellor is Dr.

Willie J. Gilchrist.

Fayetteville State University (FSU)

In 1867, a group of seven African American men purchased property with the intent of
developing a school for African American children in the Fayetteville area. Later the
Howard School was built by General O. O. Howard. In 1877, the General Assembly
provided that the school would be utilized to train teachers and the name was changed to the
State Colored Normal School. Dr. Ezekiel Smith led the school for more than 40 years and
grew the organization from a small facility to several buildings on several acres of land.
Under the next president, the school’s name was changed to Fayetteville State Teachers
College™. Accreditation from the State and region was obtained in 1947. In 1963, the

school’s name was changed to Fayetteville State College. In 1969, Fayetteville State

22 Fayetteville State University - Undergraduate Catalog, p. 18.
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University obtained its current name as well as became a member of the 17 University of
North Carolina System campuses. The University has continued to develop degrees in
various areas at the master’s and doctoral level. Dr. T.J. Bryan served as the university’s

Chancellor followed by the current Chancellor, Dr. James A. Anderson.

North Carolina Central University

(NCCU)* was founded in 1910 by an African American pharmacist, Dr. James Edward
Shepard. The original name of NCCU, which began as a private institution, was the National
Religious Training School and Chautauqua. The school later obtained the name National
Training School and was eventually taken over by the State and renamed the Durham State
National School. The main focus of the school in terms of education was liberal arts and to
train teachers and principals. NCCU was later named the North Carolina College for
Negroes, followed by the North Carolina College at Durham in 1947. The school received
its accreditation for the Southern Association of Colleges and Secondary Schools in 1937 and
was made an official member in 1957. NCCU further obtained the right to provide graduate
courses in “liberal arts and the professions” in 1939. The school was renamed North
Carolina Central University in 1969 and in 1972, the university joined the 16 University of
North Carolina System. There have been a host of chancellors and even an interim
committee to head the university after the death of the founder in 1947. Julius L. Chambers,
noted civil rights attorney, led the university for eight years, followed by Dr. James H.

Ammons. The current Chancellor is Dr. Charlie Nelms.

2003-2005 NCCU Catalog pp. 30-31.
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The University of North Carolina at Pembroke

UNC Pembroke has at its origin the desire to create an environment devoted to educating
American Indians®*. In 1887, the Croatan Normal School was created as mandated by the
North Carolina General Assembly. The legislation was initiated by Representative Hamilton
McMillan in response to local residents. Initially, the education was at the elementary and
secondary level. The school’s name was changed in 1911 to the Indian Normal School of
Robeson County and, further, in 1913 to the Cherokee Indian Normal School of Robeson
County. Later, in 1926, the elementary aspect of the school was removed and a two-year
after high school program was added. In 1931 and 1939 additional college courses were
added and the school’s name was changed again to Pembroke State College for Indians, the
only ‘state-supported four-year college for Indians in the nation’ until 1953. In 1949, the
school’s name was changed again to Pembroke State College. The primary focus of the
institution was teaching, but over time additional ‘non-teaching’ degrees were added. The
population focus was also expanded, first to other Indian populations that were recognized by
the federal government and then to White students in 1953. After the Supreme Court
decision in 1954, the school became available to all qualified applicants of all races. In 1969,
the name was changed to Pembroke State University and Pembroke became a member of the
UNC System in 1972. Additional degrees and graduate programs were implemented. In
1996, the institution obtained its current name as the University of North Carolina at

Pembroke and has also since developed additional programs such as in various education

* UNC Pembroke 2003-2004 Catalog, pp. 4-5
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areas and applied physics. Pembroke is currently lead by interim Chancellor Charles R.
Jenkins.

Last, but not least, Winston-Salem State University (WSSU) at its website®

(http://www.wssu.edu/general) lists the history, mission, educational, and institutional goals
among several other aspects of the university.

The history of Winston-Salem State University is not unlike many of the other HMIs.
It began with a different name, The Slater Industrial Academy in 1892 with one teacher and
25 students. The focus of the school was training especially elementary school teachers. The
school became noted for its teacher training efforts and as a result was renamed by the State,
Winston-Salem Teachers College and was allowed to provide degrees and educational
opportunity beyond the high school curriculum that was originally offered. Thus, WSSU
became the first African American institution in the nation to provide the elementary
education degree. In 1953, the Nursing School was opened with a 4-year program and in
1957 the school was allowed to expand its offerings. In 1963, the school’s name was
changed from Winston-Teachers College to Winston-Salem State College. It received its
current name, Winston-Salem State University in 1969. In 1972, WSSU became a member
of the University of North Carolina System. The first leader of the institution was Simon
Green Atkins (1892-1904 and 1913-1934). Other leaders include Kenneth Raynor Williams

(1961-1977), Dr. Alvin Schexnider (1996-2000), and Dr. Harold L. Martin. Dr. Michelle

23 Retrieved from http://www.wssu.edu/general /history.asp
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Howard-Vital served as Interim Chancellor prior to the current chancellor, Dr. Donald Julian

Reaves.

Specifically, the following are the institutional goals verbatim as listed at the website®:

Provide an environment in which students can achieve their educational, personal, and professional
goals.

Develop a climate in which the faculty are committed to the institution's mission and can achieve their
professional and personal goals.

Provide services which foster the educational and cultural development of the region.

Secure funding from individuals, corporations, foundations, and governmental agencies in support of
educational programs.

Increase the efficiency with which instructional and administrative tasks are accomplished through the
use of technology.

Assure that the university is accomplishing its stated mission.

Project a positive image of the university.

Interestingly, one of the main goals is to make sure that the university is meeting its

mission.

The educational goals®’ are as follows verbatim:

Prepare students to demonstrate skill in written communication.

Prepare students to demonstrate skill in oral communication.

Prepare students to demonstrate competence in the application of computational and quantitative skills.
Prepare students to demonstrate competence in thinking critically, solving problems and conducting
research.

Provide students the fundamentals of a liberal education and introduce concepts, philosophies and
methods of the various academic disciplines.

Facilitate the empowering of students, i.e., enhance assertiveness, confidence, and self-direction.
Prepare students to demonstrate ethical concern and commitment to improve the human condition.
Enhance students' awareness of the dynamics of a culturally diverse society and their understanding
and appreciation of cultures other than their own.

Prepare students to demonstrate competence in their major.

Finally, in terms of technology, WSSU has indicated that beginning in fall 2004; entering

freshmen will be required to obtain specific technology. The technology requirements are

26Retrieved from http://www.wssu.edu/general/insgoals.asp
YRetrieved from http://www.wssu.edu/general/edugoals.asp
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provided for individuals who want to use their equipment on the campus network as

follows™:
Intel-compatible microcomputer system with at least the following:

Pentium/Celeron class processor@ 700 MHz or faster 10/100mb
Ethernet adapter w/ CAT 5 RJ45 Patch Cord

64MB RAM

4 GB Hard Drive w/ 200mb free space

CD ROM Drive

Windows 98 Second Edition or later operating system

Latest version of Microsoft Internet Explorer (IE)

Virus Scan Software

The instructional program comprises three components—general education, specialized
education and continuing education. General education provides for all students the
academic foundations and cultural experiences essential to a liberal arts education.
Specialized education provides students with the experiences necessary to master an
academic discipline in preparation for employment and/or graduate and professional
programs, including master’s degree programs offered at WSSU. The university is
strategically positioned to provide unique opportunities for students through four centers of
academic excellence in teacher education, information technology, health sciences and
financial services. Continuing education offers individuals opportunities for personal or

vocational enrichment through constant, periodic or occasional study.

28 Retrieved from http://www.wssu.edu/technology/services.asp#8
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Elizabeth City State University’s mission statement reads:

Elizabeth City State University is a public baccalaureate university offering degree programs
in the basic arts and sciences and in selected professional and pre-professional areas.
Through its Graduate Center, the University provides master’s level programs for advanced

professional study, in conjunction with other constituent institutions.

Originally an institution serving African Americans, the University’s heritage provides a rich
background for serving its increasingly multicultural student body. The University provides a
challenging and supportive environment that prepares its students for knowledgeable,
responsible participation and leadership in an ever-changing, technologically advanced

society.

Elizabeth City State University continues to promote excellence in teaching as its primary
responsibility to meet the needs of the students and citizens of the state, nation, and world.
Through its teaching, research, and community outreach, the University seeks to identify and
address the needs of northeastern North Carolina with particular attention to supporting its

environmentally-sensitive economic development.

The mission statement of Fayetteville State University reads as follows: Fayetteville State
University is a public, comprehensive regional university, offering degrees at the
baccalaureate, Master’s, and doctoral levels. The primary mission of Fayetteville State
University is to provide quality education to its students through a basic liberal-arts

foundation, specialized professional training, and specific graduate programs. Committed to
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excellence in teaching, research, and service to the community, the university seeks to
prepare its students and graduates to lead meaningful and productive lives. In doing so,
Fayetteville State University strives to produce creative thinkers and leaders who will reach
beyond current intellectual and cultural boundaries to become the change agents for shaping
the future of America and the world. As part of its broader mission, the university extends its
services as a regional institution by providing life-long learning experiences and
opportunities to the university’s immediate and extended communities and serving as a
resource for business, education, and culture in North Carolina (Fayetteville State University

Undergraduate Catalog 2002-2004 p. 17).

The specific mission of the University as currently listed in the University catalog

(adopted in 1994) is (University Catalog, pp. 29-30):

North Carolina Central University is a comprehensive university offering programs at the
undergraduate and graduate levels. It is the nation’s first public liberal arts institution
founded for African Americans. The University maintains a strong liberal arts tradition and
a commitment to academic excellence in a diverse educational and cultural environment. It
seeks to encourage intellectual curiosity and to enhance the academic and professional skills
of its students and faculty. The mission of the University is to prepare students academically
and professionally and to promote consciousness of social responsibility and dedication to
the advancement of the general welfare of the people of North Carolina, the United States,

and the world. The University will serve its traditional clientele of African American
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students; it will also expand its commitment to meet the educational needs of a student body
that is diverse in race and other socioeconomic attributes. Teaching is the primary focus of
the University. As a part of that focus, the University encourages its faculty to pursue
intellectual development and rewards effective teaching. The University recognizes,
however, the mutually reinforcing impact of scholarship and service on effective teaching
and learning. North Carolina Central University, therefore encourages and expects faculty
and students to engage in scholarly, creative, and service activities which benefit the global

community.

The mission of the University reads®’:
The University of North Carolina at Pembroke is a comprehensive University committed to
academic excellence in a balanced program at the bachelor’s level and selected programs at
the master’s level. Combining the opportunities available in a large university with the
personal attention characteristic of a small college, the University provides an intellectually
challenging environment created by a faculty dedicated to effective teaching, interaction with
students, and scholarship. Graduates are academically and personally prepared for
rewarding careers, postgraduate education, and community leadership.

Founded in 1887 to educate American Indians, the University now serves a student
body reflective of the rich cultural diversity of American society. As it stimulates interaction
within and among its cultural groups, the University enables its students to become informed,

principled, and tolerant citizens with global perspective.

PUNC Pembroke 2003-2004 Catalog, p. 4
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The university encourages the pursuit of education as a lifelong experience so that its
graduates will be equipped to meet the challenges of the twenty-first century. Drawing
strength from its heritage, The University of North Carolina at Pembroke continues to
expand its leadership role in enriching the intellectual, economic, social, and cultural life of
the region and beyond.

In support of this mission, The University of North Carolina at Pembroke is
committed: (1.) to promote excellence in teaching and learning as a primary focus in an
environment of free inquiry and dynamic exchange between students and faculty; (2.) to
ensure quality academic programs and learning opportunities for the liberal arts, in
preparation for diverse professions and for service to the region; (3.) to encourage and
support meaningful faculty research and development; (4.) to recruit and retain students
capable of achieving academic and professional success and of enriching the intellectual,
cultural, and social community of the University; (5.) to provide and support extra-curricular
and student life activities and facilities designed to enrich the educational experience of
residential and commuter students, enhance the image of the University, and serve the
region; (6.) to provide ways by which the life of the region can benefit the educational
experience of the University and be enhanced by the University; (7.) to instill in the
University of North Carolina at Pembroke students a continuing appreciation for diverse
cultures and an active concern for the well-being of others; (8.) to promote academic and
scholarly excellence, the University’s rich heritage, and the enhancement of the immediate

and larger region.
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The mission of Winston Salem State University is stated as: Winston-Salem State University
is a public university whose primary mission is to offer high quality educational programs at
the baccalaureate level for a diverse student population. Master’s level programs for
professional study are also available from the university and through inter-institutional
agreements. While the primary focus is on teaching and learning, the university encourages
scholarship and creative activities by faculty and students, and engages in mutually
beneficial relationships with the community in ways which complement its educational

mission.
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Table 2.1 Key Events in the History of Historically Black Colleges and

Universities (http://www.collegeview.com/articles/CV/hbcu/hbcu _history.html;
Matlock, 1984, p. 212; original reference no longer in existence which was- Hobson’s
College View — http://www.collegeview.com/college/niche/hbcu/add history.html)

Year

Event Name

Outcome

1944

United Negro College
Fund created

Created to financially
support private Black
schools

1954

Brown vs. Topeka Board
of Education

Indicated that ‘separate but
equal was inherently
flawed”

1964

Civil Rights Act

Provided more power to
mandate desegregation

1965

Higher Education Act

Provided assistance to
financially support HBCUs

1973

Adams vs. Richardson

Ten states found in
violation of the Civil
Rights Act because of
supporting segregate
school — states ordered to
integrate without harming
HBCUs

1977

Adams vs. Califano

Desegregation should not
‘burden’ HBCUSs or the
ability of African
American students to
‘receive quality public
higher education’

1992

United States vs. Fordice

Mississippi had to remove
the “remnants of a dual,
segregated system of
education” “no special
circumstance for the
treatment of HBCUs”
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THE UNIVERSITY OF NORTH CAROLINA

OFFICE OF THE PRESIDENT

ADMINISTRATIVE
MEMORANDUM

SUBJECT Policies and Procedures for Planning NUMBER 407

and Conducting Degree-Related Distance DATE December 15,
2000

Education Activities in the University of North Carolina

REPLACES ADMINISTRATIVE MEMORANDUM 372

Over the past several months a special review of current policies and procedures related
to degree-related Distance Education activities in the University of North Carolina has been completed.
This Administrative Memorandum sets forth revised policies and procedures for the planning and
conduct of degree-related Distance Education instruction activities in the University of North Carolina.
These policies and procedures supersede all previous policies and procedures described in earlier
Administrative Memoranda, including Administrative Memorandum 147 and Administrative
Memorandum 372.

Molly Corbett Broad
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POLICIES AND PROCEDURES FOR PLANNING AND CONDUCTING DEGREE-
RELATED DISTANCE EDUCATION

The principal mode of offering degree-related courses and programs in the University of
North Carolina traditionally has been through regular on-campus, in-residence instructional activities.
However, the demand for education beyond the confines of the campus and through alternative
delivery systems, such as distance learning technologies, has steadily increased, both from practicing
professionals in fields such as education, health professions, business, engineering, and public affairs,
and from place-bound nontraditional students. Consequently, off-campus delivery of degree-related

instruction is growing as the University continues to respond to rising demands for educational access.
This policy statement and associated procedures are intended to ensure (1)

that the academic standards of Distance Education activities are consistent with those
maintained on-campus, and (2) that unnecessary duplication of effort and resources does not
occur among the Distance Education activities of the constituent institutions of the

University.

A.  DEFINITIONS
1. Distance Education

There are several terms used to describe instruction that is offered away from a campus,
such as off-campus instruction, extension, Distance Education, e-learning, etc. The term used in this
policy statement is Distance Education,3® which is understood to include off-campus instruction for
credit (whether face-to-face, electronically mediated, or a combination of methodologies). In previous
UNC policy statements, this form of instruction was referred to both as degree-credit extension and
Distance Education.

30 It should be noted that the Commission on Colleges (COC) of the Southern Association of Colleges and
Schools (SACS) currently defines Distance Education in the following manner: “Distance Education is defined, for the
purposes of accreditation review, as a formal educational process in which the majority of the instruction occurs when
student and instructor are not in the same place. Instruction may be synchronous or asynchronous. Distance Education
may employ correspondence study, or audio, video, or computer technologies.” (Distance Education: Definition and
Principles, COC/SACS, 2000). This is a narrower definition than that employed by the UNC policy on Distance Education.
The distinction is important with respect to application of the COC'’s policies on substantive change.
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2. Degree-related Distance Education Course
This expression denotes an individual degree-related course offered for credit off-
campus.3! As off-campus and on-campus instructional methodologies converge, there are increasing
numbers of students enrolled on-campus as regular term students who take one or more courses on-
line or through other electronic means. Such courses do not fall within this policy, which applies only to
the development of Distance Education programs.
3. Degree-related Distance Education Program
This expression denotes a sequence of courses or a course of study whereby at least 50
percent of the formal educational requirements, including residency requirements, necessary to qualify
for a degree or certificate is offered off-campus.
4. Proposed Site
For those programs that are site based, this expression denotes the county or counties in
which a proposed site-based degree-related Distance Education course or program is to be offered.

B. PRINCIPLES
The guiding principles for developing, conducting, and assessing degree-related Distance
Education activities in the University are as follows:

1.  The Office of the President32 is responsible for the authorization, coordination and
supervision of degree-related Distance Education activities in accordance with the policies and
procedures set forth in this statement. The Senior Vice President for Academic Affairs, as the
President's designee, must authorize degree programs and degree completion programs that are
offered away from UNC campuses, regardless of the mode of instruction.

2. The constituent institutions and the academic units offering the instruction are responsible
for the development, delivery, regular assessment, and accreditation of specific degree-related
Distance Education courses and programs.

3. Each institution must have a clearly defined process for the review and approval of
proposals to plan and, once planning is completed, to establish Distance Education degree programs.
The appropriate campus committees and authorities must approve any notification of planning or

3! Guidelines for the use of the Continuing Education Unit (CEU) are contained in Administrative Memorandum
#135, January 22, 1980.

32 Throughout this document the Senior Vice President for Academic Affairs, acting with a delegation of authority
from the President, is named as the University official who will make ultimate decisions with respect to Distance Education
activities requiring authorization from the Office of the President.
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request to establish a Distance Education program before submitting it to the UNC Division of
Academic Affairs (Office of the President).

4.  The academic standards and quality of degree-related Distance Education shall be
consistent with and comparable to the academic standards and quality of regular, on-campus
instructional activity. The application and maintenance of academic standards are the responsibility of
the academic unit of the institution offering the instruction.

5. In the course of planning degree-related Distance Education activities, each constituent
institution is urged to consider the potential for collaboration with other institutions in order to avoid
unnecessary duplication. Inter-institutional coordination should be completed prior to seeking such
authorization from the Senior Vice President as may be required to establish the activities.

C. ACCREDITATION REQUIREMENTS FOR DISTANCE EDUCATION

UNC institutions are individually accredited by the Commission on Colleges (COC) of the
Southern Association of Colleges and Schools (SACS) and are responsible for ensuring that they
follow COC criteria and procedures with respect to any Distance Education activities that may
constitute a substantive change as defined by SACS.33 With respect to this policy, the Office of
Academic Affairs at each institution is responsible for determining whether Procedure One (prior
notification and approval) or Procedure Two (prior notification) applies and for complying with the
appropriate procedure. However, actual authorization to offer the proposed program will come to the
institution from the Senior Vice President (with a copy to SACS along with the prospectus) when the
proposed program is approved.

UNC institutions are also responsible for informing themselves of, and complying with,
other state or international requirements for licensure or notification when they plan to offer Distance
Education courses or degree programs in other states or nations.

D. DEGREE-RELATED DISTANCE EDUCATION COURSES

The development and delivery of individual degree-related Distance Education courses are
institutional responsibilities. Courses may be offered without prior approval of the Senior Vice
President. However, institutions should list these courses on their Distance Education web site.

The focus of UNC Distance Education efforts should be at the upper division and graduate
levels. Therefore, except under special circumstances (e.g., Independent Studies correspondence

33 Refer to the most recently adopted “General Substantive Change Policy...for the Commission on Colleges”
(revised December 1999), hereinafter called COC Substantive Change.
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courses,3* courses developed primarily for on-campus students), UNC institutions’ Distance Education
offerings should not duplicate lower-division (freshman or sophomore) courses that are offered by a
community college. In the case of site-based courses, the proposing institution should give the local
community college (if located in the city of the proposed site) the opportunity to offer the course before
proceeding to offer the course itself. In the case of electronically-mediated courses, institutions should
avoid developing lower-division courses that have already been developed for statewide distribution by
a community college. Proposals to offer courses or programs through the Southern Regional
Electronic Campus (SREC) will be coordinated through the Division of Academic Affairs.

Institutions planning to offer a sequence of courses for certification, licensure, etc. off-
campus should notify the Division of Academic Affairs in advance (Appendix E) so that such
information on these activities can be made accessible through an inventory and a web site maintained
by the Office of the President.3> Authorization to establish such courses of study is not required unless
the request represents a substantive change as defined by SACS. Procedure Two of the COC
Substantive Change policy defines the following as constituting a change requiring prior notification:
initiating programs/courses delivered through contractual agreement or consortium (see Section L).

E. DEGREE-RELATED DISTANCE EDUCATION PROGRAMS

1. Off-campus Instruction Offering 26-49 Percent of a Degree
COC Substantive Change Procedure Two (prior notification) applies to a) the

initiation of site-based/classroom group instruction (where the instructor is present) if the
student may earn more than 25 percent and less than 50 percent of credits toward a degree
program and this instruction is offered 30 miles or more from the main campus; and b) for
distance learning/technology-based group or individual instruction (where the instructor and
student are geographically separated), offering first credit courses via distance

learning/technology-based instruction by which students can obtain 26 to 49 percent of their

3 Independent study activities are conducted through the Independent Study Consortium of the University of
North Carolina under an inter-institutional agreement among constituent institutions of the University. For information,
contact the Director of the Office of Independent Studies, Division of Continuing Education, at the University of North
Carolina at Chapel Hill, 27599.

35 Appendices referenced in this Administrative Memorandum are assigned letters that follow in sequence those
assigned for academic program development (Appendices A-D) in Administrative Memorandum 406.
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credits toward a degree program. Institutions proposing Distance Education activities that
fall within this policy should notify SACS and copy the Senior Vice President. Procedure
Two also applies to the initiation of significant changes in existing technology-based delivery
systems in distance learning/off-campus programs (without reference to the percent of the

courses offered toward the degree).

2. Distance Education Programs Offering 50 Percent or More of a Degree Program

Distance Education programs in which 50 percent or more of a degree program is provided
must be authorized by the Senior Vice President for Academic Affairs.36 The Division of Academic
Affairs will maintain a listing of all UNC Distance Education degree programs (offering 50 percent or
more of the degree program off-campus) being planned, as well as an inventory of all authorized
degree programs. Both will be available electronically. Before submitting any proposal for a Distance
Education degree program, institutions should ascertain whether a comparable program is being
planned or offered by another constituent institution and, if site-based, whether such a program is
already offered in the proposed county site (whether off-campus or on-campus). Similarly, institutions
proposing an ‘“individual access” (electronically mediated) program should determine whether a
comparable “individual access” program is being planned or offered by another constituent institution.
If this is the case and the institution decides to proceed with planning, it will be expected to make a
compelling case for why its proposal does not constitute unnecessary duplication.

Whenever feasible, arrangements should be made to use the facilities and resources, such
as media centers, computer centers, libraries, laboratories, etc., of other constituent institutions or other
appropriate institutions when offering site-based Distance Education programs.

COC Substantive Change Procedure One (prior notification and approval) applies to:
a. initiating an off-campus (additional) site (site-based/classroom group instruction) at
which students can earn at least 50 percent of an educational program; and

b. initiating a branch campus.¥’

3% UNC authorization policies include programs that require prior authorization from SACS (Procedure
One) as well as programs that only require prior notification (Procedure Two).

37 A branch campus is defined as a location of an institution that is geographically apart and independent of the
main campus. A location is independent if it meets all of the following criteria: (1) permanent in nature, (2) offers courses in
educational programs leading to a degree, certificate, or other recognized educational credential, (3) has its own faculty and
administrative or supervisory organization, and (4) has its own budgetary and hiring authority.
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In such cases institutions must provide written notification of the proposed change to the
COC Executive Director six months in advance of implementation (using the form in
Appendix F) and, in response to a request from the Executive Director, an “information
copy” of its request to establish a Distance Education degree program (Appendix G). When
a decision is made concerning the request, the Senior Vice President will notify the
institution and the COC, and the chancellor should also notify the COC.

With respect to the establishment of distance learning programs offering 50
percent or more of a degree program, COC Substantive Change Procedure Two (prior

notification) applies to:

a. For site-based/classroom group instruction (where the instructor is
present): adding significantly different degree programs at a currently
approved off-campus site (does not apply to new sites, in which case

Procedure One applies).

b. For distance learning/technology-based group or individual instruction
(where the instructor and student are geographically separated): expanding a
previously reported program from less than 50 percent of credits to 50 percent
or more of a degree program or an entire degree program; or adding
significantly different programs from previously reported programs offered

through distance learning.
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In such cases, institutions should send the Executive Director written notification (using the
form in Appendix F) prior to implementation. UNC institutions also must submit Appendix G to the
Office of the President (see b. Request to Establish).

a. Notification of Intent to Plan

Institutions wishing to offer an existing degree program off-campus must submit a
notification of intent to plan (Appendix F) to the Division of Academic Affairs. Such notice may be sent
at any time, but at least one month prior to submitting a request to establish (and three months prior to
the proposed implementation date) or when the institution is required to notify SACS (whichever comes
sooner). Upon receipt of the notification of intent to plan, Academic Affairs will acknowledge receipt of
the notification and add this program-planning activity to a list that will be maintained by Academic
Affairs and made available to all UNC institutions. All UNC institutions will be expected to consult this
list periodically to remain informed about Distance Education programs being planned by other UNC

institutions.
In cases where an institution is proposing a new academic degree program

(not currently authorized in its Academic Program Inventory [API]) that will be offered both
on-campus and off-campus (or, under special circumstances, only off-campus), it should
follow the regular procedure for planning a new degree program. However, the notice or
request (Administrative Memorandum 406, Appendices A and B) should include information
regarding the intent to offer the program off-campus. This is required because the proposed

program must be a part of the institution’s official API before it can be offered off-campus.

b. Request to Establish:

Requests for authorization to establish a degree-related Distance Education program
(Appendix G) must be submitted at least two months prior to the proposed date of establishment (and
therefore, as noted previously, notification of intent to plan must be submitted at least three months
prior to implementation). If the program is site-based and is to be offered outside North Carolina, the
institution must also receive clearance from the appropriate licensing authority in the intended site(s).
Individual access programs that are not site-based outside of North Carolina do not require such
clearance. If the request is to establish a new academic degree program, the request to establish a
new degree program (Administrative Memorandum 406, Appendix C) must also be completed. It is the
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responsibility of the institution to ensure that there are (or will be) sufficient funds to support the

proposed program through a reasonable period of time for program completion.
Approval of programs will be authorized for five years. The institution must

submit an evaluation of the program to the Senior Vice President before reauthorization can
be granted for another period of years. Requests for reauthorization of the program (at the
same site or for continued online delivery) must be submitted at the end of the fourth year (or
at least two months prior to expiration of the program if sooner than four years) and do not
require prior notification of planning. They should be accompanied by an assessment of the
current program following the format in Appendix H. Requests to establish a site-based
Distance Education program at a different site than that currently authorized will be regarded
as a new request and must follow the procedure indicated above (notification of intent to
plan, followed by request to establish). In such cases, institutions are urged to include with

their request assessment data from the current site(s) at which the program is being offered.

c.  Discontinuation of Degree-related Distance Education Programs
Institutions must notify the Senior Vice President when approved Distance

Education programs or certificate/licensure programs are no longer active so that they can be

removed from the UNC inventory (Appendix I).

F.  GENERAL PREREQUISITES FOR INITIATING DEGREE-RELATED DISTANCE EDUCATION
1. The program that is being proposed as a degree-related Distance Education program must
be authorized in the Academic Program Inventory of the proposing institution. If the proposed program
is not currently authorized, the institution must follow the procedure (Administrative Memorandum 406)
for new academic program development, as well as applicable procedures in this policy statement.
2. A proposed degree-related Distance Education course or program may be delivered
through a special instructional division of the institution (e.g., extension), but instruction and supervision
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must be provided by the same college, school or department offering the course or program in regular

term or summer term instruction on-Campus.
3. Degree-related Distance Education programs will be authorized for operation

only in instances of clear and demonstrable need.

G. PROGRAM REQUIREMENTS38

1. Admissions requirements. Admissions requirements for degree-related Distance
Education programs must be comparable to the admissions requirements of the same programs
offered on-campus.

2. Residence requirements. The institution must state clearly its policy regarding the
number of credit hours and courses applicable to a Distance Education degree program which must be
earned in residence by regular term or summer term instruction on its campus (or at an authorized
graduate center) and must clearly define "residence,” or else the institution must indicate that such a
policy is not applicable.

3. Curriculum and Instruction
a. Programs must provide for timely and appropriate interaction

between students and faculty, and among students.

b. The institution’s faculty must assume responsibility for and exercise oversight over
Distance Education, ensuring both the rigor of programs and the quality of instruction.

c. The institution must ensure that the technology used is appropriate to the nature and
objectives of the programs.

d. The institution must ensure the currency of materials, programs, and courses.

e. The institution’s Distance Education policies must be clear concerning ownership of
materials, faculty compensation, copyright issues, and the utilization of revenue derived from the
creation and production of software, telecourses, or other media products.

4.  Faculty

a. Faculty members assigned to teach degree-related Distance Education courses or
programs must be members of the regular staff of the institution offering the courses or programs or
part-time faculty identified specifically to assist as Distance Education instruction faculty members and

3 These requirements reflect the expectations for Distance Education cited in Distance Education (COC/SACS,
2000).
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fully qualified to teach as determined by the academic department offering the course or program. If
the institution has a designated graduate faculty, graduate-level instructors, whether full-time or part-
time faculty members of the institution, must hold membership on the graduate faculty of that institution
in accordance with the institutional regulations and policies governing such membership. Full-time and
part-time faculty must meet the requirements described in the Criteria for Accreditation (and, when

adopted, the proposed Principles and Requirements for Accreditation) of the Commission on Colleges
of SACS.

b. Part-time faculty must possess at least the same or equivalent qualifications as the
full-time faculty and must be approved formally by the academic department through which credit is to
be awarded and such other institutional units or mechanisms as may be required for faculty
appointments. Institutions shall adopt policies relating to the employment of part-time faculty which
ensure that the use of such faculty does not result in diminished academic quality or in conflicts of
interest.

c. Full-time faculty members may teach courses in Distance Education programs as a
part of their regular load. However, if instead they teach such courses on an overload basis, they shall
be limited to no more than one additional course per semester in addition to their regular full-time, on-

campus teaching load.
d. Faculty members employed to teach only Distance Education courses or

programs must have a significant orientation and involvement with the ongoing planning of
policies and programs of the academic unit offering these courses or programs to assure their
familiarity with the programs. They must also be involved in the assessment of student

learning and other evaluation processes.

e. The institution must provide appropriate faculty support services specifically related to
Distance Education.
f.  The institution must provide appropriate training for faculty who teach in Distance
Education programs.
5. Student Services
a. The institution must provide adequate access to the range of student services
appropriate to support the programs, including admissions, financial aid, academic advising, delivery of
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course materials, and placement and counseling. These services must be comparable to the quality
and availability of such services provided to students enrolled in programs offered on-campus.

b. The institution must provide an adequate means for resolving student complaints.

c. The institution must provide to students advertising, recruiting, and admissions
information that adequately and accurately represents the programs, requirements, and services
available. There should be a set of written policies, procedures, and guidelines pertaining to degree-
related Distance Education courses and programs which includes information on admissions,
curriculum, requirements for completion of the Distance Education courses or programs, costs and
payment policies, financial aid, and any other pertinent information. In the case of electronically-
mediated Distance Education, institutions must provide information about the nature of faculty/student
interaction, assumptions about students’ technological competence and skills, technical equipment and
software requirements, and availability of academic and student support services.

d. The institution must ensure that students admitted possess the knowledge and
equipment necessary to use the technology employed in the program and provide aid to students who
are experiencing difficulty using the required technology.

6.  Library and Learning Resources

a. The institution must ensure that students have access to and can effectively use
appropriate library resources.

b. The institution must monitor whether students make appropriate use of learning
resources.

c. The institution must provide laboratories, facilities, and equipment appropriate to the
Ccourses or programs.

7. Facilities and Finances

a. The institution must possess the equipment and technical expertise required for
Distance Education.

b. The institution’s long-range planning, budgeting, and policy development processes
must reflect the facilities, staffing, equipment and other resources essential to the viability and
effectiveness of the Distance Education program.

H.  REVIEW CRITERIA

In reviewing requests for authorization to initiate or to continue degree-related Distance
Education programs, Academic Affairs staff will consider:
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1. the impact of the proposed program on the quality and capacity of existing on-campus
academic programs at the requesting institution,

2. the need and demand for the Distance Education instruction,

3. the readiness of the institution to deliver a program comparable in quality and standards to
those that are offered on-campus,

4. the impact of the proposed Distance Education instruction on other institutions or agencies in
the area (if site-based) and in the state as a whole, and

5. the compatibility of the proposed Distance Education activity with the mission and strategic
plan of the requesting institution and with the mission and strategic directions of the University of North
Carolina.

l. ACCOUNTABILITY
1. Degree-related courses or programs may be offered through Distance

Education only with the concurrence of the responsible academic dean or department head of
the college, school or department as to the adequacy of faculty and other instructional
resources, such as library resources, laboratory, computer resources, media support services,
and classroom facilities, required for the proposed instructional activity.

2. The appropriate academic dean or department head will be accountable for all
qualitative aspects of Distance Education operations and for ensuring the standards for
awarding credit are consistent with requirements for credit that must be met by students
enrolled in the program as on-campus students.

3. The appropriate academic dean or department head is responsible for
ensuring that the teaching and evaluation formats for Distance Education instruction are
comparable to the formats used on-campus or that the formats have been developed or

revised specifically for Distance Education instruction.
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4. Students enrolled in Distance Education courses and programs should
be included in university-wide assessment programs administered to students on-campus
(e.g., course/instructor evaluation, graduating senior and alumni surveys, etc.). All students
should be included in the Student Data Files, and their courses should be reported on the
Course Description Table Files, the Student Courseload Files, and the Course Grade Files
provided to the Office of the President. The Office of Institutional Research on the campus
should coordinate this data collection.

5. The institution must assess student capability to succeed in Distance
Education programs and apply this information to admission and recruitment policies and
decisions.

6. The institution must ensure the integrity of student work and the

credibility of the degrees and credits it awards.

7. The Senior Vice President will authorize degree-related Distance Education
programs for a maximum initial period of five years. At the completion of the fourth year of operation (or
at least two months prior to expiration of the program if sooner than four years), an assessment of the
program must be completed by the institution and the results submitted to the Senior Vice President
(with the request for renewal if there continues to be a demand for the program). This assessment and
any request for renewal should follow the format in Appendix H. Campus directors of institutional
research will work with their respective institutions to provide this information. The Office of the
President will periodically compile data comparing the performance of Distance Education students
with the performance of residential rising juniors and on-campus community college transfer students
holding associate's degrees. The Office of the President will also conduct periodic studies of retention
and graduation rates for baccalaureate and master's degree students. The results of program-specific
assessments, as well as campus and system-wide analyses of student performance, should be made
available to students and other interested parties. If a program is discontinued after five years,
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currently enrolled students will be permitted to continue for a reasonable period of time to assure
completion of their programs of study, but no new students may be enrolled.

J. GRADUATE CENTERS

In instances where there is a clear and exceptional need for graduate level degree-related
instruction, a particular institution or group of institutions may be called upon by the Board of Governors
to fill the need through the establishment of a graduate center at a constituent institution or other
educational facility. Graduate centers will be planned and established on the initiative of the President
and the Board of Governors, in accordance with appropriate standards for initiating graduate programs.

Graduate centers have been established in Asheville, Charlotte, Elizabeth City and
Winston-Salem. Administrators of the graduate centers are located on the campus of the constituent
institution of the University in each of the four cities. Each center is charged with coordinating the
planning and conduct of degree-related courses and programs in its area. All constituent institutions
planning to offer degree-related courses or programs in the vicinity of a graduate center must
coordinate their planning with the Graduate Center Director whose center might be impacted by the
proposed offering. Assigned areas are as follows:

Asheville Graduate Center Elizabeth City Graduate Center
Buncombe & all contiguous counties Pasquotank & all contiguous counties
Charlotte Graduate Center Winston-Salem Graduate Center
Mecklenburg & all contiguous counties Forsyth County

Funding for Graduate Centers is provided on the same basis as for all other fundable
degree-related Distance Education activities. In accordance with a legislative directive effective with
the 1985-86 fiscal year, tuition and fees charged for courses offered in graduate degree programs
through graduate center arrangements can be no greater than the tuition and fees that would be
charged if the courses were taken on the campus of the institution providing the instruction.

K.  REPORTING RESPONSIBILITIES

1. The Office of the President will maintain a current inventory of authorized degree-related
Distance Education programs. This inventory will be posted and made available electronically.

2. Institutions will maintain an electronic listing of the degree-related Distance Education
courses and programs currently being offered.
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3. In January of each year, the Senior Vice President shall submit to SACS an annual report
that includes an inventory of all authorized degree-related Distance Education programs for the
University and highlights program additions, discontinuations, and other changes during the past year.

L.  PARTICIPATION OF CONSTITUENT INSTITUTIONS IN INTER-INSTITUTIONAL
ARRANGEMENTS

1. Procedures. Procedures for authorizing and offering degree-related Distance Education
programs rely heavily on the initiative of constituent institutions to inform other constituent institutions of
their plans, especially those in the locale where the proposed instructional activity will be carried out
and where proposed courses and programs are comparable to those offered by neighboring
institutions.  Institutions are expected to exercise great care that their Distance Education instruction
activities are not unproductive, excessively costly, or unnecessarily duplicative. Where appropriate,
constituent institutions are encouraged to combine their efforts to serve citizens whose educational
needs are not being met in a timely or effective manner.

2. Policy. The Senior Vice President must approve the participation of a constituent
institution in any formal inter-institutional arrangements which provide for cooperative instructional
activities and operation or use of facilities and academic resources between and among public and
nonpublic institutions of higher education, including community colleges, public school systems, and
any cooperative association of such educational institutions formed as a corporation or consortium,
including "Consortium-Based Teacher Education Programs" authorized by the State Board of
Education.

An institution proposing to participate in an inter-institutional arrangement as described
above should follow the format in Appendix J to present its request prior to signing any agreement.
The Senior Vice President will review and approve the terms and conditions of participation in any
inter-institutional or interagency organization, including the charter and bylaws thereof, and may
thereafter authorize a chief administrative officer of the constituent institution, or the officer's designee,
a member of the President's staff, or any other person to participate on the governing body of such a
consortium.

Certain inter-institutional arrangements (e.g., initiating credit courses involving a
contractual agreement or consortium for course content to be delivered, in whole or in part, by an
organization which is not accredited by the COC or, potentially, among COC-accredited institutions)
may also require prior notification to the Commission on Colleges of SACS to assure that necessary
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accreditation requirements are met (Substantive Change Procedure Two). Once the arrangement has
been approved, the institution should submit a copy of its proposal, accompanied by a copy of the letter
of approval, to the Commission on Colleges. In instances where UNC institutions contract with
community colleges to offer general education programs, both institutions should notify the
Commission on Colleges to ensure that requirements are met.

Any commitments, including facilities and resources, by the University or a constituent
institution to any inter-institutional arrangement, association or corporation shall be made in compliance
with all provisions of law and regulations governing the University or the constituent institution and shall
not exceed funds appropriated or otherwise lawfully available to the University or to the constituent
institution thereof in the fiscal year in which the commitments are made.

The financial standing and operations of any inter-institutional arrangement, association or
corporation shall be subject to audit by the State Auditor.

168



	ABSTRACTandCOVERPAGEMprice
	DedicAckTableofContentsListoftablefiguresMPrice1
	final080309

