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PREFACE

. fourth \

The é&é@h{annual conference of the Higher Education Research
and Development Society of Australasia was in many respects
a departure from previous Association confarences. Perhaps
the most imporé%nt changes were in the structure and content
of thé conference: a large pdrt was devoted to a general
symposium on Accountability ip Higher Education at which a
number of invited and submittéd papers were discussed, and
to a series of workshop groups dominated for the first time
by submitted research and development papers. It was in
fact 'this substantial increase in papers that has led to

the present series of conference proceedings. Hopefully it
is only the beginning, and the ‘encouraging trend toward
writing rather than talking about current research and
dcvelopmenq)activities will continue to establish a firmer
academic base for the Association and its members. It is-
only through this, after all, that proper discussion and
constructive criticism can develop our understanding of

higher education as an important and distinctive area of
w

academic study.

’
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ACCOUNTABTLITY IN HIGHER EDUCATION*

E.H. Medlin

So all y cocky city coves,
Wot's ﬂﬁ;n' up yer gerews
To get upon the land, look out

The land don't get on yous. ,

"Ironbark"
[ 4

In theiX antfiology of Australian Bush Ballads of the nineties,
Douglas Stewart and Nancy Keesing have included "Jones's

/ﬁgelection" by George Herbert Gibson ("Ironbark") in a
selected group of what they call "Tall stories and take-
downs". Although unfamed for his style, "Ironbark" in this
poem shares the craft of the poet and of the scholar in
distilling the universal from,the particular, and the last
stanza, which I have taken for my 1ntroduct10n, can be read
as an apt warning to all of us who are genuinely concerned

with higher education.

The very term "highér education" is one which has been
ardently embraced at least since the Robbins heport on
"Higher Edlication" was published in 1963." Tragically there
are many who see the term as an invitation to espouse the
cause of what can reasonably be called educaEionql leukemia,
or if you like, the proliferation of unspecialised and
undifferentiated educational bodies. There is ample
evidence from the physical and biological sciences that
complexity of structure 15 to be balanced with complex1ty of
function if the system is to survive. An inability to
specialise or to differengiate is in general lethal and at
begt tedious. The Robbins Cqmmittee did have at least a

subliminal awareness of these hazards for social systems -

because the Report abounds with general wisdoms and with

P

* Opening Address to the Conference. L

7




warnings such as: "To do justice to the complexity of
thingé, it is necessary to acknowlédge’é plurality of aims".
The” level of litéracy in this country allows us either to
embrace or to abjure our share of what some call "modish
wind-bags" who look but don't see, listen but don't hea .
tduch but don't feel. A distinction does need to be d
thercefore, between cerebration on the one hand and-

intellectualism on the other.

It is certainiy,bf more than bassing interest that the
present HERDSA Conference is addressed to the question of
"Acéountability". If the exercise were purelyvnominalist
then no distinction could be drawn between "responsible"
"answerable" and "accountagle",nwhich are defined'by the
Qxford English Dictionary to be‘fynonymous; but like the
evil that men do the etymology of words does live after them.
"Accountable" carrieé connotations of its origins in th
reckoning of value. "Responsig}é““has developed from\  °
"respond" which was a synonym for "answer": which meant to
make a reply, geneéally sworn and therefore in truth.
"Responsible" has come also to mean something like "reliable",
"trustworthy" or even "reSpectable" and when.applied to a
person it can carry, to some, the implication that to hold
that person to be answerable would be redundant and,
sanctimoniodslf, even impertinent. I prefer to think that
we should aim to P& judged to be behaving responsibly by
hold}ng ouréelveémto'be fiscallylaccountable and by asserting
our answerability to the variety of cofmunities that we

serve throuéh the winning, holding and dissemipating of

knowledge and, most importantly, of wisdom. But those

communities and”their agents are also answerable; kii/ghts and
responsibilities are concomitants not just for some but for
ali, including governments. It was as long ago as 1790

that Edmund Burke said:

»
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Government is' a contrivance of human wisdom to
provide for human wants;

Men have a right that these wants should be
provided by this wisdqm. S

By identifying “himself with the description of our
govefnments as "elective dictat%gshisz, Sir Mark olippant's
comments recently have been both’ apposite and, hopefully,
arrestinb. I shall return to the theme of the changing

‘,/

nature of answeraBility. E v

I do not elaim to speak with any authority on aspects of
Higher Education outside the University sector, but I know
enough of the tertiary, quaternary and "quinternary"
functions of Uﬁiversities to agree with the thesis that

¥

?niversity academic work is in truth sui generis and to
assert that downright mischief can be, and is being, done by
unrestrained "eager-beavers" who, it can be argued, do not
even begin to comprehen at universitigs are really about.
I have written elsewhere (Vegies XIX: 35:23,”1976)

The necessary luxury to carefully objectively and
critically observe, the insight to ask the right
questions and to perform the right experiments,
the faculty to f&im new concepts and to construct
new mental tools and to make intuitive abstract

- generalisations from experience, and then to
freely pgb?is@ﬂ is what Universities are really
about. TaKen together these processes describe
the essential distinguishing features of academic
work in Universities. . In such ways is wisdom
distilled from the great body of general
experience. The sharpest of distinctions exist
between those who wrestle inductively for new
knowledge and those who operate deductively in
applying a known ‘body of knowledge for the

+ . benefit of society.

The traditions of universities are asg anéieﬁt and honourable
as those of Parliamgnts, and as the final bastions of
freedom the universities have gone a long way in werking out

. 3
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how to preserve the first and last of man’'s freedoms, namely
the freedom of the qud through the concepts of individual )
academic freedom and Anstxtutional autonOmy . It is not

necessary to're-rehearse here the accountings given by the .
Murray Report (1957) or the Duf f-Berdahl Report (1966) both

of which should be required reading for anyone pretendan an

interest in this topic.

- -~

In 1975 1 attempted to review some developments and trends in
tertiary education in Australia and to bring into public
dxscussxon and debate the insights of .a variety of c0nccrned
educators. . The paper,” "A case for an Association of
Australian.Universities” (Vestes‘ilx- 5-13, 1976) - has led to.
the Council of The University of Adeldide rgsolvxngtthat a
prima facie case had been made for the heed for a
confederated Association of autonomous Australian
Universities. The Unxver51ty has recently resolved to take

‘ certain positive steps in ogder that the mechanics of the

Association’ can emerge. The paper gave an acgount of the 2
crosion of the elements of Unlvcrsxty autonomy in the face
of ccntréiist pressures and antxcxpated the further erosion
of :utonomy in the face of provincial and local pressures.
These have now arrxvcd in the form of so-called Inquiries,
State coordxnatinq bodies of various sorts, proposals for a
return to "shared funding” and so on. At the same time the
Tertiary Education Commission has finally given up all -
ea¥lier pretence of being an advisory body and is ngh fully
integrated as a coercive, restrictive arm of government.

The paper also attempted to review the then litefqturé‘on
answerability and argues among other things ‘that, in taking .,
notice of the changing naturg“f accountability, the
co~existence of "authority and answerability is becominq

increasingly a two-way device" Peter Sheldrake (Vestes XXI: '

7-8, 1978) has recently asked the question "Accountable to:
whom?"; the issue debated in his paper seems to.me to be

really "Accountability to and of whom?"

‘ [




‘Sheldrake's (re- ﬁhrased) question allows me to‘return to the

' matter of mischief. - Much but not a11 of the recent spate

~of "university bashlng"“has been of the unreasoned¥ | ,
undocumented prejudlced style favoured byvnewspapere.,»~1t~r{feé
is not easy. to’ answer the "blg lie" a1med to appeal to baser
instincts but much effaort ‘has been put into reasoned
submlsslons to the great var;ety of Inqu1r1es at this present.
time of almost frenet1c self-analys$is. ' I must céntent
myself with two rebuttals to the charge og’the

‘

1rrespons1b111ty of” un1vers1t1es. First, Professor Sir
David Derham said in his ABC Guest' of Honour talk (20 July,
19‘76)\: - . ‘ ) . . B < . . ,

The truth.is, of course, that from our early days.
Governments and Parliaments have established . - s
Universities either in response to public_demand - '
or partly in response to public ‘demand &nd partly
in accordance with deliberaté governmental .

"planning. The Universities themselves have Lt

always responded to' public demand. within the

limits of their resources. The Universities

have not had a flourishing boom time with unlimited

spending powers. They have constantly been

questloned about their work . and their value. The

truth is, that tRe real cost per university student
. has remained remarkably constant for more than

twenty years and that it has been declining and

“under increasingly strjict governmental supervision

for the last four or five years.

Secondly, in his November 1977 address "New Challenges for
the University", to the Senate of The University of| Adelaide
the Vice—Chancelior,(Professor D.R. Stranks) drew attention
"-to the honourable ways in whlch ‘the Un1vers1ty ‘has >
tradltlonally met its legal and moral obllgatlons ta mzke
both fiscal and academic accountings of its actiyitie
I looklng at the changlng nature of accountability, he sa1d
among other things:

N

I believe that the Un1vers;t1es have to stand'up and
be counted. It is a new challenge and it has

5
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got to be met. Personally, I welcome constructive
criticism based on facts, but I do suggest that .
those who claim accountability in the public arena
have also a responsibility to base their comments
and their asscrtions(on rcasonable facts.

Not allfrecent proposals for higher educatlon can be excused
on the grounds that the proponents are not in a pOSltlon to
, ~know any better. vFor example the Federation.of Staff
.Associations of Australian Colleges of Advanced Education .
(FSAACAE) has been arguing.at’least'since the ‘Jones/Karmel/
Swanston Panele(July 1975) for a Unitary Tertiary Education

Commission with‘authority,to -approve or disapprov _courses
at all levels and with a recognlsable infra-stru ture of
State coord1nat1ng bodies. Th1s 15 repe d by FSAACAE in
its submission to the Williams Committee ‘seemingl on the

grounds that it Judges that the lack of homogeneity thag 1t

knows to exist within the CAE's also exists within the A

un1vers1t1es. It does, however, ‘make sense to argue that !
qbu1n1vers1t1es are autonomous and homogeneous whereas CAE's ar ‘
mneither. - It does also make sense to argue .that all séctors 9

of higher educatlon should aspire to excellence and that

un1vers1ty autonomy tempered with voluntary liaison should be

" the ultifmate model for all sectars. It is in my opinion’

grossily lrresponsible to tear down hard won freedbms and to

spurn hard won wisdoms.without even trying to comprehendx,

what those freedoms and wisdoms mean. To attempt to. do it

by using the coercive authority of the State (which is not

synonymous with the community) is to emulate such famous

free societies as Nazi Germany or the U.S.S.R. In any case,

NThe ‘University of Adelaidé has flatly rejected those parts - il

the Anderson Report which if adopted would purport to give a

Tertiary Educatlon Authority of South Australia authorlty to

exercise power over the University.
{ . .
. . , '
~Wise men know that universities best serve the community

when they are free. It .is not for me but for others to’
6
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resolve if and when the other sectors achieve the same
freedoms. If not Judged to be approprlate then so be it.
The ultimate test of excellence lS -through achievement.
thobody, except possibly a churl, would argue that our (older)
unlverSLtles have not" dlstlngu1shed themseres on an
1nternat10nal scale. It is thus‘that they honour their
answerablllty and serve ae avmodel for others, if they wish,
to emulate but not to destroy or even to harm especially
because of an unw1111ngness or perhaps an inability to work

out the nature of the/} own answerablllty -

The time has come to turn.the tide and-to demand
answerability of the plethora of mediocre pedants flung up

in and around higher education over the last five years or so.
It is tantalisingly easy fcr many to waste\%heir time
debating in-issues like "rationalisation" "ccofdination" and
the like. The truth is that those who practise the higher
education of our young are called to ‘account for virtually
every phase of our activity; we answer to our students, to
our peersg, for our research, to our paymasters and to local,

national and international communities. Answerability must _ -
now be required ©F fhe trendies, sutlers and sycophants who \L
' smokes reen the contest by pretending that to "prose on"

about zéﬂcatihg is the same as or even better than doing it.

The irresponsibilities of the T.E.C. are too numerous to'
catalogue here but a quick comparison of paragréphs 4.49 and

4.50 of the T.E.C. Report for 1979—1981 with paragraphs 1.2

and 1.4 of the Sixth Report of the Universities Commission

gives cause for massive concern.  The draft Report of the

.T.E.C.. on. Study. Leave.is_another.example .of. -how. to."prose on"..._..
in order to bewilder. The glibness of the Working Party y
beggars belief. Universities and their staffs have heen

prepared for years to defend the arguments that "tenure" and

"study leave" derive from the notion of academic freedom but,

'perhaps interestingly,

the only reasoned reeponse to have




emerged is from the Academic Salaries Tribunal.  There are
disturbing signs that academic excellence might have to be
preserved through industrial activity.. The T.E.C. is
indistinguishable from the Government and the Universities

Council role is merely-that of.-a-pawn-£o. beguile the . .. . .. <o wn
universities into aéquiesCence. In any case it is clear
that there is a need for some Churchillian ‘defiance' if
highér education is not to succumb ;o,what Alistair Cooke
calls "the malaise of the western world". Such a malaise is .
evident in higher education in Australia in the uncertainty,
indecision, confusion and downright bewilderment'resulting
from mob tyranny cynically overseen and perhaps even

orchestrated by oligarchs.

I am sure that good can come of a thoroughgoing examination
of "Accountability in Higher Education", but only if \
conducted with courage and in order that we can provide an

°

even‘bitter service to the people. Although therefore not
“jrreletant, the exercise is really peripheral to our main
purposeiahere, Ihrepeat, the ultimate test is through
achievement. Nothing will be gained and much, if not all,
. will be 1d%€‘q¥ continuing to be defensively neurotic or

neurotically défensive.

So let us preserve what we know is good and fight to make it
better. A little rhetoric does no harm in a fight; nor
does a battle-cry; an appropriate one in all the present
circumstances might well come from the South Australian poet,
Cc.J. Dennis, with his

'Lave yer bloody apathy o
Down 1 bloody chaam
"Ump uer bloody burden with
Enthusi-bloodu-asm.

"Den'

16




THF. COSTS AND BENEFITS OF POST-SECONDARY EDUCATION
ENQUIRIES: A CASE STUDY

N.A. Nilsson
P.F. Sheldrake

Post-secondary edﬁcation enquiries, like sunspots, have
roughly a ten year cycle, and like sunspots too they produce
considerably more heat than illumination, dlsruptlng ordjinary
commupication in the process. We are now rapldly
approaching the climax ‘of the present cygle which has proved
to be an unusually severe one. In recent weeks we have seen
the appearance of the Victorian Partridge Report and two
chapters of the Anderson Report; and all this comes hard on
the heels of similar State reports from Western Australia and
Tasmania, renewed though rather less public activities in New
South Wales and (again) Tasmania, and the looming presence\of
Itself - the Williéhs Inquiry. The question to be asked is,
quite simply, where is all this endeavéur getting us’ We
can begin by looking at the Partrldge and Anderson reports
~and their recommendatlons.
There was at first a feeling bf relief with both the Anderson
and the Partridge reports. With the universities it d
appeared that much of the threatened talk about future
.changes had once more come to nothing. With the colleges of

advanced education (CAEs) there was confirmation of their
earlier predictions about likely mergers and rationalisations:
with real recommendatlons now 1nstead of furtlvely discussed
.mp0551b111t1e§: On the whole, however, both reports seemed
to be more concerned with tinkering with the present system
and small scale tidyings rather than any major restructuring

of tertiary educatlon.
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But gradually attention became focussed on one particular ’
area. A most interesting change was evident in the Anderson
Report's chaptegr 10 (Anderson, 1978) with regard to State
coordinating bodies -and the role of universities. The idea
of a State coordinating body is, of course, not new and the
préscient observer of the North American scene has long
recdgnised the inevitability of such bodies being sét up in
Australia. Indeed, the State coordination of colleges of
advanced education has long been reality: . More recently we
have seen the emergence of coordinating bodies whose
responsibilitfés extend right across the tertiary or post-
secondary arena. Two such bodies already exist. in
Western Australia there is the Western Australian Post-
Secondary Education Commission (WAPSEC) and in New South
Walés, the New South Wales Higher Education Board (NSWHEB).
Now the proposal is for a Victorian Post-Secondary Education
Commission (VPSEC) together with (the apparent nigger in the
wood pile) the SOméwhat engagingly named Tertiary Education
Authority of South Australia (TEASA). )

What makes Anderson‘'s proposals for TEASA stand out is the
recommendation that this body will not merely have the usual
powers, namely to "examine and approve proposalé for the |
establishment of new courses in non-university post-secondary
cducation institutions" (as with WAPSEC), or "assess the
suitability of courses of study as advanced education
courses” (i.e., college courses; . as with the NSWHEB), nor
even just be "empowered to discuss with the universities
their requests for funding aﬁd their proposals for new
academic developments” (as in the proposals of VPSEC). In
‘the case of South Australia, TEASA will have the power to
"approve any new course in a tertiary institution" and "to

request any tertiary institution to introduce a course or

discontinue @n existing course”. And there are no
ambiguities here: "tertiary institution" includes the
A} -

10
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universities. In other words, Anderson's recommendations
represent a step in the direction of giving the States
significant new powers in relation to the universities -as

well as other post-secohdary institutions.

.The significance of this proposal can be seen in the broader
context of recent Commonwealth-State relations in education.
For the last year oxfso,there has been an important, often
‘acerbigi~gebate between the States and the Commonwealth over
changes to the existing arrangements for the funding and
administration of post-secondary education. At present,
universitiesrand colleges of advanced education are wholly .
fundedlby the Commonwealth tRrough the Tertiary Education

' Commission and its Universities and Advanced Education
Cbuncils. .Technical and Further education, however, is
alreadylgﬂga shared funding basis between the Commonwealth
(The Technical and Further Edﬁcaﬁion Council of TEC), and the
States. This somewhat anomalous situation looks even odder
- at least, it seems, to Commonwealth treasury officials -
when the compérison‘is extended to primary and secondary
education funding which is approximately in the ratio of 1:4
for Commonwealth:State contributions. There is some-
pressure to rationalise these arrangements, at least at the
’post-sécondary level, and largely in the name of giving the
States "a greater role “in directing post-secondary education". -
No-one is quite clear what this means except that it is
likely that the Commonwealth might look to a situation where
the States "top up“Afunds for colleges and universities in
the same Qay they now do for technica} and further education.
Some States would appear to prefer block funding, and thus be
'able to decide themselves on intéf;al priorities. The States
may well ffnd themselves having to make tough decisions about
the allocation of funds between these sectors as money
remains tight, and thus collect the odium which would :
otherwise accrue ;o'thé Commoﬁweaith. At the same time the

11




Commonwealth would still be able to direct the overall ’
structure 6f the post-secondary field by ensuring'its
contributions are specifically tiéd to' institutions and to
specified purposes, through the Section 96 grant system.

Another related recommendation in Anderson's report deals
with course accreditation. Universities have always been
self-accrediting by right. In the proposed terms of
referénce for TEASA, Anderson aétually recommends that TEASA
should be responsible for course accreditation and then goes
on, as if giving it all back again, to say that the two South
Australian universities will of course "automatically"”
accredit their own courses. But of course he has not given
.it all back. The Universities will be accrediting their
courses not by right but by leave of TEASA and, what is more
important, that leave could be withdrawn at any time in the

future.

Anderson's proposals might mark a step in handing back some
powers to the States. The interesting questioh remains as
to whether or not the Commonwealth will actually welcome this
proposal. Too greaf a role in deciding the structure of
post-secondary edcuation is precisely what it appears the
Commonwealth Government does:not want to give the States.
The po@er to approve or discontinue courses would mean that
the States could wield considerable power over the
‘universities and hence substantially determine the way in
which Commonwealth funds were actually used. Apart from
angering the universities Anderson may well find that his

All this received a fdrther impetus.when the Partridge .
recommendations were debated in Victorian State Parliament.
Here it was argued- that, contrary to the Partridge
‘recommendétions, the universities should be included in the
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VPSEC in the same way as the other #nstitutions. This would
mean that VPSEC too would have powers relating to course
approval and even to university staffing arrangements, the

latter representing a very significant increase to the power

of the States over the universities. It remains to be seen

of course what .will actually be adopted, but it is certainly
no secret that the Victorian Government desires much greater

control over post-secondary funding.
: v

Whatever we might think about these various proposals, one
concern which might well be shared by partisans pn both sides
is whether it has all been worth it - the‘"Stater

approach, that is. Do we really need to spend all that

Enquiry"

money to come out with the sorts of recommendations that

3

these Committees have produced?

Let us take Anderson as an eiémple. It is said éhat this
Enquiry began when the South Australiarn Minister for
Education decided that, because of certain "border disputes"
between the Department of Further Education and the Board of
Advanced Education, a working group should look into the
matter and make recommendations. It was with this time
scale and set of concerns in mind that people were first
approached on the matter. But then- things just grew. A
reasonable estimate would now put the Anderson Enquiry at
something around two years duration, &t a cost of perhaps
half a million dollars, and - well, and what else? In 1971
Peter Karmel recommended, when chairing the Committee of .
Enquiry into Education in South Australia, that the Tertiary

Education--Commission be set up. ‘Seven yeéars later, and not =

much advanced on that, the same proposal reappears. In 1977
the Bqard of Advanced Education's Forward Planning and
Devélopment Committee, as a result of a review group set up
some time before Anderson was underway, recommended a number
of rationalisations within the CAE sector, Briefly these
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included the following: that aggount should.be taken of a
steady state in student demand; that a continuing review of
pre-service teacher education courses be established; that
multi-level colleges be considered (particularly in areas
like Noarlunga, Mount Gambier and the Riverland); that the
two Whyalla colleges merge; that the Murray Park and
Kingston colleges merge; that Roseworthy Agricultural
College and the Soutﬁ Australian Institute of Technology
develop closer links:; that Adelaide CAE be closed and that
sections of Adelaide CAE be merged with either Torrens or
Murray Park CAE or S.A.I.T.; that a Committee be set up to
develop external studies; that Salisbury CAE develop links
) with the Department of Further Education to encourage further
education courses there; that Sturt CAE+ and Flinders
¥University look to closer cooperation; that the Fllnders
Street Tollege of Music be absorbed by Torrens; that
imp)oved procedures for transfer of credit be established;
and finally that where mergers or changes are proposed, thesSe
be undertaken through joint working groups set up between the

institutions concerned.

Now nearly all these things are just the ones that Anderson
has either recommended or is likely to recommend. Indeed,
apart from the recommendation to set up TEASA (which we have
alreaay noted was recommended by Karmel) Anderson seems to -
have added remarkably little to the work of the Board of
Advanced Education which only cost 78 dollars and forty eight
cents. It may be difficult to assess what makes for "good
value" in an enquiry, but to pay $500,000.00 and come up with
nothing new does not appear to be a particularly efficient. ..

use of resources.

Of course one could put all this to one side and say, well,
that's the nature of the political~pr6cess and we need the

endorsement of prestigious groups such as these to ensure

>
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that the public recognises the value of proposals which may
well have been made elsewhere. Indeed, it may even be
argued that although we are doing no more than recognising
where we have got to, this act of recognition is jtself a
good thing. This, however, is to negléct ‘one very important
aspect of these enquiries, that in the process of achieving

these less than unexpected outcomes we may let loose all -

kinds of evils. Unlike sunspots, the post-secondary enquiry
phenomenon is something we bring upon ourselves - but then
again it is an affliction we can do something about.

In asking whether they are worth what they ‘cost we have
already raised the matter of their accountability; and the
immediate financial burden is only the tip of this iceberg.
To arrive at a judgment in calling them to account we should
have to make a list of costs and benefits, and this would

" include other than financial values. Some of these may be .
‘convertible into financial terms (e.g. wasting of time
writing false submissions)-but most cannot. How far, for

examp they contribute to the malaise aqd cynicism in
bloated and puf}y child of the seventies, where staffing
is/arranged on a seller's market and where for some years
ewards have far outrun available merit? And how far, too,
do they contribute both by example and impulse to a lowering
of the intellectual standards of the enterprlse they are
supposed to be investigating in the name of efficiency? And
in general as to thisg accountability, how far are they to be
judged on other criteria than the smiles of politicians ‘and
readings on the agony-meter? How far indeed might they be
used as an instrument (for political purposes; say) for
eroding some of the very intellectual values which we might
have expected them to conserve? But where are we to start?

We should start with a clear appreciation of that
characteristic by which they differ from all other kinds of

15 R
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social enquiry. An énquiry of this!‘ind;,namely into the
knowledge industry itself, is distinctive in that it is a
part of ;he very enterprise it is investigating. " The -
relationships upon which the foregbing possibilfties were
predicated are extremely and quite distinctively intimate.
Nor fs their accountability the’only thing they share with
the enterprise they are set up to investigate. Remembering
that a sunspot cycle is a clustering phenomenon we might well,
in calling these like enqujiries to account, raise certain
other currently popular censiderations too. What about
"coordination and ratlonallsatlon"* for example? And this
is not merely a rhetorical trick. More and more there is a
tendency for an enquiry to take root and flourlsh as a
Tertiary Educatlon Committee amldst a collection ‘of other
simildr TECs, with the- occasyonal and temporary "expert"
being transmogrlfled ints a well-paid civil servant. But is
the careful orchestrat;on of all thede various effects to be
seen in the long terp as a benefit or an &vil?

-
.

We shall deal wIQh the question of their accountability first.
" Post- secondary commlttees of enquiry are set up to examine
the knowledge industry, and there are important differences
between this kind of investigation and all other kinds of

ght be the
case); ‘only that some of them aQ%1qu1te disfinctive. Other

social investigation. This is not necessari to say that
its difficulties are greater (althougﬁ this m;y

areas might well have greater difficulties of their own kind.
But an enquiry into the‘knowledge business, as well as
having to cope with all the slipperinesé of the fishing
industry or the haﬁh‘sell of the real estate game, has one
distinctive set of troubles of its own: the general problem
of the observer .reacting with the sociel phenomena to be
obeerved is exacerbated beceuse of an intimacy of
relationship which is quite impossible elsewhere. And this

1s of enormous practical importance. The object of such an
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investigatien is the knowledge industry itself, both for

itself (one hopes), and for other enterprises dependent on
it. And the activities of the investigating team are
inescapably a part of that industry: fer whatever the
concessions made in the direction of democracy, or common
sense, or cultivated amateurism, or-the representation of
interests, the people involved in an enquiry are required to
talk sense, and what is more, to embody this ih a document. .
They are required to give an account of a state of affairs
for possible action, and indeed to produce argued ‘
recommendations to this end. They are required, in other
words, to produce a piece of educational theory. And in so
doing they are Subject to the same 1ntellectual canons which
govern the industry they are investlgating "But which
particular onesg?

If‘might be objected: but their job is to produce
educat10na1 theory and they are surely expected to do more .
than look into the affairs of educatlonists. Indeed, we
deliberately avoid hiring educatlonlsts if we can, and call
instead upon the services of phiibsophere or economists or
physicists er intelligent and senior public officials. What
is more, not all reasons relevant ¢0 such recommendations as
have to be made are educational reasons. The recommendations
must be made in the real world and must therefore include

hard economic and political Caniderations.

We shall deal with the second objection first. This is to
confuse educationel reasons with educational values. One
cannot simply state that intellectual values must always be
of over-riding concern. Sometimes, as in the consideration
of the health of an irndividual or the survival of tje State,
hard decisions have to/be made‘zo budget our resources in
othert ways. But in cases like these we need arguments and

these would be educational arguments; even to the argument
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that (to preéerve one's eyés or one's reason) one's education
might have to be set to ont side, if only témpoﬁgrily. When,
for example, we protested about the shoddiﬁess of the Report
on a Fourtf University for Victoria because the '
recommendations were influenced by political consideratidns,
we were not denying the educational significance of
considering universities or colleges as "industries" in the
ecohomic sense (as C., Selby Smith does in Regional Colleges

- C. Selby SmiFh, 1975). We were relying on a distinction
between, on the ong hand, educational argument which takes
political considerations into account, and on the other hand,
political concession dressed up as argument and carrying the
.imprimatur of senior academics who should know bétter .-
(Nilsson and Sheldrake, 1977). (When the decision has been
v made simply to give way to political considerations, these

copsiderations are then called "political realities").
. ® o K
The other objection above was that the intimate connection to
. / . '
which we have drawn attention can at best Qe drawn only

between the enquirers and part of the post-secondary sector..

'They are merely operating as educationists. There are some
things, hdwever, which they must share with the whole
industry. There are rules to be observed which make for

minimal clarity and consistency wherever people are claiming
to deal competently in intellectual matters, and even here

the standard is often deplorably low. But even if we

restrict ourselves to reagoned discussion about education
this includes a'range of activities far wider than the
operations of labelled practitioners.  There is a great deal
of critical discussion on the problems of tertiary education,
"most of it informal, by ‘all kinds 6f academics - just because
teaching is/their‘job. It is true that when a chemist talks
about teaching in éhemistry his theoretical failures may not
in general count against him As a chemist; but this

immunity cannot be appealed to so readily when one's
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discipline is of d1rect relevance to that non—subJect
,Educatlon.» And it 1s not all social science, e1ther. The
contrlbutory studies to educational theory can be located
within a range which stretches from ecOnomlcs to literary
criticism. Patrick Morgan at hippsland for'example, writes .
brilliantly about our current d1ff1cult1es (too brilliantly,
it is -said, for his own :godd) from a base in an English
department (Morgan, l977)vdraw1ng clearly on the skills which
such departments ought to provide. And‘similarly for
_economists, polltlcal scientists and so on, when they turn'
their dttention to educational matters.

Accordlng to this p1cture, thgn, the 1ntrus1on of a post-
secondary enquiry is a very delicate probe haV1ng all kinds
of side effects." For one thing it has already stimulated a
whole industry of submission production'in .which complex
issues of higher education are argued under the encouragement
of  threatened closure and redundancy For this to be
converted into a general benefit there would have to be a
very strong tradition of rationality and 1ntellectual
independence in those objective tribunals. And this is just
‘what has been conspicuously absent from many .of them.' The
pressures to engage in cyn1cal self- advert1sement and the
controlled (though often furtive) slander of . compet1ng
institutions are almost irresistible. ' But even then
something could still be achieved if there were a strong
tradition of intellectual leadership in the enquiry tradition’
itself. There is now a considerable body of report writing
from which the submission- hacks can take their cues; and it
is far from edlfylngJ Who would look to6 their 1ndependent

committee of experts to save them on educational grounds

_(however Just their claim) after they had read, say, the
Karmel Tasmanian Report which effectively closed down the
Tasmanian CAE {Karmel, 1976)? So we get the production of

enormous quant1t1es of paper produced not for mutual

.
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illumination but‘by way of ammunition in a war,of slander and
perr—piay, in an atmoSphere of rumour and counter-rumour, in
a game of denigration and‘window5dressingl The three
-venquiries currently reporting, or about to'repoft_(Partridge,
Anderson and’Williams), have generated something like 1000
submissions 'and supporting papers. - (The number of -
submissions to the Williams Inquiry is 555, exactly the same
as the number of key-board sonatas written by Scarlatti, but
offering far less:Varietyf) On bend paper this would tip
the scales against three enquiry chairmen in the othe;(gég;—
provided, admittedly, that one was fairly light-weigh€ (an&

that doesn't seem very difficult to arrange

At presgnt .
there .are a number of enquiries going on at t same time and
they all trade documents so that the quantity pf material to
be read is enormous; and of this (though mucH of it'is
publicly available) the majority of the Lsecondary
practitiOne;e themselves are zntirely ignorant. And what:
for that matter, does our halffmiilion dollar seminar of
part- time.slow readers do with all that? They are in the

hands of secretaries and politicians and "expert" chalrmen.

When you are being Snowed upon in these quantltles how do you-

ever find out what is going on? Now add to that the
consideration that the spirit informing much of the indnstfy
behind this paper production is explicitly and cynically
designed to deceiVe. Whether or not there was division,
lack of cooperation and lack even of elementary communication
‘before the current season of enqu1r1es began. there certainly
is now. In the few pages left We‘shall illustrate what we
see as essentially an intellectual failure: not as we have
done before in the case of the enquirers themselves but in
the case of their'Qictims.

The Anderson Com;:Ltee in South Australia has recommended a
merger between the smaller and older Adelaide CAE and Torrens

CAE, to be "completed as early as possible”. The Adelaide
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CAE has all along protested its preference "to retain its own
identity" (Anderson, 1978, pp. 21, 18). But this is.
metaphysics. ' The combined institution is perhapé to be
called IAdelaide CAE", and the old Spanish mission building
in th%y to be retained. So what remains to be satisfied
apart fiom individual ambition and perhaps a concern for
quallty or tradition? But let us look now at the
performance of Adelaide CAE in the submission business since
the threatening post-secondary committee was set up, and
especially since the BAE came forward ﬁfzh its

récommendation that Adelaide be closed down (Adelaide CAE,
1976, 1977a, 1977b). And let us be quite clear as to what
the academically best and academically best led of the
ex-teachers colleges in South Australia can be reduced to in
the world of hard—sell ' What can a pr1nc1pal who is a
scholar in an institution with a scholarly tradition do in
the league matches where colleges are quite cynically

- regarded as big businesses and their nomadic chiefs chosen on
‘criteria usually looked for in encyclopaedia salesmen?
"Comparisons are odious", says Adelaide (Adelaide CAE, 1976,
p-2), but please remember that quality is important. And I
suppose it is hard to realize from inside that quality
.doesn't much matter in the pragmatic world of post-secondary
ratlonallsatlon. Here it is all a matter of mergers, real
estate, industrial muscle and public relatlons’”V (There is a
fine passage in their second submission (Adelaide CAE, 1977,
pP.2) in which they really do attempt an objective assessment
of the situation as a whole, includiny and despite the awful

-~ game they have been,asked to join.) But what sort of a

guaranteelis it after all - this appeal to present excellence?

This can change so quickly in institutions as vocationally

tied as the CAEs. It only needs a moderate shift in the
market. The sad thing is that the appeals to quality and
distinctiveness are probably in this case justified. But

the whole-exercise trails off in a series of rather'pathetic
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quotations from the accrediting body: about how their judges
thought their B.Ed. was "dynamic", and how they wére .
"favourably impressed" (Adelaide CAE, 1976, pp. l;f;6¥\with
practice-teaching arrangements, etc., etc. : for all th )
world like an elderly soprano going through her press-
cuttings. And when they are finally gobbled up by their
daughter institution, Torrens CAE, the whole outfit might

;911 be called, if they are lucky, "Adelaide Teachers College!

so what's all this about our not having a sense of tradition?
< .
The problems here of assimilation, however, are scarcely
academic at all. It is likely to be managed as an operation
in public relations. Adelaide CAE is an old-fashioned
institution which teaches old-fashioned disciplines like
History and English. But many CAEs have been frightened by
the ambiguous statements in the various Reports of the
Commission on Advanced Education - about the necessity‘for
"vocational" programmes and the undesirability of imitating
‘the universities. The BAE in South Australia has taken a
very narrow interpretation of these warnings and most of the
local colleges have decided to play it safe. Torrens has
been doing its bgst for some time to get rid of, or at least
to camouflage, the presence of anything as reactionary as an
academic subject. Last year the liberal studies remnant
seized the opportunity of a public enquiry to prepare a
submission about their difficulties, but they were not
allowed to send it. But now the Anderson Committee, in
addition to wishing the Adelaide CAE on them, has indicated a
fdvourable attitude to liberal studies in CAEs in the guise
of "general education" (Anderson, 1978, p. 14). The
activity at Torrens is now intense, but of course it is a
public relations activity. The epistemological climate in°
the CAES is very flexible . This is one of their main
sources of pride. All knowledge (indeed Everything) is
really One. There won't be too much trouble with somephing

.
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as sloppy as "general education". Setting about this
re-christening job in a workmanlike manner an ad hoc
committee has already begged most of theiquestions and
pre-empted the likely objections by producing a new list of
"liberal studies". English, History, Chemistry and other
antique signposts of a discredited elitist culture will now
become decently 1nconsp1cuous, until their entrepreneurs can
be re-trained or die of harj@nlng of the arteries. Such
subjects won't even be noticed when they take their places
among the crowd of topics on Torrens' list - which currently
includes "applied électricity" "fabrications" and "clay".
Ahds of course, for any conceivable subject it is posslble
that some genius could transmute it into the vehicle for a
liberal education. After all, the Sumerians built a whole
civilization on clay. But let us get back to the real world:
the CAEs in South Australia. Here the educational output is
measured in terms of glossy brochures, and the 1nte11ectua1
1n1t1at1ve 11es with committees for curricular obfuscation.
Thus, it seems, will Adelaide be at last re-united with her
daughter in what Matthew Arnold would have called "a Thyestein
banquet of clap-trap" (Arnold, 1965).

This unfortunate CAE has been for many years close neighbour
to both & university and an institute of technology, from
each of which in times of extremity it has held out some
hopes. These other two institutions have no dualms about“
the odiousness of comparisons. They haven't been smiling,
dear Adelaide College; they have just been opening'their
mouths a little wider. Not that The University and The T
Instltute (as they are known to themselves) have all that
much time for each other; but they share very firm ideas
about their "sister institution" (to quote that happy phrase
which the University of Tasmania uses to refer to the
Tasmanian CAE). ‘The_Institute looks back nostalgically to
a time when the CAEs were teachers colleges and knew their
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place;. and when the Institute had a monopoly of what they
regard as the real business of advanced education (South
Australian Institute of Technology, 1976, pp., 23-25). The
Institute by its own admission is one of a very small group
of "true CAEs", the only other examples of which in South
Australia are so small that they could readily be gbsorbed by
any decent sized institution as departments (especially by
one as big as The Institute). As far as The Ingfitute is
concerned "the ex-Teachers Colleges", as it calls them, might
just as well be lumped together again to form a sinéle
teacher education unit. But then again’if theré does happen
to be anything left over in this line of business, or if this
business miraculously picks up, it is quite prepafed to do a

bit of’teacher training itself.

- .
o . 4

>

Back in 1970 Dr. (now Professor) Mills, the author of this
Institute submission, wrote very differently about the
Institute vis-a-vis the University of Adelaide (Argue, 1970,
Pp. 7-8). Those were the stirring times when Eric Robinson
was exhorting the new (and therefore, of course, "exciting")
CAEs to "compete" with the universities and to resist any .
attempt to define a merely "complementary” functipn for them
(Golding, 1970, p. 17). "Certainly” said Dr. Mills éhep,
"in South Australia the 'South Australian Institute of
Technology has been almost invisible under the shadow,
physically as well as spiritually, of the University of
Adelaide, and I suppose this must have been one motive for
the relocation of the Institute on a new campus well
separated from both Universities". "I would be most
interested", he said, "to try to discover exactly what it is
that is so unacceptable about the universities". "There is
such an apparent unanimity that the CAEs must not be allowed
to degenerate into universities....".But more than anything,
he warns his staff, they must heed the warning "not, in a

phrase dear to our own Director, to ape the universities...".
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But things have changed, and times are bad., Whatever "our
own Director" may have said back in 1970 the good doctors at
the old School of Mines, now call themselves "proféssor" to
thé great delight of the locals. Professor Mills stresses
in his 1nst1tut10n s submission to the Anderson Commlttee
that they should not forget how much the Institute has
"benefitted from its lohg association with the University of
Adelaide, mentioned earlier" (The South Australian Institute
of Technology, 1976, p. 5). Ana f don't suppose you can
blame them. "In all this", says Professor Mills, "the
Institute is behaving as a mature institution".

. It is in the matter of teacher training that we get some
insight into the real politics along the borders. * The
official University of Adelaide report is a fairly lofty one.

— The University hasn't, like the Institute, the distasteful

job of disowning its poor relations ¥ indeed, as a univérsity
with cosmopolitan connections it need scarcely acknowledge
the existénce of other institutions. But now it has been
asked to do so by an intrusive committee, and must get
together its supplementary submission. It is aware, of
cdurse, of certain false rumours. It raises its eyebrows
and begs the Enquiry to forward any such allegations for
summary disposal (The University of Adelaide, 1977, p. 37).
"But cooperation requires a little give as well as take“,
they said. We all need students. Nevertheless the
University of Adelaide is "stfongly opposed" to inclusion in

any '"Tertiary Education Coordinating Board at the State level".

Certainly such' a body could well keep an eye on and "exercise
some useful restraint on CAEs", who if they get the chance
yill certainly poach on University "functions". Functions?
Well,rﬁerhaps there might be "some overlap" (emphasis added)
where the universities may develop at their own >
discretion and from their own distinctive point of view

something which the CAEs also do in their own way. The
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'University.concedeé that in profeésional‘training a shared
end-on pattern might be possible - and they mention the case
of legal studies which they share with the Institute. As
long as. congiderations such as "staffing"” do not give rise
to dlfflcultles (The University of Adelaide, 1977, pp. 40, 42,
45, 45-46). ] '

But what about teacher education? Adeldide CAE offers a
post-graduate diploma in Education for student teache;g w1th
university degrees. Is this to be encouraged? The
university\itself does not comment but the University ‘
Department of Education in a separate submission has a lot to
say (The University of Adelaide Department of Education, .
1976) . It is mainly twaddle; but would it ﬁéverthelgss,lby
the very fact that it was written by University étaff,
reflect what the University might call a "staffing
difficulty"? Like the Institute they look back nostalgically
to the days before CAEs were inventgd. Upniversities, they
believe, are inalienably vocational institutions. There is,
they admlt, a need _for a kind of non-university "post-school
educatlon that is closely responsive to community needs ané
demands", and which is conveniently enshrined in the "idea of
a community college Not that the universities owght not
also to have a role here if they choose. Indeed the
University of Adelaide, they point out, was until the 19508 a
bit like.a community college itself. But there is undenlably
a need for a kind of community education which the Univergity
need not necessarily have to participate in if it doesn't
want to. Ahd tha;'s where the CAEs shquld be placed -
fairly and squarely? They should -become community i
colleges. But fhe Institute on these criteria would become
a third university! Why not? All this would iqvolve
"phasing out or contraction of the teacher training functiong
of these ex-teachers colleges. And incidentally, "the
existing Department of Education" in the University of

L4
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. Adelaide "will need to be developed". Insofar as there is
any argued case for all this it goes something as follow5° ‘J'
"Education is the pursuit of understanding". . The ‘pursuit of
understanding is essentially the business of universities.
Therefore everything that involves understanding is
essentlally the business of- unlvg/sféles including all
vocational training "beyond mere training of the most basic

t

mechanical skills" - because this "leads necessarily to the

development of advanced studies, research and scholarship" -
(ouf emphasis). S0 much for: Where? Now for: How much?
"It is hardly rational to wish to restrict or limit such
pursuits"”. "There cannot be an excess of educated people",
And in particular; "To reduce Hrastically the number of
students in uniVe;sities would be the first Step towards
‘dissdlution"”. A} i ,

The'premises are either silly or tautologous, and the
arguments do not follow. But there is no doubt that by ~
association of jideas we are nudged along into entertalnlng

the idea that the University of Adelaide Department of
Education ought not to get any smaller (The University of
Adelaide Department of Education, 1976)

Ail this was too much for Adelaide CAE and in the Eubsequent
attle of the Platitudes they encouraged one of their own
sknior educationists to try to beat their traditional

ad ersafieé at their own game. "The needs of individuals

and society are best served by eaucation which is appropriate

to their needs", he thundered. "Extended education without

apprOpriite'figour lacks reallvalue" (Adelaide CAE: Walker,
. 11977). In this war of giants what is thkre left for us to

do but stop our ears?

It is instructive fo note here, because it is so much more

blatant than in the general University submission, that even
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staff in un1ver51t1es who openly advertise their vocational
concerns are yeé able to deny that they ought to be "brought
R under the aegis of any State post-secondary educat10na1
‘authority" (The University of Adelaide Department of
Education, 1976, p. 1ll).

Much of this is predicated on the assumption that
universities are above parochial control because they are
centres for the realization of "the ideal of disinterested
scholarship”, and are piaces where the student teacher "for
a few years comes into contact with advanced scholarship"
(The Unlverslty of Adelaide Department of Education, 1976).
- But thls is dangerous stuff on two grounds. First, student

teachers go into the schools not to ‘teach Education but to
teach Physics, or English or Mathematics or History; and
contact here with advanced and even dlslnterested scholars is
qu1te compatlble with the kind of shared end-o n arrangement
acknowledged in principle, as we have seen, by the official
University statement. They don't need to cdme .into contact
with educationists in the University at all. And, secondly,

: what are we to think of a document like thisws‘Pmission by

“the University of Adelaide Departmeht of Education as a work
6f disinterested or even of moderately advanced scholarship?
There are many people inAuniversiuﬁes who talk nonsense about
what they are doing, especia%}y when it affects their
survival. And this is so even with otherwise excellent
scholars in Physics and Englisn, in Mathematics and History.
But in all this, Education is quite distinctive and very
vulnerable: and this is perhaps unfair. When they talk
about what they do they show what they can do (or at least
what they are prepared to settle for when pregsed). There
is no escape, however: for when they do so they are

practising no other discipline but their own.
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IN NEED OF FURTHER 'RESEARCH ON THE PRODUCTION AND PRODUCTIVITY
OF TERTIARY EDUCATION IN AUSTRALIA &

5

William Georgiou*

r'd

e
In recent years the Unjted Stgzgé of America, Europe and, to
some extent, Australia have witnessed an upsurge in the
concernWith and research efforts on the effectiveness of
educational institutions in learning, and on the success with
" which physical and human resources are utilised within the
educational system to achieve given objectfves.

The riasons behind this trend are not difficult to find and
they can be attributed to two main factors. = Firstly, the
growing share of national income allocated for the provision
of educational services has increaged the interest of
legislators, administrators as'ﬁgif\aa academics in findiné
out whether the social.returns received from additional
investment in educapion are sufficient to justify the
neceiiary expenditures involved. Secondly, the slow-dofin in
government financial sqﬁport which followed earlier perio 8
of accelerated growth, coupled with declining student demand
and adverse demographic changes, has highlighted the need for
more appropriate resource allocation decisions, not only for
the purpose of satisfying public accountability requirémenta,
but indeed in many cases for ensuring the survival of

-

educat%ﬁnal programmes and other activities.

* Comments by R. DeBats, H; Walker and P. Franklin on an
earlier draft of this paper are gratefully agknowledged.
The views expressed are those of the writer and not

necessarily those of the §.A. Board of Advanced Education.
<
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A considerabie part of the researcp on these matters ‘has been
carried out making use of the esonomist's concepts and tools

and, in particular, the theories of production and resource
allocation. - The present paper follows this generaQ-approach

and is concerned with some of ‘the important issues affecting

" educational production economics research. It is broadly

divided into three.parts.b~ The first part providés a brief
outline of. major earlier remgarch on estimating the
determinants of e%ucationa;%::ﬁduction and evaluating \', -
productivity in education. In the following section an
attempt is made to assess the validity and reliability of the
assumptions forming the basis of these research studies and

to consider the relevance‘qf alternative hypotheses, with
particular referénce to tertiary education\ ‘" The fihal part
points to some of the 1mp11cations of the discussion for the ,
formulation of educat10na1 policy pt both the institutional

and national levels. .
- a4 . *

» A
For the benefit of those not familiar with ecoqgmic and
statistical theory, consideration of the technical aspects of
the topic has been kept to a minimum. It must be emphasised,
however, tha{'an empirical applitation of the theofetical
prfncipleé/outlizéa in the paper requires both considerable
knowledge and ridorous application-of econometric and .
statistical techniques.. . . L ‘

g [

AN OVERVIEW OF RELATED RESEARCH : ~ -
Since space and time limitations will not allow a complete
survey of all contemporary research studies on the importance
of educational institutions for scholastic achieJ@ment and
the estimation of an educational production function (which

specifies the technological relationships between edficational
outputs and inputs), the present discussion must bgf contained
within the bounds of a representative sample, “« wever,

-
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seleEtion of the components of thls sample.cannot be . an
entirely objectiveiprocedure'and‘therefore‘studies deemed by
some to have. been important mayvhave been omitted: The

" criteria for Chposingvbetween the number of existing research
efforts are’twofold; f1rstly, that the 1nvest1gatlon opens
up new avenues to our theoretical and practlcal knowledge of
the learn1ng proc s,.and secondly, that the analysls carrled
out can serve as. the basis of further research and fac111tate
¢omparisons with other availabile f1nd1ngs. ’

One research work wh1ch sat1sf1es these cr1ter1a is that of
'Coleman et al.(1966) which assesses educatlonal 1nequa11ty in’
 the .American school. system. : AIthough dev01d of an exp11c1t
methodological model of the educatlonél process, the Coleman

study was based on the- assumptlon thaf*fﬁ‘”educatlonal
,performance of students could be related to factors’
represent1ng the contemporaneous influence of character1st1cs
of the1r famlly background the soc1al composltlon of the
school the students' initial endowment or innate ablllty and,
f1nally, the quality and quantlty of the educational inputs -
available, such as teachers, llbrary bdoks, and so on.

. .
The findings of the Coleman report were a challenge to..
conventional w1sdom about the" effects of schools on
scholastic ach1eVement and social equallsatloh and, as it
was once said, they provided a powerful critique of the mythsA
of American education (see Mosteller & Moynihan, 1972: 5)-.
' Brlefly, ‘the main results that emerged from ‘the study
suggested that famlly and socio-economic factors were by far
the strongest determlnants of student performance, in
contrast to school resources which appeared to have only a
small bearing on achievement; among school resources,
teacher characteristics were of some importance, but other
indicators such as expendiﬁﬁre per'student, volumes of
library books and so on, hhd little or no effect. d
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A.study in the U,K.,similar in origin and objectives to tne
Coleman investigation was the Report of the Central Advisory
Council for Education (England) (1967), usually referred to '
as the'Blowden Report.'v Concerned primarily with the issues .
affecting the primary education of ch11dren and their,
transition to secondary educatlon, the researchers sought to
establish the factors onderlylng the educational achievement
of students. Following the evaluation of collected data, it
was a;leged-that parental attitudes were considerably more
important determinants of educationalkachievement than either
home background factors‘or school inputs. '~ Of the school’
inputs group, the guality of teachers was found to be most
closely related to school per formance as teachers with more
experlence and better tra1n1ng appeared to be associated with

hlgher levels of achievement.

-

-

Research carried.out by Bowles (1968{'1969) for the purpose

" of specifying and estimating an educational production
function, explored the'conceptual and methodological problems
involved in the subject and prov1ded a framework of bas1c
ground-rules for the design and 1mp1ementatlon of such an
empirical 1nvestlgatlon._ Central in Bowles' research work
was the attempt to est1mate the parameters expres51ng the
structural relationship between educational output and
educational 1nputs. As in previous studies, variables
chosen to represent the.relationship 1nc1uded an array of
social class and school service factors, but im addltlon,
Bowles attempted to provide a rudlmentary model ‘of the®
1earn1ng process in support of the a priori specification of

‘the postulated links between the variables. ' _ —

The ,conclusions of Bowles' studies are in contrast to
previous suggestions that school resources have only small
effects on student achievement. Without denying the -
importance of family background factors, Bowles argﬁed that

1
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that school service variables were significantly related to
school performance and that the poor results derived by
earlier research works, in particular the Coleman studyheould
be attributed to inappropriate statistical analysis.

In the Australian context, the effectiveness of the school
system has been the subject of two notable studies, one
.carried out By Keeves (1972) and another, which formed part
of the I.E.A. Science Project, evaluated by Rosier (1974);
The objective of Keevés' work was to investigate the. -
‘interaction between scholastic achievement and the structural
and environmental effects of the home, classroom and peer
group. The'study's empirical findings suggested that
- structural variables of the home environment had only a small
direct effect on achievement, but that they eould influence
performance indirectly'via their effects ‘on attitudes. In
addition, and»raﬁhe; surprisingly, Keeves associated greater Ty
scholastic achieveﬁent’With larger class sizes, at least
within the range of 15 = 45 students pef ciassroomMK Results
on teacher characteristics, howevef,‘were more in line with
previous conclusions suggesting that experience and speEial
training were significant contributors to student performance.
" Finally, Rosier's results indicated-a positiye/relationship
between school service components and educational performance
and, in particular, achievement in science appeafed to be
linked with the availability of' ancillary staff, careful
planning of courses, preparat}on of teaching material and

dedication of teachers.

a

,The survey has thus far been restricted to research studies,

+ the prime aim of which has been the assessment of the
effectiveness of schooling and the specification of the
structural relations of production. A closely related field

- of research is the oné concerned with the productivity of
the educational sector (this is defined as the ratio of

35




educationaleutput to edﬁcational inputs. More details
aboyt the nature of the outputs of and inputs into education
are given in the following section.) '

A longitudinal investigation into the productivity of the
British university system was carried out‘by Blaug and
Woodhall (1965) . The research was based on an analogy
between productivity analysis in an industrial environment
and in education, but the analysis was extended beyond the
productivity of labour inputs as is often the case with
investigations-of industrial productivity, The :
methodological approach of the study involved ﬁhe
construction of composite indices of educational output and
inputs and the comparison of the resulting output/inputs or
productivity ratios. - On this basis, the authors concluded
that there had been a steady trend of declining productivity
in British universities in the period 1938 - 1962, implying
increased resource costs for the production of the same
educational product. This phenomenon was largely attributed
to the alleged failure of British universities to innovate
and to adopt new téchnological metpods of instruction.

Following the adoption of an analytical framework similar to
that of Blaug and Woodhall, Hettish (1971) also reported a
decline in the productivity index of Canadian universities
between 1956-57 and 1966-67, but he took the view that
students' foregone earnings rather than technological
innovation played a dominant role in determining‘this trend.
s
Although the narrow survey here clearly pfovideé an
insufficient basis for firm conclusions, at least two
observations appear to be in order. Firsﬁly,'research on
the effectiveness and allocative efficiency of the
educational system has been carried out using a number of
conceptual and methodological approaches and data of

.
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differing quantity and quality. It is scarcely surprising,
therefore, that the findings often exhibit a significant

degree of variation and inconsistency. Secondly, it is
possible that improved research results could be obtained by
"replacing some analytical assumpﬁions with others more
“theoretically justifiable and/or amenable to improved methods
of measurement. - These considerations are examined in ﬁ;re
detail below. |

IN SEARCH OF ALTEPNATIVE MODELS OF ANALYSIS

Once the research o6n educational production and productivity
has been put in perspective,.several aspects become evident.
For example, almost invar;ably‘educational output has been
postulated to bear a linear relationship to educational
inputs. This hypothesis implies that each unit of input
makes the same contribution of ser;ice irrespective of the
level of utilisation (constant marginal product) and ﬁhét
there is no interaction among the various ianFs'(additive
effects). Although in the absence of a conclusive theory of
learning the appropriateness of this éssumption has often
been accepted unchallenged, it should be pointed out that
intuition and the‘scanty evidence available prOVide little
justification for its support7 Students' performance, for
example, can be expected to be influenced by student
attitudes toward learning and these in turn may be affected
by the quality of the teaching staff; simjlarly, common
observation suggests that increased resource use generally
leads to a declining marginal product.

What often lures researchers into adopting a linear model of
analysis is the computational difficulty usually encountered |
in the estimation of non-linear relationships. In some
cases, however, the advantages assqciated with linearity can
be obtained from alternative specification of non—lineark

models (for example, a Cobb-Douglas production function is
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linear in its logarithms), and in such circumstances their
use may be preferable as the likelihodd of specificatiop bias
in the results will be réduced. Although some :
experimentation in this direction has been made with
satisfactory results (Hanushek, 1969), more widespread

-

application has not eventuated.

Apart from the form of the mathematical relationship between
outputs and inputs, another-common characteristic of
resear&h studies in this field is the concentration of the
analysis on a range of variables, the relevance and
theoretical jpstification'of which is open to question.
Looking initially at edudatidnai output, empirical
investigations in the past haveggmployed a variety of single

measures'such as the number ees annually awarded,
credit hours, the present valu f life-long earnings and so
on. The majority have relied by far, however, on measures

of standardised achievement tests in verbal ability,
mathematical proficiency and other similar indicators of

academic performance.

Such proxies of output facilitate the éppliqation of
quantative methods to our fesearch, but it must be recognised
that they help to create a very partial and often misleading
impression about the role of educational institutions in our
society. To avoid the pitfalls resulting from this -
'approach, it is essential that our research takes explicit

account of the following considerations:

1. that educational institutions, from the primary through
to the tertiary levels, are multi-product éntities
striving to achieve multiple rather than unitary
objectived. Tertiary education, for example, must be
seen as providing not only the necessary Qoéational

skills to augment the graduates' income earning power

~
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(a possible indicator of teaching output), but also as
helping to develop social and political norms and

values which benefit society at large (externalities and
consumption benefits). Admittedly some of ghe
objectives in question may be ambiguous and not strictly
measurable in quantiﬁative terms. These problems,
however, do not appear to be insurmountable, especially
if the results are derived of the basis of seveZal

assumptions.

that in addition to the previous products of the

educational system, universities (and, to a lesser
degree, C.A.E.s) produce an additional kind of output,
research. Due to its elusiveness, this aspect of
educational output is almost always omitted from studies
of educational production and productivity but, as with
the externalities and consumptlon effects previously
mentioned, its exclusion tends to understate the
societal contribution of‘these institutioqs. It has
sometimes been suggested that a measure of the research
output might be obtained by taking count of the books
and articles published during a given period or by
equating research output with the value of inputs
necessary to produce it. The national accounting “\x
approach identifying outputs with inputs is clearly
inadequate and 1nappropr1ate when the same unit of input {
contributes to the production o6f more than one output

or when productivity is not constant. The publications
method could produce more satisfactory results,
particularly if different weights were assigned to the
various writings. It should be noted that, in theory,
best estimates of research output would be derived by
using "shadow” prices to value the benefits expected to
accrue to society as a result of a given research

programme. Lack of appropriate data, however,
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generally pfohibits_the application of thisyapproach.

3. that measures of educational inputs in the production

process must represent the portion of service potential
consumed in the generation of educational output.
This normally will necessitate the adoption of a flow
father than a stock mefhod of inputs measurement. A
réﬁated point refers to the treatment of time spent by
students to attend courses as a productive factor.

\ Despite the widespread accéptance that students' time is
not a free good,. there is still some tendency to exclude
this input from models of educational production and
productiVity.' The result can be expected to lead to
specification errors in the analysis and bias in the

findings.

Finally, gome mention mMust be made of the aggregation
procedure that input measures have to undergo prior to being
‘ used for analytical purposes. The process of replacing
individual variables with aggregates in economic theory is
subject to specified requirements that must be followed for
optimum results. These requirements, however, are often
unattainable in education (e.g. lack of appropriate market
prices for certain inputs and outputs). Moreover the high
levels of aggregation generally adopted tend to'reduce the
meaningfulness of the underlying variables. For empirical
investigations, both aspects represent undesirable situations
but the problem has by and large been ignored in educational
research. As a consequence, the result is likely to be

what Bowles termed "the frequent use of .... spurioug factors
of production” (1968: ‘36).

vVariation among studies in educational production research
may be observed not only with respect to the variables
representing the educational inputs or outputs but also in

’
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connection with t:; analytical techniques employed to derive
empirical estimafes of the production parameters. The
methodlmost'frequently encountered in the literature is
multiple regression analysis (e.g. simple least-squares, two-
stage least-squares and so on) but alternative techniques
such as variance decomposition may also be found.

As it is known, multiple regression analysis aims at

. ' . \ .
explaining variation in the dependent variable (educitional
output(s)) by reference to the changes in the explanatory

independent variables (educational inputs). The relative

~significance of each independent variable is represented by

the partial regression coefficients, and 'a significant
portion of our analytical operations, is conce}ned with the
use of existing data to obtain empi:)cal values of these
coefficients. Least squares techniques will, under certain
conditions, enable the derivation of "unbiased", "consistent"
and "efficient" regression coefficient gstimates, but
whether .the requireménts can be expected to hold in the

tertiary education environment is a rather contentious jissue.

In earlier research these conditions were achieved, partially

- at least, by assuming that educational administrators knew

)

little about the production process and various political and
legal constraints prevented them from maximising resource
use (Bowles, 1968: 16). But the rejection of an optimising
behaviour for administrators begs a question very important
for empirical analysis of educational production, namely,
what do educational administrators seek to maximise?
Reference to modern microeconomic theory provides us with
some working hypotheses for investigation, but further
research is needed to arrive at a more appropriate
behavioural model. - Theories of managerial behaviour
developed in recent years suggest that a firm's management

seeks to maximise its utility subject to a minimum profit
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constraint. This utility includes goals such as the
'max1mlsat10n of sales, of product demand and capital supply
and, finally, of personal prestlge, earnings, security and
status. To the extent that some common ground may be found
between the basic objectives and functions of the two groups,
a plausible analogy could beldrawn between the goals. of
firms' managers énd those of educational administrgtors.

The result might‘be called a.theory of educational
managerialism and it could find practical application in

analytical models of educational productior.
-

The statistical method of variance decomposition was used by

Coleman et al (1966) in testing the significance of the
variables in the E.E.O.R. study. Briefly, this procedure
seeks to\assess the importance of the explanatory variables
in the model by reference to the contribution that each one
makes to the variance of the dependent variéble. It must
be noted, however, that the results of this procedure are
heavily dependent upon the ordering of the variables in the
model, so that the introduction of a certain variable first
will result in assigning both the unique and the joint
component of the explained variance to that variable. On
these grounds, it has been suggested that the high
significance of family background and small effectiveness of
school services reported by Coleman et al could be attributed
to this characteristic of the method since the family
background factors were entered consistently first in the
analysis (Hanushek & Kain, 1972). .

~ ’ - ’.
So far the discussion has centered mainly around the factors
affecting the quality of school effectiveness and educational
production models without direct reference to the theoretical
basis of attempts to measure the productive efficiency of

tertiary education institutions or that of the system as a

.
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Turning to this issue, while there is no doubt that .
measurement of productive performance can make a very useful

contribufion to educational policy by facilitating

educatignal planning and efficdient resource utilisation at
“either the institutional or the national lébel, there seems
té\be considerable uncertainty whether the.productivity-ratio
investigations carried out in the past are capable of
bqpviding the appropriate information. Critics of such
rgsearch, for example, have pointed out with soﬁe reason that
the lack of.a market for educational products and the '
possibility of quality changes in educational inputs and
//oufbuts over time, make the analysis hazardous and render )
- edycational productivity a concept of considerable ambiguity

(e.g. Bowen & Dohglass, 1971; Johnson, 1965).

A productivity measurement approach which does not present
some of the above problems has been deyeloped by Farrell
sr§57) and consideration of its prospects of application in
tertiary education appears to be a worthy task. Essentially
the method involves t®ie distinction between and measurement
of anfentity's technical efficiency (representing the success
in producing maximum output from a given set of inputs) and
its price efficiency (representing the success 'in best

combining the productive factors given their prices), and it

arrives at a measure of overall efficiency by taking the
product of the two categories. The'major difficulty with
the analytical application of this approach is the
presupposed knowledge of the production function, and as the
foregoing discussion has suggested this information is
scarcely available, at least in the Australian tertiary
education scene. Furthermore, the'method is preoccupied -
with allocative aspects of efficiency and it takes no account
of other, perhaps mofe important, prbblems associated with
hyman motivation such as "X-inefficiency" (Liebenstein, 1966).

-
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SOME IMPLICATIONS FOR POLICY - - ’

Few will deny that in recent years tertiary education in
Australia has been the subject of considerable political
"bashing” and this may be observed in both the attitude of
the public media and in a variety of government decisions,
such as the curtailment of new educational initjgatives, the
aBolition_qf trignnial funding and, more recently, the
enquiry into study leave provisions for academic staff.
Nonetheless, education is a "publicwfdod" (in}fhs‘econamic

sense), and consequently the decision ncerning the ~

quant!ty and the quality in which it is f be made available

to citizens must be made in the pdlitical)arena.
The concern of this section is not to d

justification Qf t publicity and vernment actions, but

rather to bring ications of the

foregoing discussion so that educatighal policy - the outcome
of the political decision making -~ ¢an be designed to serve
better the needs of our socxety whflst at the same time

making more efficient use of the/nation's resources.

A prerequisite for any informed and balanced educational
policy is the knowledge of the structural relationships ,
underlying the educational process. Although some
pioneering, but nonetheiess elementary work has been carried
out in the areas of primary and secondary education, the
field of tertiary education still remains essentially
untouched., This is a conclusion of considerable importance,
since the nature and relative significance of productivé
factors in, say, primary education may vary considerably from
those in tertiary education and, consequently, the
unqualified application of the tentative empirical results
accumulated in that area .may result in the development of

policy strategies which are not only irrelevant but harmful

e
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to tertiary education.

. \
With the above qualification kﬁ'mind, we may ponder over some
of the existing findings. Evidence seems to.suggest that
the importance attached to some of the educat10nal 1nput§
sacrosanct in conventional wisdom (as well as in the minds of
some admlnlstratorg and academics) is not always justified.
An apparent example of these is small class size, at least
within a certain range. There is sufficient redson to
believe that the sizeable expenditure. usually associated
with the teachipg’ggzziall classes does not enhance gtudent
per formance to .an extent sufficient to justify the premium
pald If this is true, then universities and C. A E.s need
to rethink their teaching meg¢gds in order to reduce their
costs and/or to make more efficien§ use of the fin cial
resources available.. ’ av
|
A related issue concerns technological innovation in teachlng
techniques and methods. If there is a declining trend in
the productivity of the tertiary education sector and
unfavourable comparisons with the productive efficiehcy of
other service industries are in order, thé cause might to
some extent be found in the obvious reluctance of tertiary
education institﬁtions to adapt their teaching methods to the
rapidly changiﬁg technological environment. This is not to
imply that personal contact in teaching should be
relinguished overnight in favour of, say, programmed
instruction, or that in gome cases it should be placed at
all. What it calls for, however, is an evaluation of
comparative costs and performance at the institutional level
in" an effort to ascertain how the quality of education
offered cohld be maintained while minimising the associated
cost of resource commitments. Admittedly the tenure in
employment of academic staff in universities and C.A.E.s
makes the critical look and sou}—searching necessary for such
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~an approach d;ificu +-~ Appropriate incentjves and staff

_redeployment policies determined at the national level,
however, could ameliorate its prospects congiderably. ~
¥ -

A second major implication of existing research is that there
is a fair amount of confusion and uncerfainty as to the
functions of educational institutions in spciety ‘and how_we
could best measure their services and contribuéion for
~analytical pufposes. Indicatars of tertiary education
output such as annual number of dégrees awarded, credit hours
and so' on clearly capture only a fraction of the serviges

per formed by universities and C.A.E.s, and consequently the
development of more sophisticated, relevant and reliable
yardsticks of their outputs are an urgent task for
educational fgsearchers. The question arises whether
existing indicators could be used in the formulation of
éducational.policy aimed at achieving wider social objectives
such as™equal educational opportunity for women and ethnic

or racial minority groups, more equal distribution of incomes,
reduction of <:ructura1 unemployment and the 1li " Research
such as the Coleman g&_gl'(l966) and Jencks (1972studies
suggest that the effectivenesg'of educational insti tions
(schools) as equalising agencies is limited. These results,:
however, have emerged from a very narrow interpretation of
the educational system's contribution. Hence the inclusion
of educational pblicy in a package of .social policies
requires that better methods of measuring educational results

- ‘ : (

The final consideration here relates to recent attempts in!
geveral Australian States to rationalise the production and
distribution of educational services by reducing the number
of institutions available in the "industry". As a policy
instrument, the resulting mergers have considerable rationale
in that they may‘ﬁblp with the economic viability of

\ -

be developed.
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institutions’ and intrease academic d1vers1ty in a time of
7dec11n1ng student demand However, in view of the-
likelihood that a number of the present-adversities facing
t tertiary education‘are expected to perSist'only in the short
VOr medium term (e.gq. downturn in economlc act1v1ty, decline
in births, cutback in migrant 1ntakes, to mention a few),
there is 'a danger that by pursulng an indiscriminate pollcy
of mergers we may gain s1ght of 1nd1v1dua1 trees but lose v
_s1ght o6f the forest as a whole. To put it in a different
way, we could be allowing short term cons1derat10ns to
overshadow -long term ones. Little is known from educat10na1
research about the behaviour of large institutions, but some
of the avallable results “suggest that technologlcal
1nnovatlon and adaptlon as well as responsiveness to
'communlty demands decrease as the size of educational
institutions increases.  Such findings are consistent with
economlc theory of monopolistic and oligopolistic behaviour.
It would ‘appear, thcrefore, that substantlally more ‘research
is requlred into the long term effects of currently proposed

institutional mergers: prlor to ‘effecting educat10na1 policies
to bring them into belng

/

’

This paper has sought to prov1de appreciation, of some of the
major problems and areas of def1c1ency encountered in
educational economic production and.product1v1ty research.
Expansion- in our present state of knowledge appears to be
essential for effective educational p011c1es and eff1c1ent
resource allocation. o
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A PRACTICAL MODEL FOR ACCOUNTABILITY IN HIGHER EDUCATION
. - THE DDIAE EXPERIENCE

o

«

Post-secondary education in Australia is in a sﬁate of
transition and uncertainty. Investigations at the State and
Federal ievel into the operations of this industry emerge
with monotonous frequency. Yet such investigations rarely
result in qualitafive improvements in the educational system
which satisfy the future educational needs of Qpr society.
Rafher, they are concerned with the clarification of the
bureaucratic structures set up to coordinate and control an
ever-widening range 6f institutions.

Three basic factors have given impetus to such investigations.
These factors are: anticipated reduction in the rate of
growth in demand for higher education brought about by
demographic and economic pressufés; the increasing costs
associated with operating post-secondary institutions; and
the changing political and economic climate within which such
institutions operate. The more genergl political climate is
also important. Events in Queensland recently, where there
has been direct'interference from politicians, supported by
groups of concerned citizens, into the curriculum of primary
and secondary schools, may e&entually threaten poét—

" secondary institutions, particularly if they do not enjoy the
confidence of the public.

As a result of these investigations, and because of the
stated desire of the Federal Government to reduce the real .
level of public expenditure, the growth of the post-

'
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secondary education sector has been restrained. _ Such

restraints have occurred at a time when ‘sectors of the
community are critical of éhe producté and processes
employed by pOSt-Secondary institutions and are demahding
change. Therein lies the dilemma. Change within post-
secondary\ institutions is'difficult in an environment where
such insfitutions are faced with heavy fixed financial
commitments, a decline in the real level of resources and
government restrictions on their ability to develop new
programmes and delivery systems more suited to changing

student and societal needs.

In his 1972 Annual Report, the President of Harvard ‘
'University commented on this situation when he said: "Funding
an institution that cannot articulate its purpose is foreverl
vulnerable to the outside world on which it ultimately relies
for it; existence. In the long run, the support given to
colleges must depend upon cogent reasons rather than
.conditions of convenience. Colleges can supply such reasons
only if they are able to provide a compelling statemeht of‘
what they are attempting to achieve for their students,"

(Bok, 1973).

The formulation of such objectives in many instances runs
co:nter to the attitudes of existing staff. The second
Newman report has highlighted one of the major impediments
to the development of proper planning models and
consequently the attainment of public confidence when it
suggested, ".. there is too much evidence that given the
chance institutions and their faculties will be inner
directed to teaching what they want to teach, lecturing in
the style they find comfortable and concentrating on
students they find compatible,” (U.S. Department of Healtl,
Education & Welfare, 1971). -

¢
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In order to counter the ‘imposition of objectives and
assessment programmes by centralised authorities, in order to-
adapt to ancitipated future changes in the level and type of
student demand, in order to demonstrate cognisance of public
needs and requirements, and in order to ensure as efficient
and.effectivé operation as possible, the Darling Downs
Institute of Adqanced Education has completed an evaluation
of its activities. The model employed in this evaluation isg
the major focus of this paper, which describes the basic
components of the model, the Procedures used in its
,application, problems and benefits associated with its
implementation, and a review of the implications of the
approval. '

THE SYSTEMATIC MANAGEMENT MODEL FOR ORGANISATIONAL REVIEW
AND DEVELOPMENT

The System;tic Management Model for Organisational Review and
Development ‘was developed for use by administrators of
service~based organisations in the Preparation of long-range
plans for organisational change. The model is based on
general systemstheory concepts. '

all organisations, including pPost-secondary institutions, are
formed ' to carry out a task and, hence, they can be described
as systems. Colleges and universities, as Systems, bring
together resources (students, teachers, money, facilities)
through a predetermined Process (curriculum, extra-curricular
activities, gpécial programmes) and produce results (learned
graduates, the identification of new knowledge or locgl,

State and national service),

These general systems theory cohcepts provide the basis upon
which the Systgmatic Management Model for Organisational
Review and Development was designed and employed, While the
model is used for the evaluation of institutional performance,
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and hence as an accountability measure, the evaluation stage

e

is identified as a step in the bverall design to bring about

desired change in the organisation. Therefore, applieation
of the model in an accountability programme results not only
in the definition of problem areas and problems, but follows
the evaluation process through to the identification of a
plan for correcting such problems. Diagram 1 illustrates
the various stages in this sequente. The specific purpose
of these stages, and how they werelimplemented at the DDIAE,

are described in the next section of this paper.

THE SYSTEMATIC MANAGEMENT MODEL FOR ORGANISATIONAL REVIEW AND
DEVELOPMENT IN ACTION

Activities for each stage of the review were directed by a

central committee (the Organisational Review Committee)

consisting of the Chairman of. each School, the Registrar, the

‘Director and other senior administrators. The basic

functions of this Organisational Review Committee were to:

(a) plan and coor%i:iig activities for each stage of the
review; '

(b) ﬁrovide avenues for input from varidus Schools into the
review process;

(c) provide a communication link from Central Administration
to staff through thec Schools concerning the )

organisational review process and progress.

STAGE 1 - ENVIRONMENTAL ASSESSMENT

The intention of this stage was to develop information
concerning the political, legal, financial, personnel, social
and other factors which affect the operation of the
organisation and its review and development. Any
organisational changes to be implemented must be compatible
with the environment; therefore, such information is the

bacquound'upon which the review and development is conducted.
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DIAGRAM 1

SYSTEMATIC MANAGEMENT MODEL FOR ORGANISATIONAL REVIEW & DEVELOPMENT
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To carry out the environmental study, various members of the
Organisational Review Committee were asked to assemble
‘information concerning the general &nd relevanﬂ environment.
Specific areas for which information was assembled were
identified using the Nominal Group Technique (NGT) with
Review Committee members. General environmental information
was assembled for three areas: the political basis of
education in Australia; the aims of education in Australia;

and the future of tertiary education in Australia.

Relevant environmental information was assembled for the
following: regional demographic and economic characteristics;
history of the Darling Downs Institute of Advancéd Education»
the community which the Institute serves; physical
characteristics; staff and student characteristics.
Information collected in these areas was assembled into the
document "Some Aspects of the Environment”. This paper,
supplemented by other Institute documents ~ such as basic
DDIAE statistics, staff, student and community surveys and
other official Institute documents - comprised the :
environmental material. Information contained in these
documents was utilised throughout the remaining review

process.

STAGE 2 - REVIEW OF DDIAE MISSION AND OBJECTIVES

After much consultation and discussion regarding previous
Institute mission and objective statements, the
Organisational Review Committee prepared a revised statement
and circulated it to staff for comment and the revised
mission and objectives were then adopted for use during the

review. However, the document is currently undergoing

further study as a result of organisational review activities.




STAGE 3 - SELF-ASSESSMENT OF INSTITUTIONAL PERFORMANCE

The major concern of this stage was to evaluate the degree to
which the various organisational units within the , b
organisation were performing. This evaluation was
accomplished throhgh a series of self-assessments. To
facilitate objectivity, results of the self- -studies werg
validated by a panel of approprlate persons external to the
organisation. » (

This stage of the review was conducted in two distinct steps:
1. self-assessment of organisational units; '

2. external validation of the self-assessment.

Self-assessment of the DDIAE began with each organisational
unit conducting a thorough evaluatlon of its efficiency and
effectiveness in relation to Institute objectives. The
units undertaking self-assessment were academic Departments_
and Schools, the Director's Office, Council, Academic Board,
the Director's Advisory Board and Central Administration.
The -evaluation of efficiency and efféctivenessafollowed the
basic events described below: /

s

(a) A series of Critical Elements (those Operational areas
’ within the organisational unit which must function
successfully in order for the unit to operate

efficiently and effectively) were identified.

(b) A series of Ideal Statements (which describe the
capabilities that each critical element must possess
in order for the organisational unit to operate
efficiently and effectively) were determined. Two
examples of ideal statements for the Critical Element
"Staffing" were: ‘"Departmental staff will have
sufficient depth and breadth to provide the range of
courses necessary to adequately enable graduates to

_obtain employment"; or "Departmental staff shall

-
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possess sufficient expertise in curriculum preparation

to adequately prepare External Studies units”.

A rating of how cloge to the ideal staff percéived the
current status of the organigational unit was prepafed.
For those ideal statemfents receiving_ the lowest rating,
specific barriers to the attainment of the ideal were
identified by staff and stated in terms of Elearly

dcefined problems, with supporting documentation. -

p
Each organisational unit placed its problem/dé;tements
in order of priority and a range of Alternative Actions
was developed for as many of the higher priority
problems as could be conveniently handled. '

Finally, staff in each unit conducted an analysis of each

corrective action to determine the most viablg corrective

acdtion in terms of:

(i) the primary impact of the action on the problem;
(11) the secondary impact of the aétion in other
_areas; '

(iii) the estimated cost effectiveness of each action;

, \ .
(iv) the personnel involved in implementing the
action:;
(v) the time iequirements asséciated with
implementing the action. y

When all organisational units had completed the self-
asscssment, the validation exercise commenced. The
validation for each unit was conducted by separate teams for

each School, Central Administration and the Resource

Materials Centre. Membership in each team was determined by

the Organisational Review Committee from a list of discipline
experts, management experts, students, staff and graduates

supplied by staff from each organisational unit. The
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Validation Teams were charged with the task of assessi%g
whether the organisational unit utilised adequate procedureé
in its self-assessment, arrived at accurate problem —
statements ang pProposed viable corrective action statements.
The work of the vValidation Teams was coordinated and
directed by an "Expert Core" selected for their expertise
and prominence in managemeht and higher education. The .
Expert Core membershlp was determined by the Organlsatlonal
Review Committee from a list of individuals submitted by
staff. The Expert Core was charged with providing
continuity, objectivity and freedom of investigation for the'
Validation Teams. In addition, they were asked to analyse

~

the self-assessments from an overall, Institute-wide

Perspective.

LY

The validation exerc\se was accomplished over a period of
fourteen days w1thfya1‘dat10n V151ts ranging from three to
five days for each of the organlsatlonal units. (The
validation was conductéd in a condensed time frame with a
highly structured format, designed to focus an 1ntense
concentration by both team members and the Institute

community in their deliberations. In this manner, the .
exercise was kept focussed primarTQy on validating the

results of the self-assessments). Upon completion of the
exercise, each Validation Team presgn%ed to the Expert Core

and the Institute, at an open hearing, a verbal and written

Lxit Report, detailing the team's findings. Finally, the

Expert Core reported to the Institute community, summarising

the organisational unit validation reports with implications

to the Institute as a whole.

STAGE 4 - GENERATION OF REVIEW OBJECTIVES

This stage of the Review was conducted in two steps. The

first was to identify the major problems which were perceived
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to be most significant in terms of successful Institute
performance. Once these problems were identified, specific
Organisational Review Objectives were prepared.fovguide the
develophent of Instié‘ge structures for increasing
institutional efficiency and effective%ess. Perceived
barriers to optimum Institute performance were identified

. through a consideration of information from four Basic
sources: the Environmental Assessment in Stage 1, the
results of self-assessments in Stage-3, the Validation Team
reports in Stage 3, and individual ideas and impressions
communicated to the Organisational Review Committee members

LS

by interested staff.

- ) s
Using the above data, éach Rev{gﬂ\Committee member identified.
what he considered to be the important problems and causes
defined during the self-studies and evaluations previously
conducted. These problems and causes were ana'ésed and

classifiéq\usinq a qrid.which identified a proBlem/cause as

having i1ts source in the

(a) Organisational Structure of the Institute;
(b) Management Leadership of the Institute;
(c) Policies and Procedures of the Institute.

Problems/Causes were further classified as to whether the

major focus was 3

(a) at- the Central Administration lecvel;
(b) at the Séhool/Dcpartmcqtal level;
(c) Institute-wide in naturé.

Using these six areas, a 3 x 3-cell grid was prepared and
problems/causes were classifi®d into one or more of the nine

grid cells.

Since the Organisational Review Committee was an' Institute-

wide body constituted to analyse current organisational
1
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structures, it dealt only with the items which appeared in
the Instxtute/Organxsat“bqal Structure cell of. the grid.
All items which appeared in the Polxcy/Procedures cell were
referred to another working group: for example, a group
constituted to review and further develop the Institute -
Policy and Procedures Manual., Those items classxfxed in

the Management/Leadership cells were designated for further

use in management training programmes, Units within
Schools/Departments and Central Administrationswere given the
results of the grid exercise relevant to theix specific

areas for consideration and action. a

The second step of this stage o’the model was completed with
‘the actual preparation of specific Review Objectives for six
Review Objective Areas. These areas were determi

analysis of the nature of the problems previou
in the Organisational/Structure area of t

d from

classified
grid.

(Adequate Information Flow was initially {identified as a
sevinth area;f however, objectives for this area weke

subsumed into the other gix areas.) The six areas w

(a) Effective and Efficient Utilisation‘if Resources for
' Academic Programmes;

(b) Effective Operation of central Administration;
i (c) Effective School/Department Management and Performance;
(d) Effective Functioning of Institute Boards (and
Committees) ;
[/ (e) Effective Satisfaction of Student Needs;

(£) Satisfactory Staff Morale. (N\\

Using the problems and causes previously identified, twenty-
eight individual Review Objectives were generated for each
of the six Objeative Areas. These objectives were stated

in terms of a Desired Outcome for the Review Objective Area,
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relevant evaluative criteria which could be used to .measure
achievement of each objective'and'the procedures to be
followed in measuring performance against the evaluative

criteria. -
. . .

Since minimal constraints wgre‘applied to fhe submissions,

a brief analysis of each submiésion-in terms of its |
feasibility for implementation was conducted. - A submission
was judged feasible if, without judging the merits of the
 submissionfas ajsolufipn, it was decided that the alternative
could be implemented in terms of the constraints defined

below:
the Alternative related to:

1. a change in the organisational structure of the

Institute;

2. a specific objective in ithe Review Objective area;
the Alternative could be implemented'withih the constraints

imposed by: b

- 3. cufrent Fédéral aﬁa State leéislation;

4. facilities‘of the Insﬁitute; _

5. * fihancial capabiiities of the Lpstituﬁe;

6;‘ mappowe;,whiéh.could_be made available t6 the

. Institute. I

Using the feasible staff submissions, each Organisatgonalw
Review Committee member prepared a comprehensive organisation
structure which he perceived would best meet the Review

Objectives. These structures included the following:
e -

(a) ) the principles and assumptions upon which the proposed

structure was based;

(b) an organisational chart degicting the structure;

2
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(c)

(ay

(e)

the‘supportlng board/commlttee structures necessary to
1mp1ement the proposed new structure,

th;\1Eadersh1p and management patterns necessary to
1mplement the- structure“

positive impacts of the structure upon the Institute
in terms of Review Objectives and the individual staff/

student submlsslons.'

STAGE 5 - GENERATION OF ALTERNATIVE ACTIONS

9

In 1mp1ement1ng th1s stage of the model, the Review Committee

attempted to maximise input from staff. To achieve this: ..

(a)

(c)

¢d)

An open hearing was held for all interested staff/-
Students to explain Review progress to date and answer

questions regarding submissions.,

The problem statements and des1red outcomes, developed
in Stage 4, were d1str1buted to all Institute staff,

‘along with instructions for making submissions to the
'Review Committee of possible structural . changes whlch

would meet a specific stated Review Objectlve. Cop1es
of the p:oblem statements and Review Objectlves were
also lodged in organisati al un1ts.w1th1n the

A\l

Instltgte.

Dur1ng the two weeks folfow1ng the open hearing, Review
Commlttee members v1s1ted all School/Admrnlstratlve
un1ts to meet staff on a one-to-one bas1s for

consultatlon regarding” individual subm1ss1ons.

~Student input was solicited through the Student Union

and advertised in the student newspaper and local-

~Press.  In addition, an open table was manred by
. Organisational Review Committee members in the

refectory to obtain student input and answer questions.

The overall open input stage lasted approximately three weeks.,

'
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During this time, over 200 individual .and group.submissions

were received. . . .

The analysis of alternatives is designed to ensure that the

following needs are met: , ‘ '
b e

(2a) - The organisational structure facilitates the’

achicvement of stated Review Objectiveés.

(b) The organisational structure feflects the collective

wisdom of staff and students.
w (C) The organisational structure is legal.

(d) The organisational structure can be implemented in

terms of financial constraints.

9%%) The organisational structure provides the Institute
with the ability to meet future and changing needs of

the Tnstitute and its activities.

(£) The organisational structure provides an efficient ;ka_/’
effective framework within which the Institute will
carry out its mission.
The analysis phase was conducted at the Institute in five "
steps. They were: Review Commitéee analysis; fiscal and
legal analysis; independent analysis; executive analysis;

College Council analysis. These steps are outlined below.

The Committee gave particular attention to whether the
proposed alternative met the stated Review Objectives and
adequately reflected the inputs made by various- staff/
students. The Committee also conducted the final'analysis
of the proposed chapge prior to its submission to the

Direqtor for Executive analysis. -

The one proposed alternative which the Review Committee

judged most appropriate for thsvgnstitute was analysgg in
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7
terms of the financial cost associated with i&ﬁﬁd

implementation. It was also analysed in relation to the

legal constraints affecting the Institute and its operation.

The nextvstep T alysis was designed to receive input

from a-variety of rnal and ?xternal sources. The
purpose of this inpﬁt was to obtain indications of possible
negative impacts of the proposed alternative. Internal
analysis teams were constituted from the following: non-
academic staff; lecturers; senior lecturers; prihcipal
lecturers; technicians, academic support staff; and
students. External analysis was sought from the Expert Core,
the School Visitation teams and several senior administrators
from other institutions. Following the internal team
analysis and external analysis, the entire Institute
community received the opportunity to comment on the proposed
structure through Institute open hearings and group
‘discussions between interested staff and students and tﬁé

Organisational Review Committee,.

The Director's analysis focused on the utility of the
proposed structure in terms of supporting evidence, his
perceptions, as chief executive, of its impact on the future
of the Institdte and the policy and directions given to him
by Counci%.

Codncil conducted their analysis using normal Council

procedures.

STAGE 7 - PREPARATION OF ACTION CHANGE PLAN

This plan included such things as specific individuals

responsibie.for administration of various aspects of the
change, time constraints and major target dates for the °
specific events enacted during the change, the resources

utilised in implemenfing the change, alternative decisions
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for action necessary to deal with changed environmental
factors, specific methods for evaluation of progress . towards
stated objectives and procedures for modification of the

change as ongoing evaluation occurs.

PROBLEMS ENCOUNTERED WITH THE REVIEW AT THE DDIAE

In any undertaking of such magnitude and complexity, an
organisation will naturally encounter a variety of problems.
Some of the problems described in thlS section occurred as a
result of a lack of clearly defined operat10na1 procedures to
guide the Review Committee, the lack of understanding of
staff and students cdncerning the focus and thrust of the
exercise, and because certain aspects 0f the Institute in
need of change were themselves barriers to progress of the
Review. In considering these problems, it must be pointed
out that participation in the exercise by the Review
Committee in particular, and by staff in general, was a
learning experience in organisational development. The

'major problems are classified below:

USE OF STAFF TIME

In order to ensure that staff had ample opportunity to input
to the evaluation in each of the academic and non- academlc
areas, most organisational units conducted a series of
meetings. Unfortunately, early in the exercise, many of
these meetings were non-structured and resulted in an over-
use of staff time with few positive results. A clearer
purpose for such meetings priar to their conduct, and more
clearlx defined results as fequired by the Review Committee
from those meetings, could héve enhanced their efficiency.
Insuff}cient effort was expended to communicate to staff the
real impact of the Review exercise. It was also unfortunate
that several units failed to involve staff enough. This

"lack of involvement was particularly true for the non-




academic staff in the self-assessment stage.

COLLECTION OF ENVIRONMENTALVDATA

The env1ronmenta1 assessment took more time than necessary
The determlnatlon of areas for the collection of
enV1ronmenta1 data and the ~designation of individuals to
conduct such data collection was carried out in a fairly
efficient manner. However, follow—through in data
collection efforts and coordination of the data into a
comprehensive document occurred too slowly. Part of the
Problem assptiated with this was the 1nsuff1c1ent staff
assigned toﬁih

7/

e ‘exercise.

 INTERNAL AND EXTERNAL SURVEYS

The Review Committee attempted to collect information with
regard td‘student attitudes about the Institute, staff
attitudes concerning the Institute and their positions,
community impressions of the Institute and information
regarding Institnte graduates. To obtain such information,
a series of survey instruments was prepared. W1th the
exception of the graduate survey, procedures and
instrumentation pPrepared for 'this purpose were not generally
consistentiwith social science research principles,
particularly in that clear purposes for questions were not
identified in the development of the instrumentation,” nor
were adequate controls applied. As a result, several
problems arose:

(a) The data collected was extremely d1ff1cult to analyse
and put into usable fashion.

(b) Some of the questions were ambiguous; therefore,
response to some surveys was quite low. '

(c) Necessary feedback to staff regarding their responses
to the surveys was unduly delayed,

<




(d) In some»caées, the data derived from the surveys was
not substantiated by subsequent investigations, thus
highlighting the need for extreme care in developing
‘'such instruments. ;

It should be pointed out that the Review Committee in their '
deliberations rcecognised these wecaknesses and did not
attempl to over-utilise the results of these surveys.

Responses were used primarily to pinpoint possible areas for

further study.

COMMUNICATION NETWORKS

The t m;‘of reference and proposed activities of the Review
Commizgéh\yéfé indicated to all staff tﬁrough a document
distributed throughout the College. However, the only
formal communication network established to (a) obtain input
from staff periodically, and (b) submit to staff progress

of the Review,was the quanisational Review Committee itsclf,
which did not aQCquatoly fulfil this function. Conscqucently,
as the Review progressed, a variety of rumours developed
concerning the direction the Review was taking and the nature

of the activities undertaken.

VALIDATION TEAMS

While the val}Qation exercise was an overwhelming success in

terms of the reports received and the work conducted by the
validaQion teams, these teams were not picked early enough in
the Review exercise. It was only when the teams were
selected that one or two of the units of the Institute began
to work in earnest on self-analysis. Had these teams been
selected much earlier in the exercise, some staff would have
come to an earlier acceptance of’the reality of the exercise
and the whole process could have been done more efficiently

and perhaps completed sooner.
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PROBLEM IDENTIFICATION SKILLS

A variety of problems arose because few college and university
staff are trained in the skill of organisational problem
identificétion and the related skills of assessment and
evaluation. At the DDIAE, operational problems occurred
within various units in terms of definition of problems,
description of possible solutions and ways ito analysd the
importance of the solutions. It is apparént that early in
the exercise some inservice training in these areas would

have been most beneficial.

SUMMARY

The problems stated above were seen to be the major ones
encountered by the Review Committee. It should be pointed
out that these problems are identified so that anyoﬁe else
attempting to conduct an internal assessment of per formance
may be cognisant of them and could develop mechanisms for
their avoidance. In spite of the problems, however, it was
felt by the Review Committee that the overall exercise was a
success. Furthermore, as an ongoing review of institutional
performance is developed, it will be beneficial for the
Review Committee to build mechanisms to avoid such problems
‘in the future.

GENERAL BENEFITS OF THE REVIEW

There are many benefits which accrued from the Review, both
to the Schools and the Institute as a whole. Some bénofits
occurred directly from the Review exercise, others occured as
by-products. Whereas the Organisational Review Committce
focussed on an Institute-wide(?dentification of problems and
solutions, Schools had conductéd their own internal self-
assessments and many problems were identified-.and dealt with
by the individual Schools and Departments as internal issues.‘

Two of the Schools are now engaged in a reorganisation of




their committee and course structures which/grew out of the
self—analeis process. Three basic benefjits which the-
ins;itute derived from the overall exercige are listed below.

The Institute now has a more clearly defined Mission
statement and Institute-wide Objectives and provision for
periodic updating of such documents. With these objectives,
the Institute should be in a much bet/ter position to evaluate
its performance in the future. In/addition, these objective
statements will become the basis upon which the various

tute can develop their own

operational units within the Ins
desired outcomes and evaluative /criteria. The net result
is that in the future, the DDJAE should be able to more

7

clearly demonstrate the evaluation of its performance.

As a result of thé Review, hany perceptions of lnstitute
problems commonly held by étaff/students were identified.
Upon further analysis, some of these so-called problems were
rccognisced as not real 1sSues in neced of institutional
attention. Furthcrmore) some ofganiSation units were able
to defuse issues which had arisen as a result of
misinformation or misunﬁerstood information.

e

Upon completion of tha;review, the Institute should be
organised in a structure designed to facilitate efficient
and effective operation of a college with a staff of 400 and
a variety of programmes. During the early growth of the
Institute, much of the decision-makind process was of ,
necessity centred in the Director's Office and Central
Administration. Such a process is no longer judged -“V
appropriate for a college of the size and complexity of the
DDIAE. Through the prganisational structure change, most of
the daily decision-making should be devolved to the various

academic centres of the Institute, thus bringing the

operative decision-making process of the Institute closer to




those involved in the implementation of such decisions.
Senior administrators of the Institute should be able to
devote time to long range planning of the Institute and gear
its activities to the changing needs of the next decade.

RECOMMENDATIONS FOR THE PREPARATION AND IMPLEMENTATION OF
ACCOUNTABILITY PROGRAMMES IN COLLEGES & UNIVERSITIES

The importance of these recommendations is that they ,
demonstréte the experience of an organisation which applied
the concepts of systematic organisational development under
real-life circumstances. The following recommendations for
conduct of institute self-assessment are based on
observations of the Review as it occurred at the DDIAE. The
- recommendations are presented so that individuals at other
institutions wishing to undertake exercises simifar to that
at the DDIAE may benefit from its experience. These
recommendations are:

A
In order for any evaluation exercise to be successful, it is
imperative that the senior administrators and the head of
" the institution are actively involved in the process. Such
individuals €an best facilitate other staff involvement and
commi tment. However, they must be willing to devote a great
deal of their time in guiding, promoting and implementing the
evaluation exercise.

—

It is essential to sensitise and educate all staff and
students concerning the evaluation process and communicate to
them progress of the evaluation as it unfolds. Throuqh such
efforts, staff/students can more readily input to the review

process and should have a higher degree of commitment once

the evaluation has been completed.
|

.

167 is important to identify early in the exercise a credible
change agent. Obviously the nature of this change agent
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would vary from institution to institution. At the DDIAE
several were used. They were the internal Organisational
"Review Committee, a staff member on the Director's
establishment responsible for coordination of the exercise,
and external validation teams. There could be a variety of
other change agents. Organisational development literature
describes this aspect of organisational evaluation and
change in great detail. '

: $ : .

It is essential that any change agent or review committee
receive ample clegical support. Quite often, in order to
" react to changing situations during the review, turn-around
time on production of information was quite short and
required intensive work by more than one member of the
clerical staff. In addition, the self-assessment of various
organisational units placed an extréme burden on their non-

academic staff at times.

The group coordinating the evaluation process must designate

part of their weekly work routine for meetings and other
activities. Such meetings must be held with accurate and
complete ‘recording of events. It is also recommended that
set procedures govern%ng the stages of any evaluation
process be agreed upon by all members of the coordinating
‘'yroup prior to conduct of that stage. These procedures
should include such things as specific activities to be
undertaken, individuals responsible for the conduct of such
actiyities, evaluative criteria and decision rules to be
emp loyed. Once agreed upon, such procedures should be
strictly adhered to and only altered under agreement by the

majority of the group.

Formal two-way communication lines should be established
between staff/students and the unit conducting the evaluation
exercilse. In gddition, ample checks should be employed by

-
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the coordid%ting group to determine if these communication
lines are working. Provision should be made to communicate
in writing to stdff/students the results of any wrlt&én
submissions by them to the review committee,. Indeed, all -
formal aspects of the organisational review or evaluation
should be documented with nothing left to depend only on
verbal communicatian.

N
A master plan for the entire conduct of the gvaluation should
be developed as a flrst step in the application of the model.
This plan should detail target dates and various events which
would occur during the evaluation process.  Included in this
plan would be procedures for the identification of outfside
experts to be brought in in relation to validation of the
evaluation. These individuals should be identified early in

the exercise in ordgr to stimulate staff/student interest.

While it is essential that staff/students have the
opportunity to input to all stages of the evaluatién, it is
not essentlah that they be actlvely involved in all stages of
the review. One of the problems experienced at the DDIAE
was poorly planned involvement of staff. Staff time can be
better spent contributing to the proé%ss if they. are given
snfficient lead-time to think about the type of information
desired and then provided with sufficient opportunities to
input such information. It is important, however, to
involve staff in the’ problem identification, generation of
solutions and consideration on the work on alternative

solutions.
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EDUCATIONAL BROKERING: A'NEW CONCEPT IN THE
BUSINESS OF EDUCATION

1
!
I.MED: Miechell
‘ t
In the current Australian tertiary education context of
- mergers, émalgamations, takeovers and sharémarket"raidé',
it is appropriate to reflect on the concept of 'educational
bvbkeqing'.’* Sgge may content themselves simply with a
practical exploration of the word's etymology, since it is
based on the French "broquier - to tap a cask".
L ‘ . . W

The N;:TBHal Centre- for Educational Brdkering celebrated its
second birthday of publfcatiop with its Bulletin’of December,
. 3977; .and used the occasSion to reflect on its experiénce

and, in the contékt'of‘the.crowded u.s. educationgl scene, to

cxploré its relationships with other educational secrvices.
T v

This paper presents a précis of that reflection dnd

i

! assessment and .raises quegtions as to the relevance of the
activity of G?ézﬁiﬂn in the wake of the current Australian
flurry of 7tate st-Sec?ndary Education Enquiries.

J BACKGROUND 1 ’
The National Ceptre for Educational Brokering was established
in Syracuse ew/York, in 1976. It is a non-profit
N organisati td foster the growth of a new set of services to
' adults seeking more education or more job mobility. It was

not intended to become "just another dreary national Qouncil"
but a "broker's broker".

Who then are the broke?s? The initial impetus for the .

* N.C.E.B. grew from the experiences of Francis Macy and Donn
Vickers, Director and Associate Director regspectively of the
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N.C.E.B. In their earlier—roles in the Regionai Learning
Service; Syracuse, N.Y., they had shared in this local

'development project’established in 1973 by the Policy

While fund

Institute 32/Zhe Syracuse Un1vers1ty Research Corporationtg?
initially came f®em the Ford Foundation, today

-funding is also derived from the Department of Health
‘Education and Welfare, the State Educatlon Department and

the Carnegie Corporatrgp.

The Regional Learning Service is .also affiliated with th%
Central New York External Degree Consortium and the e
Elementary and Secondary Educatlonal Council of C.N.Y. TIts

.

purpose was to act

s

"as a link between learners and resources

..... to enable. potent1a1 students to:

. make 1nf0rmed decisions about the1r

career and educational goals, -

. develop individualised educational
 programmes using learning opportunities
in the academy and in the community;
o - )

. gain educational and occupational
certification for their capabilities

wherever and however required".

(Beamlsh 1974, p./[9)

How the R L.S. went about se1ect1ng and writing the job
spec1f1catlons for counsellors is the bas1s Or a paper in
itself. (see Mitchell, 1975, for brief comment). * Let it
suffice here to say that counsellors are not “professional'
in' the academic sense;of‘the‘word, but rather ake a selection
of.peer/client—se;ected, part-time, short—term\contract, )
multi—racial, local people with a variety of formal
qualifications (cf. Thompson and Jensen, 1977).
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Thisvpersonnel stfucture was Amperative, since the R.L.S.
saw itself as not competing with educatlon 1nst1tut10ns but
'complementlng them. :

~

§

"It does nct replace them but aims to
'extend their reach and 1ncrease their ’
responslveness ..... is closely connected
to them all, yet independent of any
? single one}. infcrmed‘on resources yet
| | neutral towards.them; interested in
students,yet without interest in the -
choices they make". (Beamish, 1974,

p.- 9). . ) o . .

As ‘the efficacy of the R. L. S. counselling became evident in
" the wider range of students they consulted so the need
became apparent for access to“a wider range of resources.
Access to that wider range of resources was gained loglcaiiy‘
‘through 31m11ar 'R.L.S.' link centres.~' Other centres
experiencing similar demands for resources infcrmation

) welcomed}closer‘ineeraction. ‘'And 80, N.C.E.B. was formed.

Inits first issue of the Bulletin,AN.C.E.B. stated:

A Y

"Over the past few years educational. pollcy (

-

has focused 'on extending education
opportunltles to those not adequately
.served by the present poat-secondary
‘system. In the gradual emergence of

the "lifelong" or "recurrent" education
scene, there have appeared a number of
studies of what adult learners want and
need and the problems they encounter as
they resume - or begin - theit educational

pursuits. - Chief among the needs of
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. . . [l
adults as they move into the post-secondary

system are adequate>c6unse11ing aﬁd support

serviees, They arelentering what is to them

unfamiliar, even strange, territory .....

(érokers) serve adults through information-

giving, referral, counselling, assessment,

and client advocacy"”. (N.C.E.B. Builetin,,

I(1), p. 1). ’ . . ‘

. , ) 1 |

An attitude reflected‘persistently by brokering staff is that -
which attempts to allow the student to control the
independence/dependence dimension of interrelationships.
On the lower extreme there are Dial-Access prqggamﬁes (see
Flinck, 19757 Meyer 1967; Jacobson and Hardin 19773‘whicﬁ
allow the student, anonymously if he chooses, to dial in
~ for information. He requests or simply dials for a pre-
recorded cassette title to”be played. In the lower half of
the spectrum is the hegional Learning Service experience
. where student and counsellor make up to a.three month
contract to work together. After that -the particular
contract can only be extended under excebtional circumstances.A
. I cannot give any illustrations at the other end of the
spectrum where agencies foster 6: tolerate interminable
dependence. This attitude which understands aﬁd accepts
short-term debendence but which works foward long-term
‘independence is commendable.

THE PRESENT SCENE , : T -

Since its formation the N.C.E.B. has focussed on:
(1) conceptual and role clarification exercises:
embracing organization, funding, descriptore, -
special services (e.g. the aging, uniorns,

women), computer-based information, etc.

'

\/




the State scene - both organizations,

information exchange and legislature.

the National scene - particularly Federal
legislation and para-Educational Acts and
Projects dealing with Unemployment, Librarieg,
Information Services, etc.

" The N.C.E.B. is not involved in the development of Learning
Exchange Projects> (see Melbourne Learning Exchange,
reported in Lifelong Education Conditions, Needs, Resources,
2 Vols., Aust. Assn. for Adult Education, 1973 - 1974 for

an Australian example, and Learnxs, . Scarborough, for a

-

Canadian example). Nor is i® involved in various Community
Service and Continuing Education programmes. Rather it
needs to know of the existence of these programmes and their
goals. )

What is of concern to N.C.E.B. is the new development of
Educational Information Centres. With over 200 services .
now cooperating through N.C.E.B. the Federal establishment’
of E.I.C.s raises the possibility of conflict of interests
between the coordinating authorities. ' The E.I.C.S must
provide information and referral services but are not obliged
-'to provide guidance and counselling services nor remedial and
tutorial services. The first of these was seen as:

hallmark of N.C.E.B. centres. The dilemma in PRk
'discriminating between information and counselling s rvices‘/ﬂ
is highlighted by Ironside and Jacobs (1977). .

Furthermore, E.I.C.s can be constituted within institutions,
thus threatening the neutrality factor long cherished by
N.C.E.B. Thus a Federally-established service
gives recog -0, the' Ymmense worth of the N.C.E.B.
network but trying to supplement it, modifies its
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rationale and has the power of the dollar to support its
shift of stance. Again, something of ‘the cooperative
nature of N.C.E.B. ié possibly lost through State agencies
hav%ng ‘the power to define %“reasonable access' and
'reasonable diétance' within its State boundaries in
establishing E.I.C.s. Thus N.C.E.B. may be left with a new

task of gap plugginq.

THE. SPREAD OF BROKERINGE A SUMMARY OF PARTICIPATION

Data compiled from an N.C.E.B. survey in December, 1977 has

shown that:

1. ~ There are 200 agencies listed as 'Educational and
Career Information Services'. . ‘

-,

2. All appear, from their self-descriptions, to be

(a) providers of information, referral,
advisory and advocacy services for adults;

(b) impartial sources which do not serve the.
enrolment interests of paiticular instftutions;‘

and

(c) programmes oriented to education and careers

‘rather than job placement.

1

3. Programmes can be found in forty States.

4. New York and Wisconsin boast over forty programme
sites each; nine States have between five and ten,

programmes; thirty States have between one and five.

5. Included in the Directory aré forty-four non-profit
independent agencies which are supported by diverse
.80 .
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federal,  State and/or private fﬁnding. Eighteen of
- these are women's centres, designed specifically for
women reéturning to school or to the labour market.

6. . There are thirty-one inter- institutional arrangements,
typically through three or more colleges and .
universities, some 1p conjunction with libraries and

community agencies.

7. Eight colleges have grants from the U.S. Office of

' Education to run Educational Opportunity Centres which
appear to be neutral in their referrals to a wide
range of educational opportunities,

8. 'In terms of staff size, about half of the programmes
range from one to four people, the other half
typically have from ‘five to twelve full-time
personnel, or the equivalent in part-time staff.

9. A first fear brokerage's client load might be 100-200
people; several of the established programmes have
annual client counts of 2,000 to 5,000 and more.

10. Most of the programmes identified were founded from
the early 1970's on; about forty programmes listed
are in their first year of operation. '

11. For all the differences in sponsorship, size and
services, there is a common focus on clients in their
communltles, an emphasis on neutrql but well informed
assistance, and a focus on the bridges between

education and work. . \

1

THE AUSTRALIAN SCENE

With moves to rationalisation, amalgamation and

-
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centralisation rampant in the Australian scene, is the time
now opportune to establish-a N.C.E.B. network here or has the ,
opportunity gone? Should we be content with only a national
level of activity or should we think internationally? Is
rationalisation going to facilitate access or inhibit it?
Will stringent economics and a pre-occupation with

- 'efficiency' override the peculiar disadvantages that many
would-be learners suffer? Is the overall policy to generate
more ‘'dirty blue' collars and fewer 'clean.blue' and 'dirty

or clean white' collars?

Within the 'disédvantages' sphere in Australia there has been
progress made in developing national registers of external
studies, adult and further education programmes. The
organisers are aware that much more detailed work is needed,
but will they receive encouragement to pursue their tasks?
Again, in Australia, with our focus on Federal funding in
cducation, is there a place for non-institutionally-based
brokering services? what work has been done to date has
emanated from institution-based personnel since they were
the only ones available to do it. But, in the process,
counsellors have been open to the charge from students that
institutional interests dominate their thinking and that
counsellors are not client-centred enough. Indeed the
charge from the institutions can often be more pointea than
that: Why have not counsellors pressed for students (funds)

for their host institutions?

The brokering service ideal is meant to cover all aspects of
educational facility and must be seen to be 'open' to foster
the trust relationship with pétential students (Wrenn,
1973). Therefore its directory services must cover more

than specialist needs as mentioned above. Conversely the

tertiary admission centres developed in recent years cannot

N
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be seen as a panacea to student Problems largely because

they were established Primarily to satisfy institutional
needs; and they are committed to computer prodrammes and
tight schedules of faculty acceptance meetings, to be judged
as efficient. They epitomise 1nstitut10nal barriers, 4n the
eyes of potential students.

For us to move into the educational brokering sphere requires
some important shifts of stance.
1. The service must be seen unequivocally as client-

centred; all discussion of the concept to date has

been undertaken by institutional personnel.. 1In '

| particular, a warning could bg Sounded against the

| well-intentioned, all-things-to- all-men approach of
the Technical and Further Education sector, which has
already offered to run the service.

2, Someone has to accept responsibility for funding the
project.  In the short term this would hfve to come
from, say, the Tertiary Education Commission. A
three year 'Seeding fund is too, short a term,’
' because the first half of the period would be devoted
\. | purely to developmental tasks of internal coordination,
winning the approval of institutions, and establishing
rapport in the market-place. To have to devote
attention to on-going funding for the end of the
threes year period is too premature. -After 18 montha
establishing the structure the next 18 months could
not be clouded by the potential disestablishment of
the structure. Furthermore, staff have to be
recruited and trained; and who of any calibre is
likely to risk a tenured or superannuated post for a
three year experiment? Again,’secondment is not the
solution, because it allows commitment by staff to be
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. responsibility for the continuing funding, either

graduates are employed these days. Therefore some

‘of study containing two years of university engineering

less than total. There is a discouragement to making

an idea work if staff know there is a cosy job waiting,
if they or the position do not come up to expectations.
After about five years the project should be
established enough for institutions to accept

directly or indirectly. v/fnstitutional attitudes ténd
to be defensive at‘first. The 'what-do-I-get-out-of-
it' question does not permit a glib, quick ansﬁer.'
But, if after five years institutions are not aware of
the flow of appropriate student applicants then they
have every right to répeat their question.

A service fee to students is also appropriate. Free
tertiary education is becoming increasingly a socigl

luxury we neither need nor can afford. Only the right

process to throw the onus back on to students éo accept
responsibility for their suitability for tertiary
awards is needed, b

AQain one could argue that we are past the stage 6f
nceding full awards for employment. It is perhaps
appropriate to consider more academic portfolios. By
this I mean where a student may present himself to an

employe} in, say, an engineering field with a portfolio

study, a year of apprenticeship study gﬁ a technical
college, and a year of sales or staff management
studies at a College of Further Education. ' This type

of match and mix may be more appropriate than a full

formal degree. Ap informed brokering service with
liaison covering institutions, students and employers

could help to draw up such a profile and, through its
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knowledge of employers' needs, enrol groups of
students in segments of programmes at appropriate
institutions. (One aspect of the"drop-out problem'
may be students' (and employers') perception of the
relevance of all segments of a total programme for
subsequent employment. Whether that perception is
well-informed and correct is in a sense irrelevant;

the net result is a drop out.)

4. Brokering services should not be confined to tertiary
programmes. Clients could be directed to what may
loosely be called adult educatjion programmes, for '
example secondary school matriculation studies, C.W.A.
ceurses, W.E.A. prodrammes, trade union studies,

: Y.w.b.A. programmes, Christian Education study droups,

and various radio and correspondence prbgrammes.,

5. Experience overseas would suggest approprlate patterns
for location of services, types of staff, salary
levels, support services and so on. It seems a
combination of full-time and part-time staff is
appropriate. Location which is accessible to clients-
is germane. Access to institutional facilities of
printing, computing, etc. is desirable. | Ready
communication resources are p'aramodnt. Access to
institutional information is- fundamental. Liaison
with remedial services is facilitatiye.

.

In sum, Australla needs to establish a serles of brokerlng

centres and servxces because of ,Vast numbers of potential

students lost in the’ maddlqg crowd' or behind the 'black

stump' Knowles, a prominént adult gducator, said: "I

view educational brokering agenc1es as being one of the most

promising educational inventions of modern times - even

perhaps, the prototype of the institutional form around which.
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1l education will be organised" (see Heffernan et al:,1976).
The

post-Enquﬁry thinking to reach beyond institutional barriers?

1on remains: Do we have the flexibility in our

Stephen Bailey, Vice-President of the American Council on
‘Education, in previewing the Heffernan book wrote: "American
sociéty nceds a new breed of communicators and catalysts:
educational counsellors and facilitators who can become

informed brokers betyeen educational demand and educational

supply”. Does Australian Society have the same need?
pply
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TO MAXIMISE THE VIABILITY OE AN ENTERPRISE: A‘RELEVANT
PURPOSE FOR ADMINISTRATION

Thomas M. Heffernan

>
.

An enterpri e that is poorly administered is one whose
resources are being cut back and, by implication, whose
vxabxlxty or ability to grow and survive is also being
curtailed. Herein lies a p0331ble logic for administrative
activity. -)The purpose of administration might well be 'to.
maximise the viability of an enterprise’'. The
administration methodology has been de31gned to accompllsh
this purpose and in this, paper both the purpose and
procedures of the methodolpgy will be described.

> .

THE PURPOSE OF THE ADMINISTRATION METHODOLOGY ° .

The first step’'in the. development of

methodology was to test the accept bility of he purpose: 'to
maximise the viability of an enterprise’ Iy general terms
the purpose would be unacceptable if it implied a methodology
“that oould not be developed or a methodology that would not
be ueed once it was developed (Hutchinson, 1978). Ability
to develop the methodology and its ability to be used were
‘employed as test criteria for reasons of cost benefit. The
resources used in me?holodogical development would have
produced no benefit if a methodology could not be generated
or could not be used once developed.

The ability to develop a methodolo&& given this purpose is
contingent upon the purpose being clear and upon the purpose
implying realistic rather than impractical procedures. The
usage of the administration methodology once it is developed
is contingent upon the de31rab111ty of the purpose to
potential users such as administrators- and upon the need for

-

89




“What ac;ivitiqs«and conditions indicate that this enterprise

S
-

the .methodology itself.. It is{hngpds
methodology to aqc0mplish th‘is l -7

already exist§. / .

v

The purpose is clear because its accomplishment can be

described in observable terms. ;The viability of ‘an”
enterprise will have'been maximised if the enterprise l‘_;gm
includes those activities and conditions that are'necessary ;;]

for it to grow and survive.

[

The purpose is practical because it implieBi procedures th"

«can be developed; Some of the procedures implied by the
purpose are those needed to determine the present viability
of an enterprise. This type of procedure could be develoﬁed

around an administrator and others answering the question:

is capable of growth and survival? In answering this
question a list of indicators of viability is compiled. .o

Examining an enterprise against these indicators is one way
of determining the present viability of an enterprise.

‘Other procedures implied by. the purpose involve

optimisation. The development of these procedures seems.
lxkoly, given the work already done in the areas of
opkrations resegrch and systems analysis (Nadler, 1970),
planning - (Steiner, 1957) and decision making (Hodson, 1974).

.

-,

The usage of the adyinistration methodology is also-likely
given that the met dology implied by theé purpose would . ]
complement much of théiexisting“work in the area. The

purpose implies a hethodology for solving'new.or unforeseen
problems, these problems being the different indicators

of viabYlity Ehat are generated each time the following

question is answered: What activities and conditione

indicate that the enterprise is capable of growth and

gurvival? Mos}fdocumented work in administration presents
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»
theories of admlhlstratlon, or describes characteristics of

good'admlnlstrators, or provides standardised solutions to

specific administrative problems  (Lipham et al., 1968;

Walker e&igl.; 1973). Theories, standardised solutions and
lists ef personal'éharacteristics contribute little to the .
solving of new problems. Standardised'solutions‘rarely
resolve new problems. Theories are not solutions, they are
constructs. They don't specify action, they promote
understandlng. " And the accumulated characterlstlcs of

effectlve administrators, descriptiorns. of their present and
thelr past, at best descrlbe who ar admlnlstrator is or was
in terms of actlons and experlences. - They don't prescribe,
et least not in terms of action, who ‘the administrator will
have to be at some future point when administrative action

is called for.

THE PRQCEDURES OF THE METHODOLOGY .

The procedures of the admlnlstratlon metkodology have been
divided into two sections. . The first section 1dent1f1es the
area in which administrative action is required. In the
bbsccond section the required action is flrst conccptuallscd
and then carried out. . _ .

The first sectlon of the methodology makes use of a question
that has already been mentioned . " The questlon is: What
activities and conditions indicate that this particular
enterprise is capable of growth and survival? This question
is used to identify indicators of viability. Cr1t1¢a1
1nd1cators are the"areas in which administrative action is
~required, namely those which must be attended to in order to'
increase or maintain the level of some’ important resource
such as money, staff morale or publlc image. This question
. is answered by the administrator for whom the methodology is
be1ng applled and by staff, clients, selected members of

P ’
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the general public and selected representatives of funding
agencies. - The first section’of the‘methodology will have
been completed when an administrator has selected what he
beleives to be the most critical indicators of validity. A
desired state for an enterprise to be in is’one in which
these indicators are known to be present. Bringing about
these indicators is the intent of the second section of the
methodology. .

; . ‘
If the administration methodology were béing applied for the
dean of a school of education the results of the first
séct;on of the methodology might be as followé:

1. The dean, staff and student§ (clfents) of the
. school, and selected members of ‘the general public
: = i
and of certain funding agencies will have answered

\ the question: What activities and conditions

—

indicate that this school of {education is capable

of growth and swrvibal?

2. Among the indicators of viability listed were:
educational opunselling of students, student
freedom to take courses of their own choosing, the
speed with which faculty reports are compiled,

» . _ non-interference by the dean in faculty research
and development projects, faculty teaching load
and faculty initiated curriculum development.

i

. 3. The dean chose as the most critical indicator of
viability non-interference by the dean in faculty
research and develobment projects. This indicator
was chosen because of its iikely positive effect
on staff morale which was low and was judged by the
dean to be a very much needed tesource for the ,
school at this pdint in its development. The dean

judged that other resources such as money, student
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support and public image were present in adequate

amounts.

In the second section of the methodology the administrator
addresses a specific indicator of viability. Stated another
way, in the second section of the'methodology the
adhiniﬁtrator eStgblisHes in an enterprise a specific ,
activity or condition that he believes to be indicative of

the enterprise's ability to grow and survive.. Given the
example discussed above in which non-interference in faculty
research projects was identified by a dean as an indicator of'
his school's ability to grow and survive, in the second - '
section of the methodology the déan would be develobing and \\
carrying out a less directive approach to the supervision of

+
~

fachlty‘projecps. . ‘ . S

]

There are five parts to the second section of the methodology

“all of which are related by a common logic, that although at

v . LY
times an administrator may be the only person working on a .

certain indicator, more often than not the administrator will
act 'tho_ugh the supervised actions af ot‘hers. In nther
words, delegation is the norm rather than the excep;ion...

4
Each of the five parts of the second section of the
methodologi addresses.one of the five problems that may cause
delegated responsibility not to bear ;esults. Delegated
reSponsibility.may fail because too much respaonsibility was
delegated; the delegates did not know the boundariés within'
which they Qeqe’to operate;- the wrong delegates.may have
been chosen; the delegates may not havgy been supported as
they cérried-out their responsibilitieg’;h or care may not .
have been taken to use the results that the delegates '
produced. The problem of delegating too much responsibility
is addressed by having the administrator carefully decide
what role he should play in working on the indicator. This

e
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decision is made in the light of how critical and complicated

the indicator is and how talented are the staff that the
admihistrator can draw on. The problem of delegates not
kngwing their limitations is addressed by having the
administrator conceptualise the general tasks that must be
performed in order to establish a certain indicator. The
problem of selecting delegates is addressed by careful team
development. Non-support of delegates is addressed by

providing the delegates with such resources as 1nformatlon,

guldgnce -and, if necessary, funds and secretarial assistance.

Flnally, the non-use of delegate results is addressed first
by having the administrator identify individuals or _groups
from within the enterprise who would use results, and then by
helping these users to integrate the‘results inzo their

]

norﬁrl operations.

CRITICISMS OF THE METHODOLOGY

It is generally recognised that some administrators have
"blind spots”. These are commonly defined as failures to .
listen to the opinions of staff, cliegts or the general
public. In terms of the administration methodology a blind
spot exists when an administrétor does not consider important
those indicators of viability identified by staff, clients or

the general public. A blind spot represents a verylserious

‘omission when, if ignored, the indicator of viability would

lower the aﬁount of some critical resource such as money,
staff loyalty or public image. Some arqug that blind spotsg
are unavoidable. However the methodology assumes that v
bl;nd spots can be minimized through the use of certain
procedures. Blind spots often exist either because the
administrator is presented with non- negotlable demands by

clients, staff, and the public or because the adfministrator

is unable to manage his time so that a-range of indicators of

viability is addressed rather than just~a single indicator

-
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cohceotualised by the administrator. Tﬁe draft of the
methodology being presently complled»lncorporates procedures
for helping the administrator address a number of indicators
identified by a number of: groups, and for translating non-
‘negotiable demands into practical requests. At present
these procedures are being developed to the point where they
lack logical or conceptual flaws, If these procedures are
found to be effectlye \C field tests, it can be assumed that
the methodology will have solved the problem of
administrative blind spots, . !
=
It is incorrect to assumeasthat a systematic administration
methodology would restrict Creativity because an
administrator does not in%eract directly with the methodology
to fit individual cases. The applier of the methodology
offers the administrator '"freedom within a context". The
context is the intent of a given methodological procedure as
it has been developed at the point of application. As part
of the applier's training he learns how to modify the nature,
wording and sequencing of procedures to fit the client's
needs, inclinations and,™\¢ times, apprehensions. This
adapt{ve ability has been und to be important in the
applicgqtion of other methodbl#®ies such as those from the
areas of evaluation (Rosen, 1977), decision making (Heffernan,
1976), needs analysis (Thomann, 1976)‘and staff development
(Heffernan, 1977). In each case the adaptive ab111ty of the
applier of the methodology resulted in prov1d1ng a client
with a more ind1v1duallsed service.
Given that administration is extreme complex it is naive to
assume tha; the effectiveness of administrators can be
optimised without a systéhatlc administration methodOIOgy
The advantage of such a methodology is that once developed it
will enable the administrator to establish within the
enterprise for which he is responsible those activities and

. 1()}1
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conditions which indicate that the enterprise is capable of

growth and survival.
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COURSE DEVELOPMENT ASSUMPTIONS AND STRATEGIES N

Rod Wellard

This paper suggests broad strategies for putting into effect
some generally agreed upon needs concerning professionally
oriented tertiary education pProgrammes. The suggestions are
not intended to be definitive, nor are they described in
great detail. Rather an attempt has been made to show that
there is a basic pattern in the development of strategies to
meet changing "needs in professional education Woven
through the strategies are themes of integration and balance.

It is assumed that the course planning strategies in question
are in general the province of the individual college, school
or institute This is the primary focus of the paper.
Nevertheless many of the considerations discussed could also
be applicable at the State or national level.

SOME GENERALLY AGREED NEEDS AND THEIR IMPLICATIONS

There ‘are at least four major needs commonly recognised in
developing professionally oriented tertiary courses:

1. Education programmes should be attuned to and
reflect consumer and professional expectations
and needs.

2. decisiona to develop, condtct and maintain courses

should reflect a coordinated rational approach to
the planning of vocational and professional
education (for example see Report of the Working
Party on Health Manpower, State of Victoria, 1978).

3. . Education programmes should contain mechanisms to
provide for adaptability in meeting changing needs

929
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(for examplé see Eraut (1975) on resistance to

change in teaching and learning).

[

4. Education programmes should be integrated and

internally consistent in terms of their ratlonale,

objectives, content, teaching strategies and

assessment methods. .

[ 4

Each of these areas is examined below in terms of its

implications regarding strategies for implementation.

1.

gequirements have been laid down in respect of

~

o

Education Programmes should be attuned to and reflect

consumer

and professional expectations and needs.

Professional expectations méy be described in t s of

formal requirements and informal expectations.

standards of conduct, etc. Education progra

obviously reflect these formal requirements in

gain recognition. Informal expectations are gomewhat
more difficult to identify, although they.are jequally
important for the ultimate acceptance of educgtion

programmes by the professions. Such expectations

relate to what attitudes and skills are' nee

practice
than the
Powerful
from the
entering

d in

- what 'real world' requirements ar ‘rather
vague notions and lofty ideals of academics.
influences inclyde status threats which arise
influx of gradu with higher qualifications

the workforce, and territorial feelings about

the legitimate spheres of activity of professiohs in

relation

to each other. Consumer requirements and

expectations are largely expressed in terms of what the

professions and administrators say the congumers' needs

and expectations are. This is because mechanisms to.

L
100 >




T~

allow the consumer voice to be heard have not been well
‘developed. Consequently a communication filter may be
at work unless we are careful in assessing consufmer

requirements.

It is worth noting in this context that consume) gups are
becoming incréasingly vocal, presumably as -a response to .the
failure of the professions to satisfy fully their client
needs. It is this mix of professional and consumer -
requireménts and expzt:ations which provides the context for
course planning. And, presumably, a 'political clipgate’
emerges as a result oﬁ the interplg§“of opinion abo these’
requirements. ThiP politicising process may be reghrded as
establishing a programme“pecking order through the conflict
of chaﬁge agents and vested interests. )

What are the implications? S

-0
k)

{a) Curriculum systems theorists provide concepts which we -

can use (Johnson 1967). The expectations of consumers
and professionals provide a series of inputs which help -
to describe the context, or operatind guidelines, within
which programmes may be developed. Thus, for cxample,
Ian Thomas (1978) proposes that an initial step in
course plaﬁning is to identify the gsocial system or
community of interest in which the course will operate.
In a very real sense these expectations may provide
constraints on the exercise of academic leadership. In
.practical terms this means that the planning of
educational programmes should include strategies which
allow for the identification of the expectations of
professional, consumer and other groups who may be
involved or feel they have a right to be involved in

programme development.

101
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A corollary to this is that significant emphasis -should

-, be placed on explicating the rationale of programmes as
distinct from programme objectives; the rationale of a

programme should provide answers to such questions as:
why is_it necessai( to have the programme, and why is it

“necessary to have the programmé in the particular form

proposed? v,

.
I3

Such questions bring xo‘the surface assumptions and
preconceptions which need to be discussed and tested
before programmes can be implemented effectively.
Logically we might expect to':start the course planning

v

process by identifying the rationale,

It may well be, however, that it is naive to think of
course planning'in such a strictly sequential sense,
starting with the rationale, then objectives, eatc.
Mace (1976) argues for a more flexible approach because

_ the 'ends dominated' approach does not do what we
pretend it ddégf pamely, achigve a true consensus about P

»

what the course is doing.

(b) Intcr~-group conflict has as its neccessary conditions "..

. the existence of a positive felt need for joint
-

decision-making and of either a difference in goals or a
difference in perceptions of reality or both among
participants" (March and Simon, 1958). The context
of programme development is a situation which con%ains

. all three conditions. If programmes are to meet needs
ané expectations then it would seem highly desirable to

/,/develop and maintain on-going liaison and consultation
with involved groups in such a way that a spirit of real
involvement in decision-making processes is generated.
Whilst réscarch poTh;s to disadvarmrrtages arising from
group decision-making (e.g. Dili, 1964) there are

)
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educational institutions fe.g. Shaw, 1975).

r integration Of thereontext and

(c) - These gkrategies
rationi of programmes into their ox;eral'l development,

and of group involvement, imply a modjfied view of
academic leadership. Teaching staff should place
active participation in professional groups high on
their list of priorities. In this way academiﬁ
isolationism may be avoided and the often wider academic

. view balanced-aqqinst other views ‘in intra-professional
dlscussions. This view of acadeé&c leadership places

emphasis on normatlv? re- educat1ve strategies rather

than power coercive approaches (Chin & Benne, 1969).

Such an integration of academic activity reduces the
potential for academic enﬁfepreneurship and allows for
the growth of a real sensitivity to/érofessional needs.

! .
N

-~

-

: . . &
2. Decisions to develop, conduct and maintain'courses

» should reflect a cbordinated rational approach to the
planning of vocatlonal/professional education. .

At one level this is essentially a problem for State-
wide coordination. In Victoria, colleges affiliated’
with the Victoria Institute of Colleges have been .
required to submit new course plans for approval. The
new developments have been considéré& by broadly '
representative committees of the V.I. C in the various
disciplines according to detailed criﬁbrla. A -
signifmcant emphasis in V.I1.C. gquidelines has becen
placed on rational®ed developmengdjnd the fostering of
'centres of excellence'. Lincoln Institute, for -
rexample, may be regarded as such in that'it spocialiscs

in programmes in health education. ° This creates a

responsibility for it to develop a total programme, K

< ]
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._vertlcally and horlzontally Such a programe should '

-some extent these problems are not capable of clear

which perm1t cont1nu1ng dialogue between educationists

. with new developments~ Any new developments must be

_colleges such as Lincoln Institute are{to bre

« .- . N ~

structure which 1s 1ntegrated and balanced bodth

provide an'approprlate balance of undergraduate,drploma
and degree prdgrammes, graduate diplomasﬁand masters

degree programmes, and cont’inuing educatlon programmes

. - -
. . y

Horizontal balance and integration considerations
require an adequatq range of different programmes to

meet major needs whilst avoiding overfragmentation. - .To
resolutlon, and therefore strategles must be evolVed:

and practitioners. There is a need for course planners

to look very closely at other courses before proceeding

evaluated in terms of the way they w1ll contrlbute to
and modify the package of course offerlngs being
currently provided. Rationalised development- and

maintenance strongly imply strategies for continuous

evaluation and review of courses with the consequent
potential for redevelopment and d1scont1nuatrpn if i

appropr1

Professional'education programmes should contain

mechanisms to proJide for aptability in meeting

changing needs.

Unfortunately the'institutionalisation of professional
courses hag tended to reinforce and maintalm hhe status
éug. This has led-tofprofessional fragme fon wheié“"”
new needs have emerged. ihe philosophjcal pots of
| :k down
r1g1d professional barriers and develop more i tegrated
programmes. However to adapt to change in this may

require that strategies be_developed to identify where

\
1
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change is needed, and how it .can be implemented. This
implies attention to:

. 9 : . }* problem 1dent1f1cat10n,
. . T data gatherlng and analysis;

* generatlon of solutions;
‘K ' * implementation of solutions;

'f gaining acceptance of change proposals/solutions.

.

Such consideratiods involve a systematic approach to
course evaluation which not only looks at subjects
within courses, and courgés in their entirety, but also
looks at ‘the total currlculum and the attitudes and
expectations of the peoplellnvolved. To the extent
that "the currlculum is the focal point of all aspects
of the w1der field of educational ‘planning" (Campbell
1969), it follows that evaluation should:

!
* be a participative activity;
* provide feedback; ‘
* be continuous in nature;
* concentrate on key elements in the -educational
i \ process, e.g. plans, teaching, resources and
administration. ‘ ' o

The feedback from evaluation should bé‘the subject of

wide debate both informally and formally, and be

analysed in the lightxof changing needs as expressed 3
in part by professional groups. Arising from such
feedback may emerge proposals and developments for new
programmes or modif}cations and adaptions of existing,\
programmes. - ) \

-+

4. ‘Education programmes should be integrated and 1n:¥rnally
consistent in terms of thelr rationale, objectives,

content, teaching strategles and assessment methods.

s
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The literaturéﬁin the curriculum field commonly o

identifies -
1. .‘aims'and goéls;
2. content and learning experiences;
3. teaching; .
4, assessment of learning;

as the major elements in éurricuium planning.
' S ‘ ' .
Most writers emphasise the integrated nature of these
component§/// Nevertheless when it.comes to the
practical activity of planning a new programme or even
teaching an existing programme there often appears to

be little conscious ef t to show the integration of

Tthese components. This Uhfortunate because it is
Apossible to use techniques W ich can assist in achieving
.1ntegrat10n and balance of c ponents. Given that
courses are being developed , presentative committees
these strategies cah provide effective 'agendas' to
focus discussion in a purposive way. Through
explication of the felétionship between components it is

likely that better balanced programmes will be produced.

. ~
—~—— ’ A
"The following are a-few suggestions as to how this may
be -achieved. . '
1. Within the rationale define the major focus
' (or foci) of the course. This ' might take the
form of stating 2 or 3 key,performance areas
of the graduate. These can be used as the
basis for generating the course objectives by

taking each focus in turn.
2, In order to integrate objectives with content
an objectives-content matrix can be used.

This device is a'means of indicating which

‘ : 106




“ .
subjects br units will help realise individual
course objectives. +It can thus provide a
check for proper balance within the course.
More detailed description of Subjects and
units could indicate the qourse objectives to

-- be realised and spell out moFe specific uq;t
objectlves which arise from the course
Objectives.

3. In order to integrate teaching methods more
effectively with subject matter a contentw,
process matrix (Taylor, 1967) can be used.

By listing all subject areas in a matrix
against all teaching methods the overall
pattern of teaching may be integrated into
subjects. The completed matfix allows the
relative proéortions of various teaching
methods to be checked-fo: balance. In
addition, by reference back to the objectives.
it can be checked whether teaching methods
remain consistent with course Objectiveas.

A similar matrix can be developed for
assessment methods and- subject areas to ensure
a balanced pattern of assessment.

CONCLUSION ' ﬁ&\’«

This paper has aftempted to develop.%hemes of balance and
integration in suggesting strategies for action to meet
commonly agreed needs. The strategies suggest an
integration of professional, consumer and academic
expectations; balanced representation in,the”decisigp—
making process; a rational evaluation of indiviéual
programmes in terms of the total curriculum; & participative
process of evaluation which is integrated withvnew programme

development; and means of integrating and balancing course
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components.

The strategies have been identified in broad terms only.

Each of the major areas referred to could be developed .in
much greater detaril. Nevertheless their identification may
suggest some fruitful areas for course planners to pursue ahd
for research of a particularly useful nature to be carried

-

out.
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COOPERATIVE COURSE DESIGN: A CASE STUDY IN POST g
EXPERIENCE EDUCATION

o

Dave Boud

~

MODELS FOR COURSES v .

?ﬂb;tra@itional model of tertiary education is one in which
students fit themselves to courses; the course is pr?scribed
by the staff of the educational ingtitution "and students, if
they wish to enrol, have to accommodaté. themselves to the

»
course.

This model is breaking down as higher education becomes less
elitist, more available to students, and more consumer
oriented.. We need to find an alternative which is more
compatible with the participative societies of the late
twentieth century in which responsibility is shared more

-

~equitably. '

.- P

The simplest alternative is one in which cdn;ses are fitted
to the needs of students; ‘ course structure and content are
adapted to the needs of students who enrol. Within existing
institutions, especially in traditional.éisciplines, there
are many constraints on the implementation of such a model.
However it is possiblé to move a long way towards
implgmentationlwithin these constraints.

WHAT ARE THE CHARACTERISTICS OF THE STUDENTS?

Students possessing characteristics~e£ -adult-learners differ
from those who possess the characteristics of child learners
The following ‘table 111ustrates some of these differences.

H]

.
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CHILD-LIKE LEARNERS _ ADULT LEARNERS

Dependent wIndependent/interdepehdent

Lacking experience Highly experlenced

Possessing limited skills . Possessing a wide range of
' ' skills

Sometimes 1ac¥ing in motivation Highly motivated

Unfamiliar with applications Often familiar with

applications

Subject ~ centred . Problem - centred

Flexible time scale Many demands .on time

Typically full-time ‘ Typically part-time

The students who enrol in -the Graduate Diploma/Masters course:
in Science Education at the Western Australian’Institute'of
Technology have the typically adult learﬁer characteristics
similar to almost all students in courses at this level. -
One of the main aims of the course is to enable the students
to develop these characteristics further and become”fully

independent learners. 3 R

COURSE RATIONALE ' . .

1)

N

The course is based explicitly on a set of assumptions about
- learning and the nature of an educated person. It is
intended. that the aims and objectives of the course, the
programme and the assessment and evaluation procedures should
all be compatible with these assumptions. 1In the case of
doubt reference is made to these in order to check on the
consistency of the approach. This check can be made by any
of the participants, staff and students, at any time so that
discrepancies can be discussed. =~
i

The part1c1pants are accepted as fully responsible adults who

have a great deal of experience and expertise to bring to the

Kl
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course. And 1t is 'the exp11c1t aim of the course to utilise
this avallable fund of skills fully

It is assumed that the characteristics of an educated person
who works as a full professional in any area of activity are

as follows: ¢

They are self-directing and self-motivating, that 1s,
they are able to sgpecify clear goals for their
activities drawing upon all the necessary resources to
pursue their goals, aﬁd they are able to evaluate their
performance o}the tasks they have eséablished and judge
the extent to which their goals have been met. Such
people do not act in isolation but can‘draw\\:on the
Xesources they need wherever. they may be foun both

ithin and outside educational institutions.

One aim of the course is to assist participants in ach1ev1ng
the skills of self-directed learnlng This cannot be done
in any way that encourages the dependence of the participants
on the staff of the institution but, on the other hand, it is
recognlsed that support is required and that this shduld be
available when needed. Specifically, what is excluded is
any content matter, teaching method or aééessment piocedure
that is applied unilaterally by staff on students.
Suggestions about the inclusion and use of certain topics

or activities can‘be made by either group but these ideas are
available to be challenged by either party and the reasons

-

for their inclusion made explicit and discussed.

" The course is not an independent study course but rather a
cooperative exercise which draws upon the expertise of the
participants to provide a much wider range of learning
resources, 1n terms of people, than an individual project can
do. The course is mutually de51gned in a collaborative
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effort between staff and students, and 1s‘conducted by both
staff and students. The characterlstlc hich: 1s fostered
can more accurately be described as mutu \nter pendence

-

based upon 1ndependence of  judgement.

COURSE DESIGN

v
-

The course has been desigﬁed for a particular purpose and

whilst the above rationale may well have relevance in many
other situations the '‘particular course design is for a
specific course: the structure of others based upon the same

- rationale may look totally different.

/The course is designed by staff and students in collaboration
and the content varies depending on the needs and interests
of the part1c1pants. The following are the ma1n aspects of
the structure of the course; they are a structure for the
process of the’ course, not a structure for the content. The
‘importance of a clear structure for a course is recognised,
but the structurc adopted is one that has been negotiated
between staff and students rather than imposcd on an 2“2££2£i

basis.

Y

INITIAL PLANNING-
Introductions -

Discussion of rationale N R
Specification and ranking of individual goals
Decision on group goals and cateéories
Establishment of on-going planning procedures
Task allocation--

Resource identification

ON-GOING ACTIVITIES
Plannimg sub-groups

2

Process analysis




EE

. Peer-assessment

TERMINAL ACTIVITIES

Self assessment (with some éeer—assessmentf

Course evaluation

This outline describes only the structural -components of. the

course; the learning climate in the group is just as

significant. Students are expected td intervene at any time

if the course is not fulfilling their needs and interests.

A cooperative‘ciimate needs to be established and this can
only be done through respect for the goals of others and the
contributions that they can make. Much of the learning
occurs through involvement in the process and through
students creating learning situations for egch other.

Outside experts are invited and the tutor contributes in his
area of expertise. The creation of the climate owes much to
the tutor, who in this situation has to fulfil many roles -
for example:

@

AN . .
* Faéilitator, assisting the process of

~}#arning and creating a supportive climate;
Pl .

* Peer,'participating in leafning as just

-

another learner;
%

4

* Expert, providing -specialist input;

/]
a

* Exemplar, acting as a model for the kinds
of learning that can take place.

OUTCOMES AND APPLICATIONS

Whilst many of the particular procedures and methods will
change, my belief in the fundamental principle of students

“

taking responsibility for their own learning has been
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reinforced. The output frong the .group was far greatef than

my expectations they were working together in teams to plan
and implement act1v1t1es and they were engaging @
enthus1ast1cally both in aspects that tﬁey had prepared
themselves and in those des1gned by their fellow students.
Ooutsidc contributors commented on the high level of
profussiooalism and preparation that students had undertaken,
and the State accreditation committee was’also impressed with

the standard of the course.

14
o

Students are applying the Methods of working that they have
experienced in this course to their own teaching, and many

aspects ofﬂEhe styleé of the course have been used from lower

high schoolf to professional workshops for- teachers. ‘
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A recent survey on research comparing the "Personalised
System of Instruction" (PSI) with conventional teaching
methods found that the average student performance was .
superior for the PSI method in all of 28 comparisons ,
(Tareggia, 1976). There have been some cases where PSI has
been tried and abandoned (e.g. Friedman et al., 1976), but in
most cases teachers and students” alike continue to find it a
desirable teaching method (Putt, 1977; vYuan Li & Reames,
1977). In spite of this recommendation it was with some
trepidation that we introduced the PSI method for teaching
first year Physics at Robinson Collegé in New South Wales
because most of our students are part-time. This.means that
they only have a limited amount of time available for home
study and so might find the demands of a PSI course excessive.
In addition we have students with ‘a wide range of backgrounds
- some are directly out of high school while others are older
students who have already co;pleted technician or teacher
training courses. The younger students have graduated from
high schools in different Australian States and overseas, with
each State having a different physics syllabus and abademis/,
standard. The range of entry levels is therefore large.

In addition the students are enrolled in different courses,
either science .or engineering, and it is not practicable in a
College as small as ours to divide the class. It was

[ 4
* Acknowledgemegﬁ is given to the Department of Physics,

Unlversity of Saskatchewan for the opportunity to take part
in their teaching programme.
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because of the variety of students in the one class that we
- thought it worthwhile to report their reactions to the PSI

method.
.. ; .
One result emerging from a questionnaire given to these
students was their low ranking of the teaching laboratory as
an effective learning situation. For this reason, while one
"of the authors was on study leave, a simllar survey was made
of a group of students at the University of Saskatchewan,
Saskatoon, Canada. A short summary of the teaching methods
used for the hustralian and Canadlan students is given below.
~ %
The Australian group consisted of 20 students in tho 1976 .
class (16 part-time) and 13 students in the 191’ CldSS (9
ing in some

part-time). - Most of the students were ma
xbranch pf englneerlng or sc*snce but not physigs. For many
it was a termlnatlng course. The PSI matgri ls were
prepared by O'Hal lorams ¢Dunn and Eyfand (1976) of the School
of Physics, University of New South Wales. The Study Guide
included, for each PSI unit, the objectives of the unit, text
book references, sample problem solutions, further praotice
problems for tgb student and some further teaching material
to supplement the text book. The text used was by Weidner
-and Sells (1975): Elementary Physics, Classical and Modern.
The class met for four hours a week during which time
students could dq unit tésts, have them marked and also
consult with the instructor, who was a staff member.

Although the instructor was available at other times the
part-time students had little extra free time to visit him.
The laborétory was run on more conventional lines with short

notes, including questions, on each experiment. The .
laboratory time was only two hours per week, so most
experiments ran over two weeks with the second week being

used mostly for writing-up. "——"‘\\\
- ’
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The Canadian group includedf59 students mostly full-time.
The course was ‘a termlnatlng one for students d01ng ‘
sc1entific subjects but not physlcs or englneerlng. .Three
convent10na1 lectures were given each week (with about 200
students in the class) tdgether with a one hour tutorial
(30~40 students in the class). - 1In éddition a three. hour
laboratory class was heldfwith comprehensive instfuctioﬁs

provided for each experiment. The sémple consisted of two .

‘of the tutorial classes.

REACTIONS TO PSI (AUSTRALIAN STUDENTS)

.
#

The academic year extends from;March to November and is
divided into two sessidhs. At the endfof 1976 and 1977 the

students were given a queStionnairé} This included the,

.various Likert type questions shown in Table 1, in. whlch the

mean score and standard dev1at10n of results for each

_"questlon are also given.

| TABLE 1 .
. STUDENT QUESTIONNAIRE RESPONSES, 1976

Mean  Standard
Score Deviation

Question -

1. On the whole has the absence of
lectures helped or hindered your
learning?

A great help 1.2 34 5 a great 2.6 1.2
hindrance )
2. There have been few class demonstrations,
films, etc., included in thifgcourse.
Do these.help your'learning much?

A great help 1 2 3 4 5 no use tome. = 2.3 - 1.5
3. How do you find the grading of the

tests?

Too strict 1 2 3 4 5 too easy . 2.6 0.7
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Question o ' - 7 ‘ .

4. Looking back now at your Session 1
work (5 months ago),” do you _
remember more.from learning the PSI
way or studying for a single
examination at the end of Session 1?
More from PSI 1 2 3 4 5 more for

single exam

5. How much of Se331on l’work do you
remember? .

Most of it 1 2345 hardly any
6. Overall would you say you have dohe‘

more work in physics this year than
in other subjects?

A lot more 1 2 34 5 a lot less

7. '1f you were given the choite, would '
: you choose . to study the PSI i

future? }
, Most definitely 12 3 4 5 certalnly
, . not -

8. Would you like all your courses to
be PSI or do .you prefer a mixture?

All PSI 1 2 3’4 5 a mixture

Mean

~ .
Standard

‘Score Deviation

1.9

This table shows that the students were most favourable to
PSI, that they thought they remembered more by studying this
“way (though this was only their opinion) and that they did
more work in physics than in other subjects taught by
conventional methods. The last question asking whether all
courses should be PSI yieided an ambivalent response. In.
many ways it seemed better to have a variety of study methods

for different subjects. It might be a bit too demanding to

-~

have all subjécts run by PSI.

E . . -
The 1977 zfass gave very similar responses to the
questionnai}e with no result significantly different. Thus
the initially good response was not merely due to the effect
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of initial enthusiasm over a new method (see Bienik & Zeilik,
1976).
&k

Some feaébns for theéé responses wére found in earlier

ys taken at the end of the first session in 1976 and
y(half\x&ay through the year). Students were asked for
their general comments and were given thg following questions

as a general framework for their replies:

1. How has your total amegn} of work in this couﬁgz

compared with that in other first year courses in
which you achieved approximately the same mark?

2. Do you feel that your study techniques have /ﬁ

improved as a result of the course?
-

: 3. Have you found it an advantage to be able to study
at your own pace?
o »

4-7. Comments on tests, study guide, text and laporatory.
The comments received confirmed that most students did more
work in theif_PSI course than in other subjects’ but
preferred PSI nevertheléss. Most students appreciated being
able to study at their ‘own pace, because they were not left
behind in some areas (as in lecture courses), while on the
other hand they were not forced to listen to material they .
already knew. (It is very difficult for a lecturer to
select an optimum rate of progress when the class has such a .
variety of backgrounds as ourSQ) - o ‘ ’
Students could also isolate their study to Bther sugjects
where necessary. . Whereas a full-time student can re-arrange
his extra-curricular activities £o“allow a large amount of
work in a short period before an éxémination or assignment,
part-time students have the constraints of avjob and often
of family commitments. On the whole the students found PSI
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more relaxing, though for a few the pressure to keép up with
the class or to get ahead outweighed the relaxing effect.
jTheir-prbgfess was constangly obvious to them and this was
1f-rewarding. Some students felt they learned their
physics in greater dépth as they we;e forced to study each
unit. Others (the brighter students) thought that PSI did
not encourage deeper study as they tended to learn only
enough~to pass each test. Students' comments on their study
techniques were also ambivalent. Some appreciated the
structure p{ovided by the PSI maéerials with worked examples
and self-tests and thought the tests were much better than
"swotting” for a single examination. Others "swotted" for
each test and thought they quickly forgot the material in
earlier tests. In this regard one might question whether
the aim of-these courses is for students tg "remember™ the
material on one occasion so that, if -they look at it again in
the future, their understanding will return. One student
said the work was harder without a lecturer to "pump in"
ideas; while another said there was more work but it was not
as hard. Clearly different students“prefer different
- learning techniques; ideally they should have a choice
between lectures or PSI but this is not practicable in a

‘relatively small college.

Another featdre of PSI which the part-time students
appreciated was the ability to choose what level of passing
‘grade they should aim at. Those hard-pressed for time Bpted
to do only enough units to achieve a minimum pass and thus

¥ concentrate on studying for conventional examinations in
other subjects. Othersf could achieve higher level passes by
doing additional units and/or by sitting for a formal
e*amination. v .

y
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Talking with other students about the work.

SITUATIONS IN WHICH LEARNING IS MOST EFFECTIVE

The questjionnaire given to psSI students at the end of 1976
and 1977 incluyded one item in which they were asked to rank,
from 1 to 7, the situations in which most of their learning
occurred. The mean ranks, with standard deviations, were
as follows for the 1976 class: )

Learning Situaé!gg ' 2:§2 S.D.
My own reading of text and study guide. ' 1.9
My own‘performance of practice problems. 2.8 1.7
Performance of unit tests. 3.3 1.6
The after-test interview withithe lecturer. 3.4 1.3

Consultation with the lecturer other than
after test.
Performance of laboratory experiments,

LS S B )
~N N e

D)

The only surprising result here is the consistently low
ranking of the laboratory classes; Another item on the
quesé\aﬁhalre revealed that most of their study was done at
home even though they had classes several evenings a week.
Again the 1977 class responses were not significantly )
different.

REACTIONS TO LABORATORY CLASSES )

Following the low ranking of laboratory classes by Australian

students, the Canadlan group were gquestioned ﬁurther on this
topic. As a whole group they ranked the laboratory class at
5.7 (+ 0.1) out of 7 as the situation where most learning
occurred, last equal with "talking with other students about
the work".  The females in the group, who' comprised forty
four per cent of the group, rated the laboratory class
consistently worse than did males - Eor examble when asked to
_— 127
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rank which teaching situations were most effective, males
ranked the laboratory at 2.6 (+ 0.2) out of 4 and females at
3.7 (+ 0.3). When asked to rate the laboratory as
interesting or dull on a 1 to 5 scale, the result for all
students was 3.3 (¢ 0.3), slightly on the du11 side, and when

rating the usefulness of material learned in the laboratory

the ra?ing was 3.5 (* 0.1), more useless than useful. ~ These
results confirm the authors' impression that there is a good -
deal of dissatisfaction among students with undergraduate
physics laboratory classes. In addition to supplementing
the students' understanding of physical processes the
labératory class also aims to teach skills in the use of
instruments, but students dQ not perceive these as relevanf.
And in the affective domain it aims to increase the students’
inéergst in the subject, but this aspect does not seem to be
succeeding either. As considerable resources of time, money
and manpower are involved in the running of student
laboratories this is a serious situation calling for more
research by both physicists and educationists.

n

REACTIONS TO LECTURES

The majority of the Canadian students surveyed thought that
the situation in which most of their learning occurred was
during lectures. ' This situation was ranked ahead of home

study, tutorials, etc. It may be that this was an immature
reéponse or that the class had a particularly good lecturer. i
The results of some guestions given to these.students without .-
prior warning indicated that only the most simple concepts

were grasped by the average student after exposure to a .

lecture alone. a

CONCLUSIONS

A group of part-time students found PSI an attractive method
of studying elementary physics. And it is ‘interesting to
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note that they preferred this method _even though they had
limited time for home study, where most of thelr learnlng was
thought to have occurred

Although ' the majority of students preferred PSI, ‘some reacted
differently to aspects of the method. Ideally a choice of
study methods should be available, but this is only possible
with large classes.

The laboratory class received a low ranking as a learning
experience, with females rating it lower than males. In
many ways this activity does not seem to be fulfilling its

aims,

L
-

Students in lecture classes believe that much of their
learning actually occurs during the ‘lecture. “

. (3
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TERTIARY SCIENCE INSTRUCTIONAL MATERIALS:
) A COGNITIVE ANALYSIS

M.T. Prosser

INTRODUCTION

In recent years there has been an increasing interest among
tertiary science educators in the development of remedial
programmes for first year tertiary science students. At the
Western Australian Institute of Technology, first year '~
Bachelor of Applied Science students in biology are reqhi;;;)7
to take a two semester course in physics. A number of these
students (as many as 70%) have had no previous formai contact
with physics. But‘spese students with;no previous contact
are not the only students who have trouble coping with first
year physics. Tertiary physics teachers often complain that
their students do not understand the basic concepts. By .
understanding is meant the ability to anply concepts in
Bloom's higher order objectives. John Gilbert (1977) has
attempted to isolate some of the fagtors which may effect
student misunderstandings. Among these are )

1. a lack of formal contact at earlier stages;

2. incorrect teaching and learning at earlier stages;

3. the level of “intellectual development of the students

entering tertiary courses.

In attempting to solve problems associated with these factors
one must take due regard of both the pre-knowledge

requirements of courses and their intellectual requirements.

" The pre-knowledge requirements of‘a course refers to the

knowledge that a student must possess before commencing the
course. The intellectual requirements of a course refer to

those skil?f and abilities a student must possess before

commencing a course.

131
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A major component of any tertiary science course is the
iﬁstructional materials which a student uses. Tﬁus in
association with the development of the bridging/remedial
programmes‘for the WAIT thsics course mentioned above, it
was decided to examine some of the instructional materialg
of the course. An. analysis of this material was important

for at least two reasons:

1. the results of such an analysis would provide a first
approximation of the cognitive requirements of the
course;

2. if some of the material were to be used by the student
in the remedial mode, then the cognitive requirements of
that material should not exceed the cognitive abilities
of the student.

The literature has indicated a number of investigations of
the pre-knowledge requirements of physics courses (e.g;
0'Connell et al, 1969).° on the other hand the intellectual
requirements of physics courses have not been so well
investigated (see Hartford and Good, 1967). It was decided
that this study would investigate specif%sally the
intellectual requirements of two chapters of the prescribed
text for the course. The two chapters chosen were on
mechanics. They were chosen because mechanics is usuall
the first topic taught in introductory ph&sics courses, and
because this topic causes many problems for beginning
students. The text used was Physics for Biology and.Pre-
medical Students (L.H. Greenberg, 1975).

METHOD OF ANALYSIS

The study attempted to obtain the majors instructional and
pre-requisite concepts of the mechanics section of the text
and to determine the intellectual level at which these

concepts were defined - that is, to categorise concepts in
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terms of the intellectual skills required to understand them.

In the search to define these concepts a sef of
instructional objectives were written for the section and a
task analysis was conducted on each of these objectives.

The task analysis was performed in the Gagné style (White,‘
1975) by asking the question of each preceeding objective in
the sequence or hierarchy "What must a student be able to do
before he can achieve this objective?"

Each of these hierarchies was then discussed with an
experienced tertiary physics teacher, and changes made as
seen appropriate by the investigator. Each of the
objectives was examined, and the major concept involved in
that objective was explicitly defined in terms of that
objective and therefore of the text. The concept title was

" attached to each objective and defined separately in a set of

pre-requisite and instructional concepts (see Table 1).
At this stage it was necessary to use a classification scheme
which would enable the intellectual level of the conceeﬁp as
defined to be determined. The scheme chaosen was that

. developed by Collea (Collea et al., 1974) which was based

upon the Piagetian theory of cognitive development. This
scheme was adopted for several reasons. One of these was

the fact that Piaget had ekamined adolescents by observation
and interview, as they attempted to solve laboratory tasks

in physics. It was therefore felt that the classification
scheme based upon these observations would be particular by
appropriate to physics. Another reason was that the scheme
had been operationalised over a number of years (Lawson, 1973)
and would therefore be expected to be of value without further

'

development.
Collea defined concrete concepts to be those which qun be
derived by using concrete reasoning patterns" (Collea et al.,
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. EXAMPLE

TABLE 1
OF A LEARNING HIERARCHY DEFINED BY TASK ANALYSIS

v2/r.

a
C

Be able to (a) explain, by using vector
diagrams, the meahing of centripetal
acceleration, and (b) derive the
expression for centripetal acceleration

Acceleration - centripetal (16T)

, . F
() L —b) .
Be able to-illustrate, by the Be able to use geometric and
use of.vectordiagrams, the algebraic methods to show that
magnitude and direction of a.-= vZ/r.
centripetal acceleration
Vectors (6T, 7T) ¢ Be able to show that the ratio
T ] — Av/v. equals the ratio As/r.
Be able to draw Be able to show Proportion (4P) d
a vector that for small l
diagram displacements
‘i1llustrating the change in r
the change in velocity Av has E:eaZ;sm::r::siAin :zcggiiszo
velocity an approximate similarity betweenj| that in
direction the displacement, ||similar
towards the velocity vector triangles
~centre of the diagrams the ratio
circle of the
Geometrical
‘lengths of
concepts
any two
(15p) F
correspond~-
ing sides
' Be able to show is equal
. geometrically Geometrical
- that the angle concepts
between the (15pP) F
o initial and .
final velocity Proportion
is equal to the 2 44P) F
angular
displacement of ¢
’ the particle.
’ Geometrical
concepts
(15p) F
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1975: 9-3)! Formal concepts are those which can be

understood byAusing formal reasoning patterns. iihese are
summarised below.
Concrete reasoning patterns used in the understanding of
physics concepts: . L ' '

s

Cl. understands concgbfé defined in terms of familiar actions
. and exaniples.

-

. C2. applies conservation reasoning,
i.e. if a concept is conserved in a process, the student is.
able to use that conservation in problems involving that
concept. :

C3. establishes one-to-one correspondences and arranges data in
increasing or decreasing sequence.

C4. makes simpie classifications and suoceisfully relates systems
to subsystems, classes to subclasses.

1

Formal reasoning patterns used in the understanding of
physics concepts: - «\\“
: |
Fl. ‘understands cbncepts defined .in terms of other concepts or
throfigh abstract relationships such as mathematical limits.

F2. imaginengll,possible combinations of conditions even though
not all may be realised in nature. 4

F3. separates the gffects of several variables by holding all but
one constant.

F4. usE:theories or idealized models.

FS. recognises and applies functional relationships, such as
direct and inverse proportion. 4

2 (Collea et al., 1975: 9-4)

Over recent years empirical evidence has been accumulating
which indicates that "the majority of adolescents and young
adults function at the concrete operational level (i.e. use
only concrete reasoning patterns) when it comes to

131
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cnéerétanding much of the science content at the secondary
and the college level" (Chiapetta, 1976: 255).  This
provides further evidence for the ,usefulness of such a
clégsification scheme. . S 1 9

The concept.classifications were independently validated by

experienced science educators. .. . , ,
. [,
Results of the Analysis i .

:

In validatihg'the learning hierarchies, the important
criterion Qas that they.were internally consistent. The
hierarchies were nOt necessarily reproducible by anoﬁher
physicist. It is ;ecognised thp all pre-requisite ’

objectives and concepts may not hav&\::en identified by“the" ’
h procedure to be more

]

above method, ‘but one would expect t
exhaustf&e than Jgierminingkthem by intuition. .
. ‘ o » \
Some examples of the concept ‘clagsifications are shown below.
.

.

. »
Vector Quantity -, Instructional Concept -

-

A .ector quantity was defined as one which has magnitude. and
direction. This concept definition can be prlalned in,

terms of everyday experiences -~ for example, walking 3 miles
east places one in a differeht position from that of- walklng

L3

3 miles west. Thus the concept mak@s use of‘ncrete /
reasoning pattern~Cl and is classified as & concrete concept.
L3 \ .

y

¢ 13 13
Force - Prerequisite concept

If we define force in terms of pushes and pulls, then again
understanding is achieVed through concreteﬂ&easoning'pattcrn

L

Cl. This classifies force as a concrete cchcept. N,/-7

)

Force - Instructional concept
If force is defined as being proportionah_ 0 mass and
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_accelexation, then concrete reaSoning pattern Ci is not
sufficient. The concept’ls defined in terms of the other
_abstract concepts .of mase and acceleratlon, and therefore
formal reasoning pattern Fl is involved. The concept of
proportionality is also included, thus requiring formal

reasoning pattern F5. Hence force is alformal concept.

. 0

' Force - Instructional concept (

Force is now defined as the rate of change of momentum.u
Momentum is an abstract concept, therefore formal reasoning
pattern‘Fl is again ihvolved' In addition, rate of change
requlres F5 for understandlng. But this defihition is‘
derlved from F:= Ma, thus force is deflned in terms of a
postulatory deductive system, thus requlrlng formal reasoning

© . pattern F4.

I

So force with this deflnltlon is again a formal
concept.

The results of the analysls are summarlsed in Table 2, and.
"Table 3 shows the amount of agreement between the two

independent Judges who classified the various concepts.

TABLE 2
NUMBER OF CONCEPTSACLASSIFIED AS. CONCRETE AND FORMAL
LT Instructional ,Pre—Reqdisite
Concepts Concepts
Chapter 6: ,
Concrete 3(1) * 6(6)
Uncla551f1ed 0(2) 0(1)
\ Formal - 11(11) 10(9)
Chapter 7: ' -
r— . Concrete. a 5(3). 10(10) .
Unclassified 1(2) 0(1)
! Formal A 23(24) 8(7)
Note: 1 Unclassiffed cateQbry-includes those concepts for
which the'classification was unsure. o
- 133
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Note: 2 The numbers in brackets are the results of the
1ndepe%dent classification by anotHer physics

educator.

k.

‘ TABLE 3
AMOUNT OF AGREEMENA' BETWEEN INDEpzyﬁﬁNT CONCEPT
CLASSIFICATIONS

Instructlonal - Pre-Requisite
. Concepts Concepts

£

Chapter 6:.

- Agree
Disagree
ANChapter 7: o
Agree ' . . 15

L . .
Disagree = - . ' 0 2

Note: Does not 1nc1ude the 7 concepts wh1ch were left

unclassified.

Of the total 77 concepts, 31% were classified as concrete by
one classifier and 26% by the other. On the other hand, ,
68% were classified as formal by one classifier and 66% as

formal hy.the other. 'Of the 70 concepts which were
classified by both classifiers, there was a 96% agreement;

It should be noted that 9% of the concepts were left :
unclassified by one or other of the classifiers. Thus there
.seems sufficient agreement between classifiers to cla1m that

o~

the procedure is gellable. . - _ .

The results of  this classification strorngly suggest that the
understanding of the text requires the students to be capable
of understanding formal concepts, that is, to be capable of

using formal reasoning patterns. .

DISCUSSION OF' RESULTS AND CONCLUSIONS
As mentioned previously, a substantial proportion of students

’ Co S

134

135




at the upper secondary and lower tertiary levels seem to use
only the concrete reasoning ‘patterns. Table 4 shows a
11st1ng of research to date indicating the percentages of
such students who are at the formal or concrete operational
level as measured by the1r attempts at solving the tasks
developed by Plaget and others.

Thesesresults refer substantialiy to the United States of
America)-although the results of Ankney and Nelson are of
special significance to this study. Ankney and Melson
(1977), in a study conducted in Western Australia, found that
only 32% of a stratified random sample of third'year student
teachers attending a college of advanced education were at
the formal operational stage. They stated: "The percentages
of formal and non-formal thinkers are similar to the findings
obtained by Renner and Stafford (1972) and Sayre and Ball .
(1972)" (Ankney and Nelson, 1977: 11).

Thus if a substant1a1 proportion (perhaps up to 60%) of our
)unlor undergraduate sc1ence students are capable of using
only concrete reason1ng patterns, and if, as this

_ exploratory study has suggested, a majority of the concepts ’
presented to these students are formal concepts, then the

- conclusion is that a large proportiongof'these students will
not understand the majority of the concepts taught. ‘

(Lawson (1973) has found that students cannot understand
formal concepts until they are at the formal operational

R

stage.)
If such a coPclusion is valid, we must examine what can be
.done to make our courses more appropriate to the: students'
level of understanding. Firstly, we couldptry to improve

. the 'students' reasoning abilities before they enter tertiary
reducation, But in attempting to develop courses at .the

secondary level which have as a major objective intellectual
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development, the results of Ankney and Nelson's study of the
proportion of senior undergraduate education students who

are concrete operational themselves, will need to be studied \
carefully. Secondly, the intake into tertiary science
courses could be examineq with'a view to admitting only

those students who can uée formal reasoning patterns. This
would exclude those students whose reasoning patterns

develop during the early part of their science courses.

If we do accept students who are, at the beginning of their
tertiary courses, capable of using only concrete reasoning
patte:ns, then we have a responsibility to provide courses
appropriate to their heeds and abilities. Some alternatives

may be to: -

1. ' change our present courses so that they do not require
formal reasoning patterns; )
2. make intellectual development a major aim of our science

courses.

Obviously the first alternative would be unacceptab}é in an
undergraduate programme, thus leaving the second alternative
as the only acceptable one. There have been a number of
programmes developed recently thch have intellectual
development as a major aim (see Fuller et al., 1977 for
some examples). ‘ '

\\
In attempting to examine and to solve these(problems, the
analysis of the intellectual requirement of the instructional
material will need to be a major concern for both curriculum

developers and evaluators.
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TABLE 4

~

-

RESJLTS OF SELE&TED INVESTIGATIONS OF THE COGNITIVE LEVELS OF LEARNERS

-,

NO. OF

.

N ) ‘ % ‘
S
OURCE SAMPLE i:::s CONCRETE INTERMEDIATE FORMAL
LAWSON & RENNER (1974) Grade 10 Science, 96 Students 6 168 20 S
" 11 " , 99 " 6 70 23 8
" 12 " . 97 " 6 64 21 12 |
143 College Freshmen 5 51 27 22
51 Grade 11/12 Biology Students 4 30 35 35
50 " " Chem. " P 4 4. 18 78
33 " " Phys. " 4 37 33 64
LAWSON & BLAKE (1976) 68 High School Biology Students 3 47 - 53
B 3
RENNER & STAFFORD (1972) Grade 7,8,9 298 Students . 6 77 13 S
" 10,11,12 290 " (3) 67 17 14
MCKINNON & RENNER (1971) 131 College Freshmen 5 50 25 J 25
GRANT & RENNER (1974) 89 Biology Students - mean
: 1 52 - 48
. age 15
RENNER & LAWSON (1973) 22 Law Students 1 14 - 86
‘44 v " 1 30 - ‘70
. - 2nd & 3rd Year
LAWSON, NORDLAND, 71 College Freshmen 4 18 - 66 16
DE VITO, (1975)
SAYRE & BALL (1975). 8l Senior School Biology Students 5 x x 32
67 " " Chem. " S X x 69
57 " " Phys. " S X X 81
KOLODIY (1975) 20 BSCS Biology Students 2 15 50 35
25 College Freshmen
2 Phys. & Maths. 2 60 . 32
. 25 College Seniors 2 28 64

ERIC

Aruitoxt provided by Eic:
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NELSON (1977)

(Median age 21)

* Estimates only
x Not Available
- Not Applicable

142.

NO. OF
v N L ] % L ]
+ SOURCE SAMPLE TEST CONCRETE INTERMEDIATE  FORMAL
: ITEMS
LAWSON, BLAKE & : | 4
NORDLAND (1974) 51 B.S.C.S. Biology Students 4 30 35 35
RENNER (1977r%; 811 Grade 10,11,12 Students 4 57 43
344 - " " " 4 64 36
AUSTRALIAN STUDIES
TISHER (1971) 39, 15-17 year olds 3 54 - 46
DALE* (1975) 18 year olds X X X 65
BLAKE (1977) 56 Grade 11 Students 4 33 - 67
31 " 12 " 4 18 - 82
41 " 11 " 4 42 - 48
24 " 12 " 4 38 - 62
ANKNEY AND 41 Assistant Teachers 3 - - 32
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PLANNING THE EVALUATION OF A MAJOR UNIVERSITY COURSE

H. Barham

This paper discusses processes and decisions in planning the
evaluation of a University course; it reflects experience

in planning the evaluation of the Foundation Programme in the
School of Humanities at Grlfflth University in 1978.

THE COURSE

This one-year, integrated course, undertaken by the 200
students who enter the School annually, constitutes the first
third of their Bachelor of Arts degree.

The School of Humanities has interests coverlng comparatlve o
ool Al

literature and social history, socxolOgy, film and media
studies and pofitlcal theory. These are represented in the
Foundation Course, but the course itself is centred around
four major themes and a project. The themes are:
1. Introduction to Universxty and the Humanjties. ;
2. Intellectual Craftsmanshlp

3. Critical Judgement.

.

4. The Intellectual in Society.
The weekly teaching arrangements consist of four Zehour
sessions (whlch include a lecture to the whole group followed
usually by dlscussions or activities in groupg of about
thirty), two l-hour tutorials and a film showing.
Assessment is mainly by means of assignments, together with
two lightly weighted examinations, and the project. The
teaching team consists of between twenty and thirty staff,
about twenty-five giving lectures, twenty taklng regular
tutorials, and seven conducting the discussion/activity part
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of the two-hour sessions. - - .

The course in 1978 is new, replacing the previous prbgramme

which had run for three years.

THE ORIGIN OF THE REVIEW

The Academic Committee of the UniVersin§ which originally
approved the new course, requested reports on certain of its
innovative features, for exaﬂz}e, the 2-hour legture plus
discussion/activity sessions, the integration of film with
the'rest of the course, and the project work. This request
Qas used as the spark to initiate the evaluation (but more

-important purposes quickly became apparent).

A formal proposal to-review the 1978 Foundation Course was

put by re for the Advancement of Learning and
Teaching e Standing Committee of the School of
Humanities in November, 1977. (The word 'review' was chosen

because it has fewer unfavouréble connotations than the word
‘evaluate’). That Committee accepted the proposal and set
up a small coﬁhiptee to oversee the review.” A member of the
"staff of the Centrc for the Advancement of Learning and

Tcaching was made a member of that committee.

THE AIMS OF THE REVIEW

As its first task the Committee formulated a set of aims for

the review. These wWere:

1. to provide information useful for the improvement of

the course this year 'and in the future;

2. to compile an gccount of the teaching of an innovative
course in the Humanities unusual among University

courses;
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3. to answer questions on certain aspecté of the course
posed by the AcademiQ\Committee of the Uniczrsity.

THE -FIRST PLANNING DECISIONS

; : ‘ \{

After settling the aims of the review, one of the first major
decisions to be ‘made was whether it wole try to follow one
of the 'standar@f approaches to.evaluation, a number of which
are current in fherliterature, or whether it would disregard
all theoretical models and be completely pragmatic and

eclectii;////’“.

Some people have attempted to evaluate tertiary courses
without any reference to the large volume of recent work in
the subject. Indeed, some recent published work on the
evaluation of tertiary courses has been written without
reference to any of the theoréfical work, perhaps, it seems,
in ignorance of it. : ' C:\

There are a number of models in the literature:
The Tylerian Model, for example, requires the objectives of
the course be specified very clearly, preférably in
behavioural terms; ‘the evaluation of the course: then
consists of the assessment of student Performance in terms of
the objectives. This model has some serious disadvantages;
few people would regard it asg adequate, although there are
still some who beligve that it is an appropriate model for
the evaluation of tertiary courses. It ﬁé,’of course,
entirely concerned with ends or outcomes, It requires
objective measurement of achievements. It does not concern
itself with how the objectives are achieved, only with the
extent to which they éra_achieved. Nor does it ensure that

all the outcomes are actually measured. .
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Another mode 1 that might be considergd is that developed by .
Robert Stake (1967). Stake distinguishes between antecedent,
transactlon and outcome data. Antecedents are thOse o
COhdlthnS existing prior to the actual conduct of the: cougse

- relating to students, resources and so on. Transactions

are those events, encounters andArelationshipé which occur -
durlng the process of a course. Qutcomeg are the effects

of the course, its impact on students, staff, material

. resources and so on, both short and long term.

The logical contingencies betweep the intended antecedents
¢ and transactions, and the i endqd transacéions and outcomes, , \
are looked at. The empirigﬁq contingencies between the
observed antecedents, the observed transactions and the .
observed outcomes  are also considered. The congruence
,between the intended course and the olserved course is noted.
 From the descriptive data obtained about one course it is
ﬁbssiﬁle to make a comparison with absolute standards of
excellence, or to make a relative comparison with other

courses and to arrlve at some )udgment.

Ahother approach to Lueluation which has come to prominence
over the last few years is Illumiqative Evaluation. * Parlett
and Hamilton (1972), who suggested the approach, wanted to
discard the agricultural/botany paradigm which might have
been appropriate in a research situation or which was
attempted by some people using the Tylerian model of

~evaluation. Instead they adopted.a social anthropology

paradigm. o (.

Parlett and Hamilton were primarily cgncerned with how a
course operates and how it is influenced by the various
situations in which it is applied. They wanted to know what
the advantages and disadvantages were in the eyes of the

participants. They were not just adopting a new
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vfigure 1. Stake's Model of CurriculumbEvaluatioq
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methoddlogy, they wete attempting to obtain new = .
understandings. They felt that, in their terms, a;
instructional system is not an abstract plan, but as 1t is.
1mp1emented in an 1nst1tut10n it assumes -a different form.
The learning m111eu is 1nf1n1te1y varlable.‘ It is altered
by, and it 1n_turn alters,‘the course which is being
implemented. o ' '
'Their_methods involve;ebservation, followed by further
enquiry and attempts.at explanatioﬁ. . There is progressive
focusing on impértant issues., .0f course, there are problems '
~with Xlluminative Evaluation; it is, for example, very
subjective. - .

]
-

The emphasis on this approach is not on decision making but
on information gathering. The evaluator concentrates on
process within the learning milieu rather than on outcomes

derived from a specification. of the instructional system.

Another model specifically developed with university courses
has recently been suggested by Clift and Imprie (1977) of the
Victoria University of Wellington in New Zealand. It places
emphasis on cooperation with teaching staff in the

application of Systematic procedures with clear purposes

leading to demonstrable results. It views evaluation as a

learning situation.

ép'alternative to the use of one of -these 'standard' models
of cvaluation was tovdevelop a plan which was eclectic and
pragmatic. This sort of planning would perhaps just begln
with a series of questions.

What do we want to know about the course?

What are the questions to which we want answers?

, -
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v

What data do we need to'obtain the answers to the
quéStions? . ) “
. ~ In what ways can we obtain that data?
Where and from whom do we get them? .
Who will collect the data?

When will. the data be collected?

How, when, where, and by whdm is the data going to be

&

analysed?
- To whom is the report going? . ’
What form will the report take? L
ﬁhen is the reporting going to be déne?’
In plahning the review. of the course referred to above we
\idopted basically this sort of pragmatic method; for a
variety of/reasons none of the theoretical models appeared to,
fit our ‘needs exactly. But it soon became clear that this
was not all we were doing. We could not dismiss from‘our
minds the insights that we had gained from'many of the
standard approéches to eValuation; They were guiding us
along the pragmatic path. It was clear, too,.that
Principles .which underlay some of the theories or the ,
theoretical models were also guiding us even in our most
apparently pragmatic moments. In other gg;dg, what we were
‘actually doing was to work through a serfes of simple v
questions in planning the evaluation, put answering the
questions continually by reference to certain principles of
brocedure (the term is borrowed from Stenhouse (1975)).

Now with the benefit of hindsight, it appears that the
Principles of procedure which we were using were something
like those set out below. These are clearly not all of the
same order, and they may need c0néiderab1e refinement.

‘Principles of Procedure

~
1. . The objects of attention and the activitijes to be
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_undertaken wil'l be selected with continual reference

to the aims of the evaluation.

During the planning stage'there will be continuous

reference to theoretical models of evaluation.

Multiple methods of evaluation will be used wherever

possible.

Mulgiplé sources of information will be used

wherever possible.

5. The evaluation will be conducted with the Schooll
rather than for the School - maintenarce of
cooperation with all staff and students will be
given the highest priority. o

6. Planning will ensure maximum usable information with
minimum harrassment of staff and.students.

7. Activities will be planned with a regard for the

availability of staff and other resources.

It was with these principles guiding the decisions being made
(although they were not then explicitly formulated) that we
proceeded with the planning of the review. Firstly, we
listed the questions to which we wanted answers. A small
example of the sorts of liéts_we produéed is shown in Table 1.

These questions relate mainly to teaching arrangements.

.

| TABLE 1. .
SOME OF THE FIRST DRAFT OF QUESTIONS TO BE ASKED ABOUT
THE COURSE

Whét actually occurs in the two-hour lecture plus
discussion/actiVity time slots? ’

What time is spent in lectﬁres: in medium sized groups;
in small groups? ‘

What is the nature of the lectures; of the medium sized
groups; of the small groups? ’

What topics are covered in lectures; in groups?
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154




What range of activitieg; deriving from one lectuie,
occurs in the groups?

What are the reactions of participating staff to the
various actxvxtles?

What are the reactionsg of students to various activities?

What actually happens in tutorials? .

Whogor what determines the discussion topics?

What is the nature of the organisation in tutorials?

What skills are needed (and displayed) by staff in
tutorials?

What skills are needed (and displayed) by students in
tutorials?

What are the reactions of staff to tutorials?

. What are the reactions of students to tutorials?

After considering a large number of questions we found that we
- were concentrating on certain focal points in the course.
These included the two hour sessions which were called
learnlng/teachlng units, assignments, conduct of tutorials
and S0 on. We then proceeded to fill in a document 1like that
shown in Table 2, which set out the source of our data on
these focal points, the methods by which we could obtain the
data and the time at which we would want to obtain the data
from the various sources.

TABLE 2.
PREPARING THE PLAN -

gggﬁ; - SOURCE MLCTHOD TIME
1. LEARNING/ | STUDENTS .QUESTIONNAIRE' END SEMESTER 1
TEACHING
CALT STAFF OBSER.VATION CONTINUOUS
STAFF INTERVIEW END SEMESTER 1
-151
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TABLE 2.

P

FOCAL

. POINT §OURCE METHOD TIME
2. ASSIGNMENTS | ASSIGNMENTS | STATISTICAL END OF EACH
(MARKING) ANALYSIS OF SECTION OF THE
MARKS COURSE
SCHOOL CONTENT ~ END OF EACH
RECORDS ANALYSIS OF SECTION OF THE
MARKERS ' COURSE
COMMENTS

Having completed that schedule we summarlsed the 1nformat10n
(that is, the planned activities) in a varlety of ways.
First we produced a summary of activities according to the
methods being used, part of which is shown in Table 3. We
also produced a timetable for the whole yéar - a plan of

activity as shown in Table 4.

TABLE 3. '
SUMMARY OF ACTIVITIES ACCORDING TO METHOD

1. Staff surveys

(a) All staff : perceptions of the
' Foundation Programme; its
aims and purposes, its
place in the School and the

University.
(b) Appropriate : views on each section of
participating staff the course, its impact on

students and their
reaction.

)
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TABLE 3.

(c) see 'Case Studies' below.

" selected diary keepers : individual progress.

T
(c) - All participating : review of Foundation
staff Programme as a whole, its

impact on students and
their reaction, and changes
to be made.

Observation

All formal teaching T what happens, who

activities participates, what topics
' are covered, etc., who

laads.

Essay Test “a

All students : test of improvement in essay ‘writing.

Student Surveys }

~(a) Random samples (i) expectations, interests,

ambitions’, reasons for-
. enrolling. .
(ii) review, perception of

achievement, degree of

expectations of F.P. met.
* (b) Random,Bmeles ' views of each section of
— :

the F.P.

=4

Diarieg | . s
Stratified samples : how time is spent, resources used.

-

Case studies

©

Records and documents

(a) development of the F.P., etc.

(b) description of students - age, achievements,
ability, etc.

(c) analysis of assessment results.
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TABLE 4§.
o= 2

THE INTENDED PROGRAMME FOR THE YEAR

Week
Beginning

Teaching

Week

Staff
.Survey

Observation

Student
Diary and
Case Study

Essay
Tests

Student
Surveys

Feb 6
13
20
27

Mar 6
13
20
27

Apr 3
10
17
24

May 1
- 8
15
22 .
29

June 5
- 12
19
26

July 3
10
17
24
31

Aug 7
14
21
28

Sept 4
"
18
25

— - ——_ —

~

NN

.

O O~y O vV & w N

NN

.10
. N

.12
A3

.1h
.15
2'6

-—

VY £

O O~y O

-—

(4)

Periodically
but
especially
where marked

—
Diaries:
continuously
throughout
the year

Case studies:
from mid-
semester 1
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TABLE 4,

: Student
Observation | Diary and
Case Study

Week Teaching
Beginning

Student
Surveys

Oct 2
9
16
23
30

6
13
20
27
4
1"
18

Table 4 contains reference to later documents which explain
each activity. For example, in the column 'Staff Survey',
the numbers (No. 1 in the two weeks before the first teaching
weeks, No. 2 in week seven of the first semester, No. 3 in
week eleven of the first semester and so forth) are explained
in a document on staff surveys which is represented in Table
5.

TABLE 5,
NOTES ON STAFF SURVEYS

Staff Surveys
No. 1. Who?

All staff in the School, with the exception of those
joining this year.

What abou;?

Their perception of the aims of the University, the
aims of the School, the aims of the Foundation
Programme and its relationship to later courses in
the School.

How?

Perhaps a request to write, say, a two page document,
with an interview fox\;nge who do not respond.
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TABLE 5.

When?
Before the start of ‘semester 1.
Nos. 2-7. Who? ,

Lecturers involved, and a selection of teaching
fellows.

What about?

Their views on the content, organisation, teaching
methods, assessment procedures of the section of
work just completed. Their perception of the
impact of each on students, and reactions of
students.

How? -

Individual interview or open-ended questionnaire
or group interview/discussion.

When?

After the end of each section. Weeks 1,7: 1.11,
(1.15), 2.6, 2.14.

No. 8. - Who?

All staff involved in the Foundation Programme.

What about?

Perception of the F.P. as a whole, its impact on
students, and reactions of students.

How?
Questionnaire or interview.
When?

After the end of examining in semester 2.

So far the review is proceeding according to plan. There is
one activity we would like to undertake when this review is
completed. That is to review our own evaluation practice.
This could be in the light of certaiﬁ characteristics of
evaluation plans which are outlined in the literature. For

’

156 -«

169




~

example, there is a classic distinction made between
formative evaluat}on and summative evaluation. where does
our review stand on that dimension? To what extent is this
review focused?‘ To what extent is it portrayed? Is it
Goal-Directed or is it Goal-Free? Is it pre-o;dinate;,is.if
responsive? A review of our ow; practice might also assist

us to sharpen and refine the 'principlesd of procedure'.

. N

v
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STAFF DEVELOPMENT: NEW VIEWPOINTS AND NEW DIRECTIONS
Norman C, Pennis

Institutions of higher education are now ser{pusly being
challenged to examine critically the quality of their
operations, and to render themselves accountable both
internally (to cq}leagues and the institutiohal authority)
and externally (to the community at large). It is
understandable, therefore, that staff developmént is
generally seen to be an important vehicle for meeting this
challenge to sustain a vigorous intellectual climate within
which to encourage.innovation, and to imbrove the quality of

-

the teaching/learning proceés.

LY
]

A major reason for our present concern over staff development
emanates from the ehergence’of what has been designated a
period of "steady-state staffing” (or no—growth); Ample
reference to the current economic situation in tertiary
institutions has been made by Hore (1977) and by various
authors in the recent book The Future of Higher Education in
Australia (ed. Hore, Linke+@ West, 1978). Rhis "steady-.
state" phenomenon can lead to interesting speculations, and

implications, for staff development. On the one hand it
could mean stability, decreased mobility and consolidation,
which are, perhaps, essential ingredients in susfaining
worthwhile and innovative staff development activities. On
the other hand, a stable staffing situation could produce
staleness and stagnation of creative ability and a qulling of
enthusiasm, initiative and innovativeness. We therefore
require carefully planned and implemented staff development
efforts to enable staff to retain their vitality, and their
seﬁsitivity and responsiveness to changing educational issues.
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New talents and attitudes to meet the challenging demands of
our students‘'in changing circumstances will have to be
generated from within the ‘present staff.

. v
HOW DO WE DEFINE STAFF DEVELOPMENT?

Any concept of sgstaff development must be seen to emerge
naturally from different assumptiors and philosophies which
are adopted to support such programmes. At this stage the

intention is not to address the issue of the importance of
staff dévelopmentf Instead the primapy purpose is to focus
more clearly on, and articulaEe more precisely, the
perspectives and assumptions that may have become obscured
in"our past operations.

-
Staff development is a complex enterprise. In the
literature a distinction is often made b‘using different
labels such as "sgtaff development", "professional development"
and "educational development”. Gaff (f975) outlined three
:components of staff development, namely faculty development,'
ingstructipnal development and organizational development.
Coles (1978), on the other hand, has suggested that staff
development will only be understood if it is equated with
curriculum development, and that staff development emerges
as an outcome of the varied activities associated with course °
design and developmgnt. " What is important, I believe, is
that a change of label is not necessarily accompanied by an
automatic change in direction or emphasis, or the adoption of
a new set of assumptions. The traditional label "staff
development” can be given inclusiveness of meaning so that it

will connote concern for

scholarly research within the staff member's
discipline;

improving the tertiary teacher's role in the
instructional process, and the total educational
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enterbriSe in which he is involved; “and

* the students' needs and characteristics, and for
improviné\TEarning conditions and.settings for

students. . v © =

In other words, by'legitimately following a "developmental
strategy”, staff. development can be made to operate as a
continuous, on-going pfocess: it will be flexible; it will
attempt to change the attituBles of staff, to assist them in
developing new ekillé and improVinQ existfng ékills; and it
will attempt to change their behaviour. - It is unfortunate,
however, that many concepts of staff developﬁent séem to give
prominence to only two of Eag essential elements, namely thg
needs of the individual staff member and the expectations of
the institution. There is an apparent disrégard.for the
needs of students, for whom the development a change are,
presumably, intended. In this regard, refore, it seems
velopment programmes

reasonable to suggest that if staff
cannot demonstrate how they contribu
student goals, it would seem futile to spend tike, effort and

achieving declared

money on them.

HOW ARE CURRENT STAFF DEVELOPMENT PROGRAMMES PERCEIVED TO
OPERATE? ¢

» Staff development activities are seen as "things done
for someone, by someone" (presumably by an expert staff
developer). The content and setting for these
activities are normally determined mainly by the staff
development organisers,

* \There is little staff participation in determining «
either what should be offered by way of céntent and
learning experiences, or the format for such activities. é\

’

- lel

Q - _lf;4




K}
.

Lo Staff development actfvities are nsually implemented for
less competent and less experlenced staff, and for those
seen to be most in need of a551stance. 'As such the

arrangement appears-to stigmatise some staff.

* Staff development act1v1t1es have tradltlonally been'
known to address the more practical issues, and are
organlsed as workshops, seminars, or courses. These
activities have often been seeh to be lacking in a - -

 deeper perception of the conceptnal isSues that are
involved. . As such they are perceived to. be
incompatible with staff needs, or less fulfilling and -

less stimulating.

WHAT SORT OF STIMULUS IS NEEDED? (NEW VIEWPOINTS)

Thie‘question cohldlaleo bedasked differently:n‘what are the
prerequieites.for a successful and effective staff
development programme? Or, what'vfewpoints do we need to
adopt as the ba51s for a successful plannlng and . ]
1mp1ementat10n strategy’ . The suggestions which follow
attempt to articulate more preciseiy some important
prlnc1ples and motivating factors, whlch most of us accept
anyway but which are not reflected in many of our staff
development activities. ./

1. Assessment of needs. .

‘ The broad cohcept of staff development as personal,
professional and organisational development demands the
determination of the major types of needs, both
individual (or personal) and institutional. '
Institutional needs are invariably reflected in policy
statements of goals and purposes, and although
institutions obviously have several ‘purposes, teaching
is of primary importance.
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2. ' Needs will be different for dlfferent staff levels and
career stages. ,
A\Programmes must therefore be Planned to be flexible, to
support individual and grdup activities, and to reflect
Vexpressed needs for diagnosing personal‘and professional
competencies”or weaknesses; to improve_interpersonal
skills; and to provide opportunities for involvement in
| (and, hopefully, a better understanding of )

T departmental decision-making and team-bulldlng In
other words, staff development programmes should not be
programmes identified by others (for example, research
and development, units), something brought in and 1mposed
on staff.-

Needs ought therefore to be determined on the ‘basis of
at least three staff;ng levels:

(1) new, inexperienced- who have the knowledge and .
skllls of their dlSClplInEBy and documented-
,” Credentials, but who have limited applied
experience and no experlence within teach1ng and
educational co exts,

(2) new, experienced who are the scholars or
.. Ve o .
practitioners, but who are new to teaching and the

educational setting;

(3) established,&experienced: who have the full
complement of both knowledge and skills, and
experience of working within an educatiogal

setting. / v "

.3. When programmes are needs-based, they will be primarily
client-centred and client-identified., When staff make
their own day-to-day assessments of what they are doing
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that might be in need of change or modification, we have

.the basis for-establishing staff development needs.

‘%urthermore, we ought to accept the corollary to such an

assumption, which is that staff are key ®hange agents in
bringing about .curricular and organisatibnal changes, as
well as.shifts.in attitudes. Staff will not be
innovative, and will not be changed by institutional
decree; and it is hardly likely, also, that they will

- change by being told by experts. How then will reform,

or change, or innovation gain acceptance? It is
contended that staff will seriously and more willingly
identify with educational reform if it has involved them
personally.

a

Within the notion of viewing staff as potential chénge—

Vagents resides a further belief that staff development

S

activitles will often receive the greatest impetps if

' they are seen to be "change-agent projects". By this I

mean projects associated with "on-the-job problem
solving". At the Western Australian Institute of
Technology we have been convinced of the impact made g}
such an approach in a vqricty of éevelopment.projécts
and would wholeheartedly support Coles (1978) in -
advocating the need for research and development
personhel to work alongside teaching colleagues. IﬁJ
this way we could share some of the experiences of our

colleagues and become more sensitised to the needs and

. realities of their work situations. In this way

(probably arrangéd through secondments or joint
qppbintments) research and development consultants, who
give adwjce about instructional processes or about
facilitating the tertiary teachers' role, could also

experience at first-hand the problems of the classroom,

‘the laboratory or the field. This is one way in which

we could demonstratcygptellectual leadership, and

164

ley




thereby also establish credibility..
5.:' Staff development programmes should operate on a
‘continuous basis throughout the yYear and not as sporadic
events.  They ought not first to be concerned with
correcting deficiencies. They should positively
emphasise growth and change. While change may be
viewed as immediaté’andmxeiyted to specific teaching
behaviours, long-term growth and dev§10pment in
professiohal-competencieé hinges onxattitudinal changes,

and will be dependent upon:

~*  involvement in personal learning;
* ° the extent to which teaching staff are
given responsibility for defining their own
educational prbblems, for delineating their
own needs, and receiving advice and assistance
on their own terms; r
* . reflective discussion and interaction with
other teaching colleagues;
* construction:of a poiht of view about the
teaching-learning process; and

* the parallel development of a teaching

repertoire that would support such a point

of view.

WHITHER STAFF DEVELOPMENT? (NEW DIRECTIONS)

Specifying "how we go about doing it" may appear to be a tall
order. However the task before us should be‘chéllenging

and creative, and attainablé within given contexts. What
follows are suggestions for the type of staff development
activities that might be promoted. i o

1. Induction courses for new inexperienced staff. (In

1

a steady-state sta%fing situation the demand for courses
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of this nature, aimed at equipping staff with a
"gsurvival kit", is likely to decrease.markedly.) The
most valuable follow-up activities-to such courses are
individual consultations in the staff member's teaching
setting, with built-in opportunities for the individual
to learn and devélop skills for diagnosing, identifying,

and solving problems within a course.

2. Institutional support and encouragement for staff to

grow in professional competence. Some examples are:

* the acquisition of higher degrees through
study both locally and overseas;

* formal accreditation of courses in education,
aimed at better equipping the tertiary teacher
to fulfil his role. o

3. Local study leave, within an institution. It is
envisaged that such a scheme could operate on the basis
of the WAIT Mini~Fellowship Scheme, by which a staff

member can apply for

* time release of between 3-4 hours per week for
one or two semesters; or
* total release from teaching commitments for

a full semester.

The successful ca;aidate would have submitted for
approval a proposal outlining the nature of the
educational investigation to be undertaken. Throughout
the period of the project, a member of the R & D Unit
works alongside the investigator as consultant and

‘ adviser.

4. Exchange Programmes. These could operate on an

intrastate as well as an interstate basis.
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Institutional'policy ought to give priority to the kind
of staff development programme which would arrfnge
short~-term exchanges for staff who wish to gain

experience in another environment. R & D Units might.

themselves consider rev1ta1151ng their operations by
arrangement of inter-unit exchange programmes,

Encouragement and support of research actiVities. In
addition to the teaching function the conduct of pure
and applied research is a vital activity on many’
campuses. Obviously a wide range of developmental and
investigatory activities can be subsumed under the
umbrella of "research". The nature, description, ‘depth
and scope of such research activities undertaken by
staff will no doubt also correspond with the degree of
expertise and commitment they possess. At least equal
consideration ought to be _given to research related to
teaching and other forms of research. Furthermore, in
considering research activities for staff development
purposes, preference should be given to those which
increase the participants’ understanding of the

professional area for which they are preparing students
(Lonsdale, 1976).

Industrial exchange and cdmmunity involvement.

Exchanges similar to those proposed between institutions
should be possible to permit staff to work on a
community-based project, or in an industrial/
professional setting. Hefe again the most obvious
benefit is the degree of relevance and reality that
ought to emerge between the courses (and the teaching

associated‘with these) and actual situations at the
workface.

Course design and evaluation of teaching. The
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individual requests from'staff for assiéfancewin'this
direction represent yet another 6pp6rtunity for
tailoring a staff development programme to individual
needs; Benefits likely to accrue to the staff member
include a‘'greater awareness of the need to monitor how
things are going; skills at diagnosing and identifying
areas of concern; profeséional concern and empathy;

and an acceptance of the need for collaborative planning
with students regarding the nature df learning
experiénées to be provided, assessment of performance

and achievement, workloads, and so on.

rning and coping skills of’his students. This

<i\;vj;ais also likely that the staff member will explore the
1

appears to be a much-neglected area within staff

—development programmes. ‘The almost total concern for

helping staff improve their teaching has left little
time for consideration of the problems that students
might be experiencing. And yet for students to derive
the maximum benefit from even the most traditional diet
of lectures, tutorials and practical sessions (let alone
innovative procedures) they ought to possess adequate
learning skills. Any staff development exercise
involving course design and evaluation ought to provide
opportunities to explore students' characteristics

ahd their learning and study skills.

Staff development on a departmental basis. A gtaff
development programme which is based on the peculiar -
needs and requirements of individual departments would

be a useful departure from the traditional model.
L]

-

-

Department-initiated action is also more iikely to have
official support and influence. Furthermore, a
departmental platform often provides a more acceptable
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opportunity to promote team teaching, to encourage
"git-ins" on the teachlng of colleagues, and to foster
critical and constructive interchanges between closely

- related subject - speciality groups. And within
departmental settings there is the additional advantage
of usind some of the teaching staff as consultants, or
experts, along with the R & D Unit consultant. The
success (and satisfaction) achieved by colﬂeagues is
often an extremely powerful motivating factor if one is
seeking to convince staff of the worthwhileness of staff
development efforts.

In conclusion, all staff development efforts ought to aim at
enabling staff to improve and sustain their professional
competence. And because we work in an ‘educational milieu of
constant change it is not difficult to appreciate that
competence is a perishable commodity: skills that proved
initially successful could easily degenerate and become
obsolete. Our staff development programmes should be a
protection plan or policy against such obsolescence.

However, since development generally means change, the
development of programmes within an organisation cannot
‘really be successful unless the organisation is also
developing and responsive to change. And within departments
our best efforts at providing viable staff development
programmes will fail if heads of departments do not visinly
support the efforts of their teaching staff to learn and to

grow in professional competence.
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THE ENHANCEMENT OF LECTURER SELF-CONFIDENCE

H.E. Stanton

One of the problems most frequently faised by academics in

" their consultations with staff development personnel is the
anxiety they feel about the formal lecturing siﬁuation.
King's (1973) study of staff at eighteen United Kingdom
universities has attested to the widespread naﬁure of this
problem, while Ellis & Jones (1974) have spelled out how such
anxiety affects the academic's lecturing methods. In an
attempt to cope with self-doubt, he uses a number of
undesirable techniques, such as ritualisation and distortion,
which interfere with .student learning. Tfaining in
specific lecturing skills,‘as Harding & Sayer (1975) have
pointed out, is unlikely to rectify this prgblemf for the
underlying cause of the poor techniques remains untouched.
They maintain that what is needed in addition to such
training is providing guidance to staff on ways of coping
with their anxieties and self-doubts. The assumption
underlying their suggestion is that amelioration of the
personjl problem will be reflected in improved lecturing

per formance.

The userf therapeutic techniques -'for this is really what
Harding & Sayer are recommending - is normally not considered
in an educational context, yet teaching and therapy have much
in common (Stanton, 1978a). In both cases the learner, be
he student or patient, is being helped to change in ways he
desires. Successful learning and successful healing are
largely a function of acooperative attitude between the
people involved so that they can move toward their mutually
desired goals. Using a therapeutic approach, then, to help
academics cope more successfully with the anxiety engendered
by the formal lecture situation is not really such an
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outlandish notion. In fact, in the studies reported in this
article, student teachers, teachers, and lecturers were
enthusiastic about the benefits they gained from the
treatment sessions and, in particular, were delighted with
the rapid increase of confidence they experienced.

v

The Therapeutic Treatment

The particular treatment method used was one embodying. three
elements: relaxation, suggestion, and imagery. Relaxation
has long been used as an anxiety relief mechanism (e.g.
Jacobson, 1938; Meares, 1971; Wolpe, 1969). for the two
states would seem to be mutually incompatiblé. There are
many ways of achieving deep relaxation, but posgsibly the most
consistently successful is some form offhyphoticyinduction
which makes it easy for 'the subject tb let go and drift into
a very calm and peaceful state. Such an induction not.only
helps the subject to relax, but also enables pim more readily
to accept suggestion. It would appear that as one "lets go”,
the normal critical "watchdog" faculty of the mind becomes
less marked, permitting acceptable suggestions to be more
eaéily absorbed. "Acceptable" is the key word here, far the
subject is easily able to reject suggestions to’wh}ch he
objects. In the- studies described in this article, emphasis
was p¥aced upon the subject feeling more ehergetiq, healthigr,
copjing with problems effortlessly and easily, becoming
increaéingl calm and relaxed, experiéncing feelingé of
ell-being, and being able ‘to concentrate more
tively. In particular, suggestions pertaining to self-
confidence and a person's power to change himself were
stressed. A script embodying these ideas may be found in
Stanton (l975a). .
The third element, that of imagery,:involved subjects viviﬁly
imagining themselves in a c}gssrqpm or lecture room situation.
Once they were able to do this, theybvisualised themselves

v
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perfgrming in the way they wanted to perform - calm,
confident, effective. It has been suggested (Bloodworth,

"1975; Maltz, 1967) that such success 1magery,/see1ng oneself

-

the way one wants to be, is the most effective way of
changing behaviour.

A combination of the three elements, relaxation, suggestion
and imagery (R?I) defines the therapeutic approach used with
teachers and lecturers to help them, cope with anxiety and
self-doubt. Basically, their problem was seen as a lack of
self-confidence, and it was assumed that if the treatment
method could assist them to feel more confident about
tnemselves as teachers, anxiety would decrease and their
classroom performance imprpvé} Considerable evidence does

‘exist 'in the therapeutic literature that the approach

outlined ab0ve, often labelled "hypnosis", can be extremely
successful in changlng people's behaviour. Experiments Al
conducted by the present author with weight loss (Stanton,
1975b), insomnia’ (Stanton, 19750), confldence bulldlng 4
(Stanton 19754, 1977a), testlpnxlety (Stanton, 1977b), and
smoking (1978b) have all provided confirmation of this view.

Studies with Student Teachers g

The. first study using the RSI technique to counter anxiety
about teaching was conducted wi.th Diploma of Education
students who were facing their first round of practice
teaching (Stanton, 1978c). Anxiety among them was high and
eighteen volunteers experienced four half-hour treatments
held at weekly intervals. Before thebe sessions commenced
students completed a self-report confidence scale (see
Appendix 1I). p R
Choicé of this measuring instrument was influenced by the
work of Allport (1960) whé maintained that the best way to
find ‘out what a person is like is to ask him. Combs & Snygg
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(1959) have also stressed the same point, that it is a
person's perception o% his personality that is more imp'c;i-tantl
than some outside "objectiyé" meaéhre. If a person feels

confident, he is likely to behave in a confident manner, and

» »
the Scale used in these studies was intended to megsure this

" self perception.

After the four sessions had been combleted the Confidence

"Scale was re-administered, and the results indicated that 13

of the 18 students had increased scores. These ranged from
one point on the scale to three points (p<0.0l1, Wilcoxon

signed ranks test}. .

A secbnd study (Stanton, 1978c) also used Diploma of
Education students as subjects. Twenty pairs were se}QCtedA
on the basis of Confidence Scale scores, and 6ne member of
each pair was allocated at random to an experimental group
which experienced the four treatment sessions. His parfner
was allocated to a control group condition. Pre- and post-
experiment Confidence Scale scores showed that although five
of the experimental group remained stable, 15 récorded
imprbvement. Of the control group, four recorded a higher
score, four a lower scofe, and 12 remained stable (p<0.002,
Mann-wWhitney U-test).

.

Studies with Tertiary Level Lecturers ' ,/I

The first of these studies. (Stanton, 1978c) generahised from
the earlier work done with student teachers. Twenty
subjects, teaching within ‘either a university or a college of
advanced education, were matched in terms of their pre-~
treatment Confidence Scalewscores and allocated at random to
experimental and control dgroups. Qnce again, the majority
of subjects who experienced the therapeutic treatment, eight

out of ten, recorded improvement in their self-confidence
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level. .These results were ngt matched by those of the

control group (seven stable, two improvements, one decline),
the differenqe between them being quite slgn1ficant (p<0.02,
Mann-Whitney U-test)

Thie study, together with the ‘twolstudent teacher studies,
did seem to establish the effectiveness of thelRSI technique
in helping subjects feel more confident about themeelves in a
teaching situation. However the question of whether this
confidence was reflected in more effective lecturing
behaviour had not been answered. Therefore an additional
measure was employed with 40 tertiary level lecturers.
Students taught by these lecturers were asked to evaluate
them before and after the experimental treatment. Although
it is debatable whether students are able to provide an
accurate evaluation ef the teaching they‘receiQe, the issue
in the present context concerns their perception. Students
are the only ones who can provide information on how they
experience the teaching to which they are exposed, and it has
been sugéested that it is this perception which determines
how well they will learn (Mager, 1968). If students rate a
particula iwggjurer at the same level both before and after
his exposure to RSI, this would suggest that his increased

-4

confidence was not reflected in improved teaching, and that

the RSI treatment was ineffective in actually modif¢ing his
behaviour. Although other methods of measuring teaching \\\\
performance could have been employed, empirical evidence
would suggest student evaluation as the best source(gf
information available (Austin & Lee, 1967; Costin et al,,
1971; Hildebrand et al.,1971). A simple ten point scale
was used, both to preserve compatibility with the“confidence
measure and also because only an overall assessment was
required from students (see Appendix II). There was no
attempt-made to identify ways in which the experimental
eubjects may have improved, only whether gbservable changes
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in lecturing performance had occurred.

Once-again the self-reported confidence of the experimental
group, Fandomly assigned on the basis of matched pairs as'in
‘the 9féilous studles, wis - slgnlflcantly higher than that of
the control .group (t = 3.20, df = 19, p<0.01). This

'~ increased self confldence level seemed also to be reflected
in 1mproved teachlng performance for the RSI group, who were
rated slgnlflcantly h;ghe: after treatment than the control
group (t =2.60, df = 19, p<0.02). * According to the student
evaluatlon, 11 of the 20 exper1mental group subjects
improved their teaching, with no member of this group being
rated lower'than,on'the pre-treatment evaluation. . For the
control subjec@Si on'tﬁe‘post—evaluation, four werd rated—~""
higher and threeélowef. The students making the ratings

héd no knowledge of the experlment for their cooperation was
sought as part of a general evaluation of teaching programme. ,
Scores on the Confidence Scale and Student Evaluation SCQ;e
were positively related. (Pearson product-moment correlation
coefficient r = 0.74 for pre-experiment scores and 0.80 for ™
‘post-experiment scores). It would seem reasoneble) then, to
conclude that\students' evaluation of their lecturers'
teaching performance agreed quite well with the lecturers’

subjective estimate of their own selffconfidence level. [

«

The Present Study ) "

The latest in the series of investiga ions exploring the
agplicability,of the RSI technique to |"lecturer development"
involved the use of the Tennessee Self-Concept Scale (Fitts,
- 1965) instead of the instrument used to measure self-
confidence in the earlier work. It wag felt that if
another measure produced comparable resulhts the effectiveness
of the treatment method would gain additionpl support.
Choice of the Tennessee Self-Cohcept Scal was made on the
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" basis of its reliability Awith reported coefficients falllng
ma1nly in the 0.80 - 0,90 range), and the existence of some
evidence supporting its validity (Knapp, undated; Suinn,

1972). Like other paper and, penc1l personallty tests, the -

Tennessee §elf-Concept Scale can'lay no claims to excellence -

-as a measur1ng instrument but it does seem to have enjoyed
vsuff1c1ently wide usage to enable comparisons to. be made.
It provides a well standardised, multi~dimensional
description of the self- ~-concept, whﬁgh would seem to reflect
the overall leyel of self-esteem or confidence of the
'respondent. As Fitt puts it:

Persons - W1th high scores tend to llke themselves,
feel *they are persons of worth and- ‘value, have
confidence in themselves, and act accordingly,
People with- low scores are doubtful about their
own worth, see themselves as undesirable; “often’
feel anxious, depressed and unhappy, and have
1ittle faith and confldence in themselves

From a group of l67 teftiary level lecturers, ten pa1rs were
selected. The members of each pair, who had the same score
‘on the Tennessee Self- Concept 5cale, were allocated at random
to an experlmental group which experienced three half-hour
RSI treatmeafs spread over three weeks and a control group
which spent the same amount of time dlscusslng ways of
reduc1ng anxiety in the formal lecturlﬂb s1tuatlon. Further
adm1n1stratlons of the Tennessee Scale took place at the end
of the three week period and six months after completlon of
the study. " The results were as follows:

MEAN SCORES AND STANDARD DEVIATIONS FOR TWO GROUPS OF ,
TERTIARY LEVEL LECTURERS ON THE TENNESSEE SELF-CONCEPT
SCALE (N = 20)

. - Immediate Delayed
Pre-Test Post-Test . .Post-Test
Experimental Group 309.5 340.5 340.7
: (127.2) ~  .(20.1) . . (19.2)
Control Group » 309.5 310.5 310.7
( 27.2) ( 26.3) , ( 26.2)

NOTE° The hlgher the score, the mdre positive the self- concﬁé?

.
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The immediate post-experiment scqre of the RSI treatment
group was significantly higher than that of the control group
(t = 4.19, df = 9, p<0.01) and that superiority remained .
constant on the six-month: folléw-up test. A comparable
»result eventuated when student evaluationsof their lecturers,

as shown below, were considered.

MEAN SCORES AND STANDARD DEVIATIONS FOR TWO GROﬁPS OF
TERTIARY LEVEL LECTURERS ON THE STUDENT EVALUATION OF \//

’ TEACHING SCALE (N = 20)
_ Immediate Delayed .
Pre-Test  phst-Test Post-Test _
Experimental Group 5.1 6.0 6.1 -
(1.5) (1.5) (1.4).
Control Group | 5.3 5.2 " 5.3
N (1.5) (1.4) - < (1.5)

NOTE: The higher the score, the better the perceived
performance. .

’

. ’
Again the scores of the experimental group were significantly

higher on both the immediate test (t = 4.0, df = 9, p<0.01)
and the delayed test (t = 3.26, df = 9, p<0.01).

Discussion

The results of the stuay described above provide further
confirmation that the RSI treatment is a successful means of -
improviBg both lecturer self—confidence and teaching
performance. Use of a different confidence measuring
instrument, the Tennessee Self-Concept Scale, from that °
used in previous studies made no difference to the
'expp{imental results, nor did reduction of the number of
N
‘tréatment sessions from four to three. When it 1s
nsldered that the lecturers in thlS studydgpent only one
‘and a half hours to achieve the gains they d1d the power \
of the therapeutic treatment is apparent.
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Its applicability within the context of higher educatlon
would seem to be con51derab1e, partlcularly as taped
inductions, suggestions and imagery guidance are quite
feasible. The new study reported in this article involved
"live" presentation but earlier studies used audiotape.

Thus staff development personnel wishing to use the RSI
technique would not need to be expert therapists themselves.
Tapes, recorded by people used to working in a therapeutic
context, could be made widely available to academics wishing
to make use of them. - '

Particulerly pleasing in the present study was the
maintenance over time of both the self-confidence gains and
the improved teaching performance. - Often, immediate past-
experimental results seem to suggest that great improvement
has been made, and if no long term follow-up is used it is
assumed such.gains are enduring. Yet on many occasions
experimental treatments are vefy short—lived; and later
measures indicate a reversion to the lower standard of
functioning.  That such.was not the case in the present
study holds promise for the relaxation—suggestion—imagery
treatment method becoming an important tool in the

improvement of academics' lecturing performance.
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APPENDIX I

CONFIDENCE SCALE , 9

INSTRUCTIONS :
J

Each of us has a picture of ourself‘as a person, usually

reflected in terms of common personality.chagacteristics.

The scale set out below is an attempt to translate one such
characteristic into measurable terms. What we would like

you to do is to circle the number on the scale which you feel’
would provide the best description of your level of confidence
about yourself as a lecturer.

For example, you may feel that the statement: "I have
complete confidence in myself as a teacher" describes you

;,/ very weLl, so that in this case you would circle 10.

' Alternatively, you may feel that you are neither "completely -
confident" nor "completely lacklng in confidence", but that
You are closer to the former description than the latter.
In this case you mlght circle 7 or 8. Try to be as frank as'
possible for there are no right or wrohé descriptions.

a

’ 1 2 3 4 5 6 7 8 -9 10
R B
. ) S S N N T Y
I have absolutely no ‘ I have complete
confidence in myself confidence in myself
as a lecturer as a lecturer
183
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APPENDIX II

STUDENT EVALUATION OF TEACHING SCALE

INSTRUCTIONS

Consider your lecturer ............... {name inserted here).
Place a,cifcle around the number on the scale below which

you feel best represents your evaluation of the quality of
his teaching performance. For example, if you feel he is a
superb teacher, you would circle the number 10. If‘you

- feel he is‘just a little better than average you wbuld circle
6. Conversely, if you feel he is a rather poor teacher you
would‘circle 2 or 3.  Your name should not appear on this
evaluation form and your honest opinion would be appreciated.

0 1 2 3 4 5 6 7 8 9 10

R I I I I O O O

His teaching performance His teaching performange
is extremely poor is really excellent
. {
q
A
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THE NEEDS AND PROBLEMS OF PART TIME STUDENTS AND THE
ACCOUNTABILITY OF ADMINISTRATIVE AND ACADEMIC STAF

f -

-

~Jason L. Brown

-
( o
. .

Part-time internal students appeaf-to be a much maliéned and
much ignored group within the tertiary education sector.

The dearth of information on a national level is surprising
Considering the number of part time students,involﬁed in
tertiary education.

Within the framework of accountability in education, the
responsibility for the needs and problems of part time
students has yet to be fully recognised, let alone acted on.
As‘the relevance of vocationalism in education and
institutional accountability is increasingly recognised at
all levels, it is the appropriate Fime to extend academic and
administrative accountability to and for part time students,
their problems and needs.

- »

THE PART TIME STUDENT

The significance of the size, composition and .impact of the
internal part time student population should not be under-
estimated. As Table I indicates, more than 32% of all
internal students are studying part time. Not only are they
a considerable percentage of the student population, but they
"spend a considerably larger contact time (in total span of
years) with their institution. )

:j .

) 4
i
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TABLE I . ‘4
INTERNAL STUDENTS BY TYPE OF' ENROLMENT (PRELIMINARY), 1977

LR ¥ »

FULL TIME PART TIME TOTAL
Universities .. 102,901 45,827 148,728
" C.A.E.'s ; 84,896 44,462 129,358
* Total : 187,797+ 90,289 278,086
' ’

,(Sourcé:l Australian Buréau of Statistics,
Ref. No's. 13.13, 13.6.)
i .
Holding employment characterises the part time student. As
Table IIwillustrates part time studentg are employed across
the whole range of employment areads. In- this way they are
' . representative of a major segment of the community that

otherwlse would not be present in the tertiary educatlon

field. . . -
. L . TABLE II T
EMPLOYER CATEGORY (SAIT, NSWIT, QIT)
o : k - -
TYPE OF EMPLOYER - ° \\ ‘SAIT NSWIT QIT
; Government | a4% " 29,78 " 559
Statutory Authority/ 11% , 9.4% 118
Commission N
'Industrial 20% 22 %)
Banking/Finahce , 118 ' 5.9% ;: 343
, Retailing/Commerce 10% 26.8% ) .
’ Other . TS 6.1% )

.

Aside from the obvious area of employment part time studenta
differ from full time studen in a number of ways.
K ' Meddleton (19&5, in Gosllnéifg
{ part time students at the University of Queensland found

76: 12), investigating Arts
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“. their average age to be seQén Years greater than that of full
time students. Similarly.at the N.S.W. Institute of
Technology (Senior Part Time Students Survey, 1977) the
average age of part time students was found to be 25.8 years,
flve years greater than for full time atud@nts. Familial

- . obligations also help characterlse the part time student.
Meddleton (see Gosling, 1976: 12) found that 50% of a sample
‘of 500 students were married,'With 38%'having children. At
NSWIT 45.9% were found to be marr1ed ‘with 36.4% having
children (Appen&!x I, A). ' .
Because of their employment, experiential and familial
backgrounds, part time‘students,have specific needs and
problems not suffered by full time students. _in the past,
the focus has mainly been on the area of attrition and length
of time:needed for graduation, ratﬁer than on the problems

.~ causing these symptoms, giving an inordinately pessimistic
viey ef'the viability of part time study.

» BENEFIT/LOSS OF PART TIME STUDY

The greatest administrative problem associated with part

time students is the wastage rate. The Martin Committee

(1964) believed that part time study was in general an

unsatlsfactory and expensive form of Unlver51ty education,

and suggested the expansion of grantsg to reduce the numbef of

part time students. What evidence exists gives a grim .

, picture of the attrition of part time students when compared

with full tii:Lstudents, of whom 37.3% completed their course

\in'minimum t and 63.9% graduated after the same seven year
span aa the 29% of part time gtudents. Nevertheless a

. variety of 1nst1tut10na1 .problems are associated with this
high attrition rate, and to balance this part time students
present both tangible and intangible beneflts to their )
institution and community as a result of thexr presence in

tertiary education.
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. TABLE III
=
PART TIME ENTRANTS (1961) IN ARTS AND ECONOMIC FACULTIES:

UNIVERSITIEs

. MEN WOMEN TOTAL
‘Numbex graduated 32.5% 18.6% 29.0%
Number discontinued 57.8% 76.2% © 62.5%
Number continuing p/t 9.1% 4.9%. 8.0%
Number continuing f/t 0.6% 0.2% 0.5%
Nil subjects failed ' 14.1% 11.9% 13.6%
One suljject failed 5.7% 4.2% > 5.3%
Two subjects failed 5.2% 2.1% 4.4%
Three subjects failed 3.3% 0.5% 2.6%
Four or more subjects failed 4.2% n.a. 3.?‘

[y

(Source:v The 1981 Study, Department of Education and
A.v.C.C., Canberra, 1972).

To balance the higher cost of pért time education it should
be noted that paft time students use the fixed resources of
buildings and facilities for the marginal cost of oﬁly‘the
recurrent resources of lecturing staff and materials used in
instruction. An appropriate ratio of full time to part time
.hours could'thus be established for'any institution based on
the benefit 'of extra resource usage against recurrent costs
per hour of tuition. : R

On a more gencral level part time students, unlike full time
students, make economic input into the community during the
course of study. Similarly, while paying taxes of general
benefit to the whole community, they do not represent the
drain on resources that those on grants or scholarships
represent. The cpmmuhity is not only benefiting at this
level but also from the added expertise being more
immediately brought to bear on the student's area of

-

5
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employment.

At the institutional/pourse‘qevel part time students may
contribute substantially to the development of a course.
Expertise learnt in the field may be shared with both
lecturers and fellow studeqts “Further, innovations
developed in the institution may find access to ind stry and
commerce through the working student, and industrial ;:>
commercial developments may be polished and developed on\
being brought to the institution by the part time student.

- R
These economic considerations must take second place, however,
to the educationél issues.  The greatest point in favour of
part time education is that it is a means of access to
tertiary education. For many it is the only means of access
to tertiary education, and as such deserves increased support

and consideration.

In a recent survey at the New South Wales Institute of
Technology, 46% of part qime students said that they would
choose to study full time if the& could, and of those who
said they would not, 19.88% claimed that they could nbt afford
full time sfudy. Overall, 60% chose to study part time for
economic reasons, while 51.9% had employers who insisted on
part time study ‘(Appendix I, B, C, D.). In a similar survey
at the Queensland Institute of Technology (QIT Part Time
Survey Interim Report, n = 168) 34% were directed to
undertake part time study by their employers. It would seem
that not only advantement in employment, but for some the
very holding of employment is dependent on access to part
tige education. '

-

Aside from economic constraints there are many other reasons
why stude?’s choose part time study. Inﬁthe NSWIT survey
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28.4% were studying part time to combine experience with
study, and 14.1% chose part time study regardless of other
considerations (Appendix, I, B. D.). It is indicative that
many part time students realise the benefits to“be derived

from combining work and study.

The importance of provision for part time study cannot be
over-estimated. It has direct and indirect benefit to both
the institution and copmunity, and at the personal level may
be the only means of access to tertiary education. Yet part
time students face a great number of problems of which the
high "attrition rate is but a symptom, and it is the aim of
this paper' to delineate those problems that are institutional
and can be seen as the responsibility of academic and
administrative staff, with the view to indicafing their
accountability to and for parfi time students and their needs.

~

THE PROBLEMS

The greatest problem of part time students ia a general one,
fatigue. A problem to be expected as, besides study, a 35
hour working week is often expected of them. In the QIT
Survey, 72% of students felt that fatigue adversely affected
the quality of thHeir study more than a little. Similarly

at SAIT (Gosling, 1976: 26) 58% claimed that fatigue
adversely affected their study more than a }ittle. At NSWIT
(Appendix I, I) 37.2% saw it as their most important personal
problem and 25% saw it as their second most difficult
personal problem. Besides generally affecting performance,
fatigue appears specificélly to affect the attrition rate:

at SAIT (Gosling, 1976: 40) 14% saw it as the major factor
and 50% as a contributing factor in withdrawing from''a
subject. Similarly at QIT, 57% saw fatigue as a

contributing factor to withdrawal from a'subject.

¢ 190
194




s

- affected their study more than a little.

A variety of problems are also associated with academic
aspects of the course, both with content and staff. part
time students a-pear to have considerable problems with the
apparent lack of planning of courses expected to meet their
needs in termé’of time and employhent constraints.

Coinciding a551gnment demands in several suhjects appeared to
be the major problem fot part time students at NSWIT, with
46.3% listing it ag their most important atademic problem and
25.8% as ‘the secgﬁa most 1mportant academic problem (Appendix
I, G.). In addltlon, 27.1% suggested better assignment
coordination between lecturers as the best way of solving
academic problems (Appendix I, H.). Similarly at QIT, 57%
felt that the disproportionate demands of subjects advgrsely

i
o~

Assignment demands are also related to the employment
implications bfpart time study. ' At SAIT peak work periods
conflicting with aséignment deémands affected 55% more than a
little, while 16% saw-it as th major factor and 40% saw it.
as a contributing factor for withdrawal from a subject
(Gosling, 1976: 26, 40). At QIT, 61% felt that peak work
periods conflicting with course demands affected their study
more than a little. ‘

Academic staff themselves are seen by many part time
students ds a problem. At NSWIT poor lecgurers were rated
by 21.1% as the most important academic problem, and 21.5%
saw them as the second most important academic problem;
27.6% suggested better iecturers as the best way of solving,
academic problems (Appendix I, G, H.). Anderson (see
Gosling, 1976: 13) in his 1967 survey at the University of
Western Australia reported that 39% saw inadequate lecturing
and tutoring as a problem. Related to this are Gos;ind's
(1976: 40) findings at SAIT that 14% saw difficulty in

191

194 :

+




. understanding subject présentation as the major factor and
24% saw it as a contributing factor in withdrawing from a
subject.

Lack of contact and access to lecturers is also 8een as a
problem by part time students. At SAIT 30% were more than
a littlé affected by poor contact, and 1% saw it as a major
factor and 19% as a contributing factor in withdrawal from a
subject (Gosling, 1976: 26, 40). At NSWIT 7.7% saw it as -
the most important academic problem and 15.7% saw it as the
’aepond most important academic problem, while 6.8% saw better
access to lecturers as the solution to academic problems
(Appendix I, G, H.).

\

. \
Course cbnt?nt, particularly in ter?s of work :load, is a{so
seen as a problem. Of the students at SAIT 24% saw workload
as the major factor and 40% as a contributing factor for
withdrawal from a subject (Gosling, 1976: 40). Anderson
(see Gosling, 1976: 13) found that at UWA 62% saw
insufficient time to study as a problem. And at QIT 57%
claimed that a subject's heavy workload was a contributing
‘factor for withdrawal. In the NSWIT survey 23.1% believed
that courses should be more relevant to real lif!'(Appendix
I, H.). ’

A number of adminigtrative problems are also pointed to by
part time students, the chief of which'is course timetabling.
At NSWIT 2.9% saw three hou} blocks as the most important
academic problem and 2.5§ saw it as the second most
imporfant; 4.5% suggested shorter lectures as the best way

" of improving .academic problems (Appendix I, G, H.). At SAIT,
12% saw it as affecting their studies more than a little '
(Gosling, 1976: 26). At NSWIT 4.4% listed class timetable
clashes as the most important academic problem and 6.1% as
the second most important (Appendix, I.G.). At SAIT 12%
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were affected adversely more than a little and 5% saw it as
the major factor and 10% as a contributing factor for
withdrawal in a subject (Gosling, 1976: 26, 40).

Library access and facilities are another set of
institutional problems of special interest to part time
students. At NSWIT 8.48% of students found library hours
unsatisfactory and 6.5% suggested better library facilities
as a way of solving academic problems (Appendix I, F, H.).
At SAIT 38% felt access problems adversely affected their
study more than a little, while the proJision of library
facilities was judged by 30% as affecting their studies more
than a little; 1% saw it as the major factor and 28% saw it
as a contributing factor in withdrawé& from a subject
(Gosling, 1976: 26, 40). At UWA 54% saw inadequate library
facilities as a problem (Gosling, 1976: 13).

A variety of other facilities and their access may also

present problems for part time students. At NSWIT 13.3% of
the studentg found the times for the computer interfgce room

inconvenient, 33.5% found the times for counselling
inconvenient and 15% found the times for student enquiries
inconvenient (Appendix I, F).

On a more qualitative level, part time students express a
wide range of problems. They complain of, for example, lack
of understanding of their work commitments by 'lecturers;
irrelevance of course material to "real life" sitﬁaéions;
courSe orientation to full time needs with the p;}t time
¢course being only half a full time course, problems with day
release fitting the institutiors timetable; gaining )
“"industrial experience"; and caterinq facilities (from
Proceedings of Part Time and External [Students Conference,

Launceston, Tasmania, April 1977).
‘ rg
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~part time stu

Finally the part time student ma? be the worst hit victim of

-change.in a tertiary institution. The number of years over

which a course may be spread makes the part time student

~ particularly vulnérable to changes in cour8Se structure and

the phasing out of subjects. This is particularly true
where changes in the full time course are automatically
applied to the part time course without regard for the
conséqueﬂces. And as with the other problems and needs of

éénts outlined above, the prime respdnsibility‘
for meeting these needs rests with the institution.

ACCOUNTABILITY OF ACADEMIC AND ADMINISTRATIVE STAFF

In making provigion for courses of part time study
institutions must take responsibility for these courses.
Institutions haye obligations to all students who undertake
their courses and in particular to those whose needs they may
not be adeqﬁately §atisfying.

Administrative staff can be seen to be accountable to
students enrolled in their institution if the facilities are
failing to meet the needs of those students. And it ;ould
appear that, on the limited available evidence, some needs
are not being met for a number of part time students.
Overali course scheduling is, a problem for some students, ag
are related- issues such as library hours and access to othgr
facilities. . As time is one of the major constraints of
part time study the onus is on thq'administration of the
institution to cater specifically for this need. Coupled
with the geﬁeral problem of fatigue among part time students
and the relative freedom of fuil‘time students it would seem
reasonable that in institutions with moderately large
numbers of part time students the hg

geared more appropriately to the needs of such students.

urs of facilities be




At the academic level responsibility must be taken for
planning courses specifically designed for part time students.
Greater attention must be paid to a number of relationships:

1.

Employment and course content: In a vocational
part time course the responsibility lies with
academic staff to be aware of changes in emphasis
in related employment areas. The content of the

~course should endeavour to anticipéte, reflect and

provide for the educational/employment needs of
those undertaking the course, bearing a real
relationship to the needs of industry and commerce
without being controlled solely by the wishes of
related profesaiona} bodies.

Employment and Assignment demands: Academic staff
must keep aware of such work commitments as
increasgd "end of financial year" workloads and

' pre-Christmas production rushes when: planning high

assignment loading, and thrbubh consultation with
the Btugenta’draw up appropriate assignment -
schedules. .

Presentation and level of student expertise: Two
areas need to be taken into account. Firstly, many
part time students are returning to study after
some span of time and need consultation.in terms of
type of presentation. Further allowance is needed
for the learning of lost study 8killé in
approaching course content. Secondly, many
students bring with them a wealth of employment
experience that can prove of benefit to the course
as a whole but may also make them prone to
disenchantment with the course and its standards.

These factors need emphasis in a course of -~“
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vocational part time study.

4. Shortage of time and availability of Lecturer
contact: The part time students' shortest
commodity is time, and the responsibility lies with
staff to make themselves available to part time
students wha may not havé flexibility of timing due

. to work commitments.

5. Shortage of time and access to resources for
assignments: Staff must also ensure’ that access is
available to resources that may not ordinarily be
available to part time students due to their
timetables; particulariy, emphasis can be placed
on access to audio-visual aids and equipment both
for study and seminar preparation. . '

All of the problems diséugsed above make acceabability to’
courses at the tertiary level difficult for part time
ltudents; It must be recogniséd that a vast number of
Personal and employment problems are associated with part
time study, quite apart frodm those speciflcally linked with
the institution. Nevertheless the academic and
administrative staff must be meen to ge accountable to their
part time students and for their various needs.
Accealabillty for this large and increasing number of
students ig dependent on institutions being able to meet
their partﬂpular needs. .

» ‘ . -
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APPENDIX I ' -
INFORMATION FROM NEW SOU'I'H.WALES INSTITUTE OF TECHNOLOGY

SENIOR PART TIME SURVEY, 1977

Number of Adjuat7;

Students L3

A.  MARITAL STATUS ,
Single : 450 54.1
Married/Co;habiting 382 9

B. REASONS FOR STUDYING PART TIME .
Economic reasons 525 60.0

P : ’ Experience combined with
study 249 28.4
- No full time course .

available X 22 2.5
Employer prefers PT study 21 2.4
, Preference 23 2.6

Did not gain admission
for full time atudy 5 0.6
Other ) 3l 3.5

c. CHOICE OF METHOD OF STUDY IF POSSIBLE

Full‘timn 383 46.3
Part tine 288 34.0
Undecided ' 157 19.0
" D. REASONS FOR CHOICE
‘ Finish course sooner 176 ~ 23.2
Full time/undecided More time 175 32.1
N Easier 14 l.8
- Undecided No difference 13 1.7
4 bon't know 11 1.5
Can't afford full time 150 l19.8
Want experience 107 14.1
. No/Undecided . Preference. 42 5.5
Nearly finished 8 1.0
Other - 3 63 8.3

E. EMPLOYERS iNSIST ON PART,TIME STUDY

g YES ' " 427 ~ sl.9
NO - 396 48.1

F.. CONVENIENCE OF ‘OPENING HOURS

Library . ' YES 384 '91.6
NO 35 8.4
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’ Number of

. Adjusted
Students }
F. CONVENIENCE OF OPENING HOURS (contd)

Computer Interfdce YES 396 86.7

NO 61 13.3
Student Enquiries YES 33 8.5 “

o NO 55 1.5
Counselling Service YES \ 171 66.5 i

NO 86 - 33.5

v (Above figures for those who use Service)

G. (1) MOST DIFFICULT ACADEMIC PROBLEM ' "
Class timetable clashes 37 4.4
Coincidihg assignment demands in several subjects 387 46.3
Poor access to library facilities (closed s

‘reservaes books etc.) ‘ 37 4.4
Poor lecturers/Tutors/Instructors 176 21.1
Poor contact with Lectutera/'l‘utors/lnstructou 64 7.7
Three hour teaching blocks . 24 2.9
Other ¢ 8.0
Missing ‘ 5.2

G(ii)SECOND MOST DIFFICULT ACADEMIC PROBLEM
Class timetable clashes 6.1
Coinciding assignment demands in several subje 23.8
Poor access to library facilities (closed “

reserve books efc.) 61 7.3
Poor lecturers/tutors/instructors 188 21.5
Poor contact with lecturers/tutors/instructor 131 15.7
Three hour teaching blocks 63 7.5
Other 54 6.5
Missing . 97 11.5

H. (1) SUGGESTION FOR CQURSE IMPROVEMENT
Better (assignment) co-ordination between

lecturers , 178 27.1
Better lecturers 181 27.6
Better acCess to' lecturers 45 6.8
Improved library facilities 43 6.5
Lighter workload 18 2.7
Better access to computer facilities 12 1.8
Better timetabling of classes 10 1.5
Other 170 26.0

’
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Number of ‘' Adjusted

. Students S
H(i1)TO IMPROVE QUALITY OF PERFORMANCE
Courses should be more relevant (relate ) .
real life) ’ : 82 23.1
Employ better lecturers 20 5.6
Reduce workload . 18 5.1
Shorter lectures 16 4.5
Hand out prepared lecture notes - 14 3.9
Improve physical facilities 14 3.9
Better course content ’ . 11 3.1
Scrap Union fees ’ 9 2.5
. Better preplanning of course work by lecturers 9 2.5
.Other 7162 45.8
I. STUDY AREAS OF OVERALL SAMPLE .
a) Architecture & Building 111 13.3
b) Business Studies 397 47.5
C€) Engineering 246 29.5
d) Humanities & Social s : 11 1.3
! e) Maths & Computing 23 2.8
f) Science 47 . 5.6
'
—
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