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Editorial

Following the pubhcation of the first 155us we undertook & thorough review of the
design of the journal in the hight of research into factors which make the reader’s task
beth easier and more enjoyable. As a result of this review the regquirements for the
preparation of camera.ready copy have been considerably revised and readers should
notice an improvement 1n the appearance of this issue compared with the previous
two The shght increase in the print size will mean some reduction 1n the amount of
material which we can publish each year.

The printing industry 15 1n a state of flux because of the introduction of new
technologies. 1 seems hikely that in two or three years from now it will be possible for
authors to prepare their copy on word-processor tapes which can be fed directly into
a printing machine. This will speed up production aud, we hope, further reduce costs.

Editors and authors are heavily dependent upon the wiilingness of referees to give
their time to the task of selecting and improving papers. It is clearly of great value to
authors to be able to revise their work witli the aid of detailed comments irom
referees. Unfortunately, it 1s still quite rare for students to be given this opportunity.
Although we acknowledge the important contnibution made by referees by listing
their names at the front of the journal, this is not an adequale recognition of the part
which many have played i creating the final version of a paper. Would it not be a
good i1dea, with the agreement of all parties, {for the names of referees to be given at
the end of published papers?

As a youthful editor, at least 1n experience, we have been surprised at the quality
of a few of the papers which have been submitted. The lack of clarity, poor
organisation, and abundance of typing errors sometimes conveys the impression of a
hasty furst draft which has been mailed without re reading in the quite unreasonable
expectation that the editor and referees will undertake a major re-wnie on behalf of
the author. We are critical of students who fail to check their work yet are scmetimes
guilty of the same failing. A recent book contained the following prefatory note "This
odition 15 the same as the previous edition except that the opportunity has been
taken to correct a number of misprunts ”
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Students’ Assessments of Instruction as a
Basis for Teaching Improvement and
Promotions Decisions: A Case-Study

John Jones
University of Auckland

ABSTRACT

As part of an inveshigation of ways in which systematic evaluation of instruction
might be implemented. teaching evaluations were carried out in a pre-clinical
medical department. The basis of the assessment was student feedback via
queshonnaire forms. Each form contained a comimon core of global items. aimed
primarily at providing quantitative evidence relating to quality of teaching. aud
“tailor-made” items aimed at the improvement of teaching. The results o the
evaluations are discussed in terms of the reliakility and validity of the procedures.
Staif athitudes to the exercise are also discussed, as are modifications to procedures
which have been riade based on staff and student opinion.

John Jones, B.Sc., Ph.D.(Wales), M.A.(Malawi) is Higher Education Research Qtficer
at the University of Auckland, New Zealand. He has previously aught physics at the
University of Malaws and worked in the Educational Research Unit at the University
of Papua New Guinea. Current research interests include most aspecte of teaching
and le. ruing in higher education.

Addresa for correspondence: Dr. I. Jones, Higher Education Research Officer,
University of Auckland, Private Bag, Auckland, New Zealand.
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INTRODUCTION

The literature relating to student assessment of teaching and courses 1s
coprous, but 4 brief search throngh any represeptative sample (o.g. Flood Page
(1974), Goldschimd {(1978), Perlberg (1979), Murray (1980}) aindicates that <h
assessment 15 ususily proposed or justifie® on one of four grounds.

ta} Efficiency and effectiveness - for the purposc of improving teaching,
{b} Administrative decisions relating to promotion and appointment. ‘
{c} Providing 1nformation to help studeats select courses.

€d) Accountability - to profession and public.

In practice though, it 1s the first two of these - the formative aud summative
functions respectively - whigh are uppermost in the minds of thuse engaged in
el tIon exeresses, This was the case i1n the work which 1s to be described
here,

For a number of vears now a Teaching Methods Committee has been in existence at
the Hedical Schoul at the University of Auckland. Broadly, the committee aims
to stimulate and support more effoctive teaching within the Medical School, and
as part of thts role 1t has been iavestigating means via which systematic
teachking assessment might be introduced. This assessment was seen to be
necessary for the two main reasons given above - first, the improvement of
teaching and second, to provide a source of information for use 1n promotions
decisions.

During 1980, a good deal of time was spent in comsidering the principles and
practices which should underiie a system of teaching assessment. The follow-
Lng statement by Francis (1975) secmed to make good generai sense,

tf run by administrators, these early projects {concerned with teaching
evaluation) should be voluntary and confidential, to avoid generating
faculty resistance to the entire project for fear that the results will
be misuscd. By far the hest approach, however, would be such programs
designed and run by faculty, an approach which would engender early
legitwmacy through faculty ‘ownershap’. (p. 723)

Acceptang the tenor of this statemeut, three basic guiding principles suggested
themselves for any pilot scheme concerned with teaching assessment.

1) Any work varried out should be a trial, an experiment to determine the
usefulness of the procedure.

(b} Staff should be closely invoived in the project, from the outset, But
much of the admimistrative burden could be carried by service personncl

{¢) All assessment should be confidential to the staff member concerned, and
it is solely the decision of that person whether the resutts of the
assessment arc made Known te others.

On the basis of the research literature it was accepted that student evaluations
of teaching are gene.ally ref.able when properly designed and conducted, and

are valid in the sense that they assess the most important dimensions of teach-
tng as secen by students. 1t was decided to use a student yuestionmaire form

as the main elemcnt of the assessment procedures, though it was envisaged that
colledgue assessment might also be used., In designing the form it was recog-
nised rthat there was a dual function - assessing for improvement of teaching

and assessing for promotion - and that 'conflicts of purpose' (Derry, 1979)
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might occur.  Asstssment whidh 15 varried out an ord-r to 1mprove teaching
can be oinformal, privdate and aimed at o specific cobtext,  assessment for the
puipusts of promotion has to be formal, s,stematic and ce-ordinated across an
Imstitution (or admintstrative urits) tf 1t 1s to be valid. The lecturer who
sels out to Impiove ¢ Lourst vah work privately, with procedures tailor-made
fur o particular siteativn and no npeed for compatibrlity of assessment pro-
cedures across wourses.  But the person whose aim 15 to demonstrite the
relative superiority of his teachiby has to make use of assessme.t 1nstruments
which are systematic and publie. That 1, the procedures have to be public
though not negessar:ily the assessments which each individual obtaing, as this
would contravene the thard principle - of confidentiality - stated previously.

fn order to avuid this potential conflict of purposes, the two areas were
sepatated on the assessment form.  Fach form was divided into two di1fferent
ateas, First, a fcore’ was 1ncladed on aikl forms, and thi1s was 1ntended to
provide dassessments which were cvomparable across teaching contexts, and hence
might be wsed an promotions decisions.  Thenm, there were further sections
designed to provide information which was appropriate for improving teaching.

THE TEACHING ASSESSMENT FORM

The Core Questions

These consisted of seven global items which were considered to be characteris-
tic of good teachimg im any context. The jtems were based on a literature
sutvey, local informed opinion anpd research {(Jomes, 1981) relating to the
characteristics of good teaching: they are as follows.

{4) The instructor seems to have a complete command of his subject matter,
and to be familiar with recent developments in the urea.

{b) The instructor communicates clearly and intelligibly with students,
us1ng appropriate vocabulary. Audio-visual aids (blackboard, OMP, etc.)
are used skilfully and appropriately.

{c) The imstructor 15 enthusiastic about his subject and transmits this
enthusiasm to the students.

{d) The iastructor 1s adept at explaimping concepts, and reiates pieces of
hnowledge to each other in a way which makes the subject meaningful for
students.

() Lach ¢lass session 1s well-structured, Activities are appropriate for
the aims of the teaching; different sections are meaningfully related
to each other and to the rest of the course.

(f) Students fiml the instructor's classes interesting, and are stimulated
to think and talk about the subject, and to erquire further into it for
themselves.

{g) The instructor 15 comurned about students' academic welfare, and cares
that they come to umlerstand the material and perform well in examina-
tions.

In each case, students were asked to rate teacners on the following seven-point
scale suggested by Murray (1980}.

O
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1 2 3 4 5 6 7
very oor beiow verage above VETY  outstandin
P average averag average good £
(among the worst {among the best
teachers experienced) teachers experienced)

The aim of these items was to provide normative information for teachers which
would indicate where they stood in relation to their peers. This could be of
obvious value in promotions decisiops. While there 15 also some potential
diagnostic use asssociated with these i1tems, their main purpose was intended
to be swmmative.

Situational variables relating to students' perceptions of the relevance and
difficulty of subject mattsr have been reported to affect ratings of teaching,
though research results are far from consistent (see e.g. Costin et al. 1971).
In an attempt to tale account of this factor, the form contained an intro-
ductory section 1n which students were asked to provide ratings on a seven-
point scale on the perceived relevance of the material and how hard t! ey were
workeag outside class.  Students were also asked to nominate the grade which
they were intending for the particular course.

Often a lecturer 15 required to teach 'umpopular' subject matter, and the
intention was that eventually norms would be built up in terms of students'
ratings of the rvlevance of material. During the study though it turned out
that students experienced difficulties ip responding to these questions; these
difficelties are described later, together with an alternative strategy which
ha< been adopted.

After the seven gloubal i1tems listed previously were three open-ended questions
in which students were invited to write what they liked best about the
instructorts teaching, least about the instructor’s teaching, and finally were
asked about ways in which the instructor's teaching could best be improved.
These open-ended questions were included on all forms and were intended solely
as formative items, for the mmprovement of teaching. It would be difficult
to make an objective comparison of teaching quality on the basis of this open-
ended feedback.

A final section on the assessment form alse aimed to elicit information which
would be useful in improving teaching. It contained items which were tallor-
mide for the particular teacher znd course. Again, it is not very feasible
to make any comparative analysis of tcaching quality on the basis of such
ttems. In the first place they may be pertinent only te the particular con-
text for which they were constructed, and sccondly they may refer to matters
of *style' which say little about teaching quality, (Scriven, 1981) , though
they may provide useful information about the overall coherence of a course.

Students were not asked to attach their names to the forms. A preamble at
the head of each form informed students that the teaching assessments would be
used tn the following two ways.

1. It will provide feedback to the instructor regarding his/her
teaching. On the basis of this feedback 1t may be possible to
make changes.

2. 1t will provide a source of rnformation which could be used in
promotion and tenure decisions.

Informrtion which you provide will be strictly confidential to the

Q
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instructor {though s/he may wse 3t ih & consStructive manner, ,§
appropriate).

Students were thus responding in the knowledge that the infermation might be
put to 'feedback' or 'decicional’ use - but that 1t was in any case confiden-
t1al to the individual lecturer. {Sec Orpen, (198() for a dascussion of
these factors).

TESTING THE ASSESSMENT FORMS

within the Medical School two departments, one clinical and one pre-clincal,
agreed to Carry out assessmenis of teaching. For various Jogistical and
administrative reasons the assessments carried out in the clinical department
wire less compreienstve.  (There was also the problem that some of the seven
global 1tems dtd not apply so well to Ward Teaching, which was an important
vomponent of the whole programme. Further dJdevelopmental work is needed in
this ared). Mhis bring the case, the description and Jduscussion which follows
applies tu the teaching in gne pre-clinical department. Before any assess-
ment s commenved, o meeting waes held berween all of the teaching members of this
department and representatives of the Teaching Methods Committee, At this
meeting some ground rulzs ielating to procedures, responsibilities, confiden-
tiality, etc.ywere discnssed and a modus operandi was agreed upon.

A questionnaire form consisting of the scven core items together with the
srction designed for cach particular course was produced, after discussion with
the staff member concerned.  Students compleced the questianuaires during a
formal teaching period, and a summary of responses was returned to the staff
member after analysis. Lleven teaching evaluations were carried out for the
seven full-time teaching staff of the department. Four staff participated on
two occasions, while the remaining three staff were involved once only.

Following the evaluations a Report on the exercise was produced, and this was
subsequently discussed at a series of meetings attended by those who had been
involved and other interested staff of the Medical School. The comments and
Jiscussion which follow draw upon the data generated during the exercise and
the subsequent discussion.

DISCUSSION OF THE TEACHING ASSESSMENT STUDY

The peint was made earlier that the assessment was intended to play two rather
different (though no. mutually-exclusive) roles: improving teachirg and pro-
viding valid :nformation for promotions decisions. These are considered
separately.

Improving Teaching
Opinion within the department varied as to how useful the feedback had been for

improving teaching, but everyone agreed that it had been useful up to a point,
Some people found the opinions useful for 'the’odd comment':

ERIC 1
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Individual lectures were verv ¢llar fur the students, but the overall
pPicture was not.

I no longer talk into the blackboard.

Others, who had opted for a ‘taiior-made' sectien found that the feedback
relating to the course was generally quite valuable, and that useful course
medifications could be made oased on students’ suggestions.

In addition to these positive perceptiors on the part of teachers, there were
alsu behavioural changes which fallowed the evaluations. The most striking
example of this was the staff member who completely -~hanged his reaching
strategy «fter a first evaluation. Instead of reiying on conventional lecture
presentations he adopted & luss arrangement, set in the laboratory, where
students were taughc via closcd-carcuit television. Typically, students were
presented with a piece of material, asked to carry out a task based on this,

and then presented with feedback relating to the task. On this second occasion
student evaluations of the teaching were much more favourable (see Table 1,
Staff Member D}.

There are problems associated with the open-ended questions which ask for
comments about the 'good' and 'bad' aspects of a stsf member's teaching.
When the feedback 1s predominantly positive, then a staff member will see the
students as supportive, and comments as constructi.ely critical and useful.
On the occasions when students are not overly enthusiastic about a particular
piece of teaching, then the reverse can vccur. A staff member will see t! -
students as negative, and the whole exercise may turn out to be counter-
productive. This is particularly the case when students induige in personal
comments, focussing upon the lecturer as a person rather than the technical
aspects of the teaching. A very small number of adverse personal coiments can
completely outweigh the wupportive statements and constructively critical
comments which the majority of the students make.

In general, students were very responsible jn the ways in which they completed
the forms, and they were certainly attentive and co-operative, However, given
the damaging effects which were associated with a small number of irresponsible
personal remarks, 1t 1s important to minimise these. Assessment focms have
since been modified by omitting the question which asked students what they
tiked least about an individual's tcaching., The two remaining open-ended
questions ask what students like best, and for ways in which the teaching might
be improved, -

The staft who participated were generally positive toward the whole assessment
exercise - and have opted to repeat the procedure this year with the modifica-
tions which are described throughout this section. Some relevant remarks from
the departmental statement are quoted below.

Ihe results of the teaching evaluatiorns have generated a great deal of
useful and continuing discussion between staff members of the Department,
which has incidentally resulted in better understanding and communica.. 1
between us. We have 511 found that the results provided valuable fecd-
back which has alread; proven useful in our subs¢quent teaching.  Some
of the individual comment< umder Section 2 of the questionnaire have been
par:icularly valuable in this respect.

In «onulusion, we feel that the teaching evaluations have been sufficiently
mmportant to warvant continuing them this year. In order to jut the

RIC
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studies 1n perspective, we conslder it would be extremely useful for
other departments to undertahe o sumilar evaluation of their teaching.
We should like to commend them as a somewhat painful but cxtremely
useful process,

In their review, Rotem and Glasman (1979) conclude that students' evaluacive
feedback to university teachers does not scem to be effective for the purpnse
of mmproving their teaching performance. There .5 come evidence though from
this exercise that wmprovement did occur. Certainly, staff made changes to
thelr courses (an terms of content and logistics) on the basis of student
feedbeck.  And yn at least one case a staff member ‘improved' his teaching as
judged by the criterion of student evaluation. if t2aching ts to be improved
through student feedhack, then possibly both the summative and formative
elements are required. Rotem and Glasman (1979) comment that

Open-ended questions, for exampie, tend to be less reliable ... but they
could prove pore effective as feedback because they contain more
diagnestic 1aformation fpr the teacher. (p. 507)

fn terms of the present <as€-study this 15 certainly true in vhat most of the

changes which took place were as a result of open-ended feedback.  But, staff
WCEE Vo vy wunscious of thelr scores on the rating scales, and their pesitions

relitsve to their colleagues. In at least two cases major re-structuring of

te g wd» probably stimulated to a large eatent by relatively low scores on
the rating scales.

A Source of Information for Promotions Decisions

If .ac teaching assessment questionnaire ;s to provide a useful source of
information for promotions dJdecisions then i1t needs to be both reiiable and
valid. It 1s worth considering each of these requirements briefly.

(a) Reliability

To enhanve reliability, 1t 1s dosivable that there be a spread along the
diménsion which 1< used for measurement, for 1f all people are bunched
up close to one peint on a scale, then very small and random vartations
can significantly change rank orders.

A reliable system of assessmeat ¥1elds similar measurement on different
DUCasIens, This much 1s obvious, but very different contexts can affect

measurements (e.g. Feldman, 1977 ).  Foir example a teacher may score
well when he teaches via targe lectures, but relatively poorly wher he
takes smatl groups, and vice-versa. ideally, one would like an

irstrument which s independent of centext (class size, topic taught,
physical teaching environment, etc.) and which consistently produced
similar ratings of an instructer's teaching ability. [lowever, a
realistic criterion for reliabillity would be that the instrument produce
similar results on s.milar occasions (with the 'similarity' defined in
terms of the particular envirenmental characteristics which might affect
student ratings}.

Reliability increases with the number of occasions on which measurements

arc made. But, this bas to be balanced against the fact that students
are likely to become rather bored and disgruntled by being asked to

12
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contimally complete questionnatre forms.

(b) valldliz

There are good grounds for suggcsting that the validity of any procedure
for assessing teaching guaitty devends upon the extent to which students
say that 1t 15 valed (e.g. Jones, 1981). If we accept that the aim of
teaching 15 to help students to lcarn, then it is only students wio can
Judge the extent to which this has occurred.  There are other facets of
& course of Instruction, such as the quality of the material included,
which are best judged by others (Murray, 1980), but teaching as an
activaty which enhances learning must be 3 matter for students to judge.
Then there 1s the question of .ceeprabifaty.  1f it is to be adopted, a
teaching assessment procedure has to be acceptable to the staff members
concerred. And this acceptability wiil be closely geared to the extent
to vhich the objective outcomes ¢f the assessments exercise are in line
with thelr own subjective impressions. That is, if the assessment
exercise generates data which ts 1n line with what staff already perceive
(about c¢olleagues' or their own teaching) then it will be judged valid.
Validation becomes equivalent to confirmation as far as staff members are
concerned.  While student ratings of teaching may be the only valid way
for gauging 1ts qualaty, the pragmatics of acceptability by staff have
to be taken into account. Heseirch tends to indicate that staff and
students will rate & given prece of teaching in similer ways (sec e.g.
Marsh et al., 1979 ; Blackburn and Clarke, 1975} , but the evidence is
neither consistent nor conclusive, and this factor needs to be borne 1in
mind.

Table 1 gives the student feedback for the various staff members who partici-
psted in the project. 7The ttems, (a} to (g), are those listed previously as
the Core Questions. For the sake of clarity, standard deviations have not
been given in the Tuble; the spreads of student ratings are referred to in
the subsejuent discussion. There are a number of interesting points associa-
ted with Table 1.

1. Students seem to be consistent in their ratings of members of staff on
different occasions. The contexts which were most similar when staff
were rated on two different occasions were those for staff members 'F'
and ‘'G'. (‘D' used a different teaching approach on the second occasion;
'E' had two quite different groups of students). Across all of the items,
the ratings are very similar on the first and second occasiops.

[~

. Assessment of teaching 15 sometimes said to be a popularity contest, with
an overwhelming 'halo' effect (e.g. Aleamoni, 1974 ). The present
results do not support this contention; students perceive staff members
to have different strengths along the dimensiors represented by the items.
This 15 1n line with other research which has been carried out into
students' perceptions of ‘'good' teaching. Students have models of good
teaching which are multi-dimensional, and are able to distinguish among
teachers' competencies along the.¢ dimensions (see e.g. Kulic and
McKeachie, 1975 ).

3. In some cases there are substantial differences of opinion among students
regarding the quality of teaching to which they have been exposed. This
is particularly marked for staff members ‘A’, 'B' and 'D': on the
majority of items these three people attracted responses ranging all the
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Table 1. Mean Student Ratings on the Items
Mean Ratings
Staff Items Apprex No.
Member {a} (») {c) (d) {e) () (g) of Students
Al 6.06 3.98 318 4,02 4.22 4,23 5.71 S0
'B* 5.4 2.95 4.37 2.77 3.57 3.79 5.52 100
'c! 6.69 6.55 6.26 £.36 5.63 5.52 5.64 100
ipe 1. 4.18 2.90 31.17 2.83 3.21 2.78 3.93 100
2. .28 4,95 5.00 4.48 4,33 4.12 5.66 100
b P I 6.31 6.14 5.84 5.92 5.71 4.94 5.73 S0
2.  6.52 6.57 6.77 6.39 6.16 5.94 6.32 100
'F! . 5.40 5.74 5.36 5.49 5.51 4.84 5.43 100
2. 5.53 5.79 5.35 5.63 5.72 4.71 5.31 100
G b, &.25 5.94 5.77 5.82 5.89 5.13 5.21 100
2. 6.04 6.31 5.80 5.97 5.99 5.00 5.54 100
All 5.80 5.2¢ 5.38 5.08 5.09 4,70 5.46

way from 1 ("Very poor: among the worst teachers experienced") to 7
Perhaps this is
not too surprising, as difyerent students will have different views as to
what constitutes good teaching, depending upon their attitudes to educa-
However, there is an aspect which is worth exploring

(""Cutstanding: among the best teachers experienced").

tional process.

Table 2. Pattern of resp.. ses for Staff Member *B*
Response
Item 1 2 3 4 5 6 7
{1) - 3 6 19 32 55 7
(b) 17 29 34 31 8 2 1
(c) 2 8 18 41 23 23 5
(d) 21 i3 7 30 7 - 1
{e) 8 17 30 44 14 9 1
(£} 9 16 21 33 24 1 3
(g) - - 5 16 30 48 20

(The figures in the Table refer to the number of student responses in each of
the Response Categories).
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further and staft member "B' provides a good exampie.  The pattern ¢f
respuases for 'B' 1s given 1n Table 2. "B' has strong views abouc the
process objectives of the course which he teaches.  lThese views are

educatiomtily defeasible, but they tend to impose demands upon the
students whach are raiher Jdifferent from those encountered elsewhere,

Some students are obviously very mudh 'turned on' b the different demands
4nd alternatnve philosophy, while others find i1t anathema. The nett
result 1. a wide spread of results and comparatively ifow ratings on some
items.  The basic question which 13 raised is:  Is teaching which is
defensible 1n an cducational and philosephical sense, but which imposes
demands on students which many of them coms:der unacceptable, '"zood'

teaching”  There 13 no obvious answer. But what muay have to be borne 1n
mind 15 the fact that the great majority of students see the passing of
the exemination as their main priecity.  Teaening which does not help

them accomplish this to any great exrent 1s not likely tu be viewed very
favourably, regardlecs of the good 1ntentions and skilled nccomplishment
which may exist.

. The ratings for staff member 'D' are significantly higher on the second

occasion when he was teaching 1n a different context which did not rely so
heavily on lecturing skills. (This suggests that relying upon a single
student evaluation 15 pot desirable)}. Part of the reason for the
relatively low evaluation on the first occasilon was associated with the
design of the questionnaire which, unintentionally (and perhaps inevit-
ably), placed an emphasis on the lecture performance of staff. This is
a1llustrated 1n the following comment fiom 'he departmental staff report
on the whole excrcise.

A major shortcoming of the evaluation in 1ts present form, whith needs to
be dealt with in future questionnaires, is that the students saw it as
primarily referring tn lecture skills, rather than to other equally-valid
methods of teacning such as small-group teaching and teaching on a one-
to-one basys. Therefore, the resgults of the evatuation can be seen as
one point of view which is highly valid, but nonetheless highly polarized.

Perhaps the main point to be stressed here is the potential danger of
relying upon student assessment to dereimine teaching contributior in a
department {though this 1s not to deny the validity of students' percep-
tions and assessments). A general principle might be that goed student
assessment 13 a sufficient but not necessary condition to demonstrate
teaching competence or comntritution. But, it is probable that continued
poor student teedback would jindicate belew-average teaching.

faere 15 the question of whether these results represent a *fair’ ccasure
of the quality of the pairtiwular teaching. If by tcaching we nean the
extent to which students are helped to learn and acquire a degree of tne
knowledge and understanding that their instructors possess, then the

answer 13 probably 'Yes'.  Bur there are aspeécts other than student
perceptions associated with teaching (Jones, 1980). For example, students
are not :n a guod position tc judge the qual:ty of what is taught - and
colleague evaluation 13 a potentia: source of information fer thrs purpose.
In this study though, staff were not very keen to involve themselves in any
kind of formal or systematic evaluation of their colleagues' teaching.

It was constdered that more harm than good would accrue from formal or
systematic coblecgue assessment, and that good vorking and personal
refationships could easily become damaged. The general opinion was that
enough 1nformal discussion, observacion and exchange «f opinion took place
to make any more formal arraagement uvnnelessary.  Seyeral staff have

1o
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statuvd that students' comments and assessments relating to them personally
are probably accurate, .nd that the patterns of responses are an accurate
reflection of the relative teaching strengths of the members of the depart-
ment. At the very least, staff feel that the assessments are 'not
invalid’,

6. An attenpt was nade to gauge students' perceptions of the relevance of the
course content by asking three initial quvstions relating to thear thoughts
on the 1mportance of the course in overall professional preparation, their
intended grade for the course, and how hard they were working outside
class, Discuss:on with some of the students indicated that they thought
that these questions were not particularly useful. For example:

one vould be working hard outside class either because one was really
stimulated, or becsuse the lectures were unintelligible and one had
simply to gain a minimum understanding.

most <cemed to find 1t difficult to f1ll in, in o7 meaningful way, an
*iatended! grade.  And 1n any case, it 1s not clear what any relationship
with 1¢sponse to the teaching says about the quality of that teaching.

some 1ndication of students' interest in subject matter is needed in ordvr to
put the assessment 1n context. The same is probably true for students' per-
ceptions of teachers' personal qualities, as there was a fair indication that
many students were not distinguashing be'ween personality and the technical
aspects of the teaching., The modification which has been made to the assess-
ment forms to take account of these two factors 1s based on a suggestion by
Svriven (1981). The first questions on the modified form are now as follows.:-

{a, .low do you fee! about the course coi.tent?

Boring and irrelevant 1 2 3 + 5 6 7 Really interesting

stuff matertal; vatally import-
ant for prefessional
preparation

(b} How do you feel about the instructer as a person?

Noesn't appeal to =e 1 2 3 4 5 6 7 Terrific: a great person
at all

(¢c) Given the instructor's personal qualities and th. course content, how
good a job do you think s/he makes of teaching it?

Terrible 1 2 3 4 5 6 7 Excellent

Questions (a) and fb) are simply dummy questions, to alert the student to the
particular factors, and (c¢) 1s the question of real interest. Whether the
ratings on (a) and (b) relate to that on (¢ will need further investigation.

The other modificat.on which has been made to the assessment form relates to
the fa.i that students seemed to be unduly iafluenced by the lecture pe:formance
of the teacher. The following question has been added to the form.

Please assess the extent to which the instructor contributes to helping
you gain an understanding of the course material. Take ALL of your
contacts with the instructor into account - laboratories, small groups,

ERIC 17
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lectures, tulorsals, one-to-one discus .on, as the case may be.
{(Rate from 1 to 7)

Buring this year o further seriles of teaching evaluations 1s being planned,
usig the muirfired assesspent form.  The scope of the project 1s being ex-
tended, tu anclude other deparuments., At the moment 1t seems as uf the
evaluations are certalaly usvinl o o diagiwstic sense and can point out
dircctions 11 which teaching improvements could tahe place. face extent to
which the assessments can perform o significant role 1n Jemonstrating teaching
competence, for promotions and tenure de. 1510n8, remalas to be secen.  However,
there are andicatiors from the Academlc Committee of the Universitv that same
torm of voluntary questionnaire for the evaluation of teachirg may be a useful
and acceptable source of information for promotions decisions. Also an
increasing namber of staff throughout the university are beginning to make use
of the summative/formative style of questionnaire form.  But there is stil)
some way to go before a valid and systematic scheme of student evaluatior of
ceaching - acceptable to staff - is available.
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The Making of Academic Promotion
Decisions: Criteria and Processes

A. J. Lonsdale
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ABSTRACT

Thete 18 increasing recognition of the role of the academic promotion process in
institutional reward structures, and of the influence of promotion criteria in guiding
the work of academsc staff. This study sought to investigate the relative importance of
the criteria ured n the making of promotion decisions as perceived by senior
academics. Social judgement analysis was used to make explicit the bases
underlying simulated promotion decisions. The data indicate that teaching and
scholarship were important criteria for promotion from lecturer to senior lecturer, but
that leadership was more important for promotion from senior to principal lecturer.
The implications of these results fnr institutional policies and practices are discussed
and. through an analysis of the nature of the judgements involved in promotior
decisions, procedures which may assist decision making by promotion boards are
sugGested.
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INTRODUCTION

The recent report of the Mustralian Vave-Chancellor's Commitree (19%1) on
the development of ecademic staff drew attention to the relationship between
institutional rewdard structures and the professienal werh and development of
wcademie staffs In particular, the report proposed that the quaiity of
teachtng should more adeguately be asvessed and resarded tn the making of
personnel dectsions, for example, those relating to promotion or tenure.
Simalar statements appeat th the HERDSA palicy statement on the poofessienal
development of academic staff (HERDSA 19%03. Such decisions involve a
vomplex process of judgement-making in which several factors are
simultanecusly assessed et related one to the other. 1n a manner which
reflects the underlytng values held by the dezision-maker. In other words,
the dectsion making precess 1s both multi-dimensional and value-laden.
Further, by virtue of the fact that such decistens are usually made by
groups (for example, promotions committeces), the process (> complicated by
the necessity to achleye group agreement. Differcnces in personal values and
dssumpt bons and differences between disciplimary arcas can result in
difficulties in achieving agreement. Since the process 1y value-laden, it is
atso potentially conflict-laden.

Bodies such as the AVCE Working Party ore calling for a greater recognition
of teaching 1n rthe making of personnel decisions. They argue that 1f
teaching 18 to be acvorded 1ts proper role in institutions of higher
education in Amnstralia, the criteria wherehy academic staff are selecred,
evaluated and advanced and their professional development encouraged should
grve appropriate emphasis to the qualaty of teaching and related activities.
At the same time, 1nstitutions are increasingly recognising the importance
ot the reward structure as they consider wavs of maintaining and enhancing
the professional wvatality of staff, in the face of reduced rosources,
declining career prospects, reduced staff meobility amd possible staff
retrenchment. Beterioration tn the conditions affecting the work and
carcers of staff may be related to wnstitutional reward structures, as was
foitnd by Moore, Lawrence and Erickson (1977}, They obtained the perceptions
of arademic staff seeking promotion over a perioed of aincreasing staff
retrenchment, and found that with cach successive cohort a sigmificant
merease 1n the perceived importance of research as a criterion for
premotion, and a corresponding decrease wn the percetyed importance of
teaching and 1nstitutional service were reported.

Three arcas of need exist in relation te the making of promotion decisions.
First, little information 1s available, particularly in Austrahia,
voncerning the eatent of contribution of cach factor to the decis:ion making.
Khat 15 the actual relavive amportance of teaching effectiveness; quality of
research, institut. nal leadership or community servicy in the making of
promotion decisions” The criterla used are freguently more implicait than
explicit, vreating di1fficuleies for the group decision making process, and
for academyc staft seeking guadance concerning the emphases to be gaven to
different activitves 1n their professional work and development. Genn (1080}
foand that the criteria umverstty staff saw being used n promotion
decisions differed conssderably from their "ideal” criteria. Staff percetved
that decisions were such ax to "emphasise research, publications, scholarly
reputation and administrative work, and to de-emphasise efiectiveness of
service to students and the communiey” (p. 168).  Genn postulatred that such
tdisurepancy s a source of jotential tension and personal uncertainty. At
a time when vonditions affecring the professiottal work of academic staff are
detersorating, staff (onsider the provision of clear, cohsistent and publie
crtteria to guode promorion and related personnel decisions to be of
Q
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increasing importance. {Lonsdale and Williamson, 1980; Powell, 1981).

Secondly, little 1s known about the most approprilate means of measuring and
reporting the quality of performance for each factor. Are student ratings
the most effective means of assess:ng quality of teaching? What other
Indicators of teaching effectiveness might be used” Is the number of
publications an effective indicator of research quality? “hirdly, the
decision making process itself is obscure. It is one which often results in
considerable tension and conflict, both for those making decisions and for
those affected by them. Decision making groups need help in basing decisions
on uxplicit criteria and evidence, and in maklng them in an objective manner
with minim.l conflict.

This stud¥ was concerned with the first and third of these questions. 1t
sought to 1nvestigate empirically the relative impertance of the criteria
used in the making of promotion decisions, as perceived by senior academics.
Two levels of promotion were studied: lecturer to senior lecturer, and
senior lecturer to principal lecturer. Data were collected using interviews
and the social judgement analysis procedure. Secial judgement analysis is a
procedure which seeks to make explicit the values underlying judgements, so
as te assist the decision making process. The project also aimed to
centribute to the development of revised institutional pelicies and
procedures concerning the promotion of academic staf?.

JUDGEMENTS AND VALUES INVOLVED IN PROMOTION DECISIONS

The making of promotion decisions involves a set of judgements which may be
considered to relate to each other in an hierarchical manner. They are
summarized in Figure 1. One set of judgements concerns the relative
mmportance of each of the criterion (or performance) areas to be considered
in making decisions. For this study the areas were teaching, scholarship
(1ncluding rescarch), leadership and external service. For each performance
arca a second level of judgement relates to the weighting te be given to
each form of evidence. For example, in assessing the quality of teaching,
what should be the reiative emphases given to student ratings, ratings or
reports from the head of department, peer judgements, or other forms of
evidence? Some information on this question is available from the work of
Salthouse, McKeachie and Lin (1978).

Judgements are also invelved in the interpretation of evidence. For example,
what level of student ratings i1s equivalent to excellent teaching
performance, or what number of research publications is indicative of
excellence in scholarship? Gther factors alse influence these judgements.
One factor of importance 1s academic rank. De the criteria applying to
promotion from lecturer to senior lecturer apply also to promotion from
senlor lecturer to prancipal lecturer? Variatioas between disciplinary areas
may alse occur. Should teaching and scholarship have the same relative
importance for social scientists as for physical s¢ientists? Is the relative
wmportance of each form of evidence the same for each discplinary area?

These var.ous judgements arc in turn based on underlying values, assumptions
and reascning which guide the individual decision-maker's choice. Depending
on the nature of these underlying bases, judgements may be of three types
(Lord, 1979). Firstly, predictive or technical judgements involve the use of
1 explicit evidence, assumptions and explanatory logic te predict the
©
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onseglivines of certain actiens, b oewerple, ah determining the ioportance
of researvh as o Girterren 1t may be predicted that the enconragement of
research resalts temong other things) 1o improved teaching. However, as
Helmer and Rescber 119300 grzue, well established explanatory laws do not
vaistoan the sovial sciemoes, e predoctove gudgsments must be based on
"informed iatuition”, i combination with any available explicit evidence
and explagatory imformation. Whale predictive judgements do have underlying
bases, they are essentially value free.

The sevend type are eviluative judegements based on social values, in which
an dssessment 1 made of the desirabitity of a policy or action, or the
anticipated cvonsequences of a devision. Hence, for example, in determining
the relative amportance to be placed on the quality of teachuing vis-a-vis
the gquality of re-earch an making o promotien decision, a4 judgemant maker
would. among other things, be consaidering <ocial values relating to the role
and nature of the anstitution and the role of academic staff. Evaluative
jdgement s based en sacial values relate closely to institutional gaals.
Thirdly. evaluative juagements may be based on rsonal values which are
derived trom the manner :n which the 1ssue or avclsion 1§ perceived to
affect the judgement maker persopally.

In practive. 11 s bikely that any single judgement relating to the
promot ton of avademic statf weuld invelve a vombination of predictive
Judgement s and judgements based on wocial and personal values. The bases
usderiying such Jidgements could therefore be gquite complex.

AIDING DECISICN-MAKING

The thesis underdying thas study is that the decision-making process 1s
atded of rhe bases urderlying judgements are made more explictt. This occurs
IR W main ways. First. the individaal may be assisted to better understand
relationships between the variables, thereby arding judgement making.
Secondbyv, group conflict 1s reduced through the provision of cognitive
feedback.

The complexity of the judaement process concerning, for example, piomotion
criteria, means that judgements made by individuals invelve the use of a
voghitive process based on both ratienality and i1ntuition, 1n a manner which
15 tnfluenced by underlyine values. belhiefs and assumptions. It ts a private
prowess, obscure perhaps to the person hamself, and more se to others.
Hammond ot al. (1977) argne that a necessary dtd to the judgement process is
a procedure which assists a person to externalize the bases underlying his
Jqudgements: this enables learning and thereby an improvement in judgement
makine. Throuesh a process of

externalization of otherwise 'midden dynamic processes, ...... the
learner may ask "khat 1f" questions about his coghitive system ......;
that 1s. he may ask now his judgement would be changed 1 certain
parameters and functions of his cognitive system were changed.
tHammond ot al. 1977. p. 50,1}

Similarty, Eden (1079) found that the provision of feedback to

des 1s1on-makers converning thear patterns of values and beliefs was valuable
th assisting their understandine of the complexity of the variables and the
tnteractions between these. Tn ather words, the tndividual 1s aided if the
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more-or-less obswure judgement provess s exteine lized and presented an a
way which assists his anderstanding ol arderiying bases and redationshaps.

Promotioa devisions {dand, more gemerally, judgements and Jdecisions
comerniaz policies) are usually made by groups. Rescarch into small group
decision-making has led to 4 number of guidelines to inerease the qualaty
and eff1crency of the process (see, fo1 example, Delbecg and Van de Ven,
16971}« The provasion of feedbach te a group member concerming his own
Judgements and those of others 1s generally considered to be beneficial,
altnough there 1s not agreement on hiow this feedback stould pe provided.

sovral yudgement rheory {Hammond et al., 1973) distinguishes between outcome
feadbach and cognitive teedback. Outcome feedboch provides informatron td
the ndividual aboit the "corredt" tesponse. In groups, outcome feedback
vensists of anformation abous the judgements of the other group members, n
the form of , for cxample, the proportions of members naking particular
tdgements or estipates. Cognitive feedbackh 1s concerncd with the bases
under Ly ing, judgements, 1t terms of the dimensions or factors pmyvolved i the
gudgement and the relationship: between these. Rescarchi on indinvidual
learning reviewed by Brehmer and Hammond (1977) indicates that performance
Ls amprayved through the provis.on of cogritive rathe:r than outveme feedback.
Rohrbaugh (19763 summarized evidence concerning the necative effects of
outvoae feedback in the group sytuatyon, and demonstrated experimentally
that conflivt 1y reduced amt the quality'of eroup decrsions enbanced n
aroups provided with vogniryve feedback rather than cutcoeme feedback.
Further suppert for vogmitive feedbach arises from studics of the Delphs
Techmique as a procedure for group judgement mahine. {(Weaver, 1072: Waldron,
19712 Lensdale, 10730)

SOCIAL JUDGEMENT ANALYSIS

Social jgudgemenc theory. from which the soc.al! judgement aralysis procedure
15 Jderived; 1s concerned with the ambiguity or uncertaiaty inherent 1n the
Juwlgements made by, policy makers., or by those making judgements abovt
polivies. It deals darecrly with the nturtive judgement process described
by Helmer and Rescher 110303 and has the aim of making explicit the bases
underlying complex judgements, so as to assist the individual judgement
maker and the group Jdeviston-making process. Social judgement analysis uses
the mulfiple regression equation as a means of Jdeseribine an indivadual *s
Judgement palicy, that 1s. the maoner in which the person makes jJimigements,
over a range of cases, coacerning a particular policy area. In the study
reported here, cdach vase consisted of a “profile® for a hypethetical
applicant for prometion. describing the applaicant's level of performance or
vontribution on each of four criterwon avcass teaching, scholarship.
leadership and external wetivities. faeure 2 shows examples of profiles for
two hypethetical applicants,

For the range of hypothettval applicants, the magnitudes of the extent and
quality of contributien on each of the tour dimensions comprise the
independent variables for the regressicn avalysis. The judgement maker
considers cachk hypothetical applicant. as represcnted by the profile, and
makes o pudgement of Jdesirability - an thas case, o "promotability score" is
ass1Ened. This 1pdicates the extent (o whach the hypothetical applicant
matches the gudge's 1deal polivy. Over a series of vascs, the premotabilaty
soares gre treated as the dependent vartable. epabling a regression amtlyss
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QUTSTARDING 10 4_ HYPOTHETTCAL APPLICANT A
EXTENT AND 8
QUALLIY OF 7
ACTUAL CONTRIBULINN
5
AVERAGE 5 4
4
Teaching Scholarship  Leadership External
activiiles
CRITERION AREA
OUTSTALDING 1O | HYPOTHETICAL APPLICART B
8.5 2
EXTENT AND
QUALITY OF

ACTUAL CONTRIBUTION

AVERAGE 5 3

Teaching Scholarship Leadership External
activities

CRITERION AREA

Figure 2 = 'ovf,rmance Profiles for Two Hypothetical Apviicants for Promotion
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to be performed for each judee. The resulting beta weirghts indicate the
relative importance placed om each «riterion area in the person':
Judgements, and the ability of the regression model to represer e actua’

Judgements ts indicated by the multiple correlation {multiple o<t

The particular value of social judgement analysis as a procedur- for
analysing the judgements made concerning jrometion decisions li-s e oty
ability to mode! the actual decysion process. In making a judgemrnt abo t
any particular upplicant, a decision-maker simultancously consicers the
levels of performance on all the variables, in a process which allows
trade-ot and compensations to be incorporated. For example, a lew
performan. ¢ level on one variable normally considered important might b
compensated by a patrtern of high levels of performance on certa.» 2th.ir
variables. Procedures which simply require a4 reporting of the decision
maker's preference levels on each variable taken independently de not
accommodate such complexities in the deciston precess. A more detailed
a;scu;snon of soclal judgement analysis may be found in Hammond et al.
£1975).

PROCEDURES

Participants

Fourteen senlor academic leaders, consisting of the ¢ ‘rman of division and
all heads of scheool and heads of department in onc of -he fowr academic
divisions at the Western Australian Institute of Technology were invited to
participate in the study. All were currently involved in the making of
promotion decisions, cither through the preparation of recommendatlons at
the school level or threugh membership of a divisional promotions cemmittee.
All agreed to participate.

Clarification of Criteriun Areas

The first step was the wdentification of the dimensions, or criterton areas,
which decision makers used when meking promotion decrsions. An indirect
procedure derived from Popham's (1975) attitude sczle construction technique
was used. In individual interviews. respondents were asked to visualise, but
not tdentify, an individual worthy of promotion from lecturer te senior
lecture , and from senior lecturer to principal lecturer, and to explain why
that person should be promoted. The same procedure was used for a person
judged not worthy of promotiron.

Analysis of the interview data lead to the identification of four
performince areas which accommodated the marn decision criteria employed by
all participants. These were teaching, scholarship, leadership and external
activities. The manner in which cach area was defined is skown in the
appendix.

Although the performance arcas so identified resemble those commonly
reported, the initral interview step was considered important ‘or several
reasons. First, 1t was necessary to identify the number of variables
actually used by the decision makers, and to define these in their'own terms
in a manner consistent with the particular context. 1In this way,
understanding of the variables was maximized and commitment to the process
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promoted. In fact, the precise Jdetinitions of the performance areas did
differ tn certaln important respects from those commonly used, as may be
seen from the appendix. Secondly, this step yielded valuable explanatory
information which assisted subsequent interpretation of the eroup
Judgements, this 15 tllustrated by a discussion of the judgements relating
to the leadership area in a later section of this paper.

Policy Capturing

A set of twenty-five hypothetical applicants for promotion was developed,
each case varying in terms of the level of performance or contribution on
each of the four areas, as shown in Figure 2. Evaluators were asked to
consider ecach hypotheticai applicant and to make a judgement of
"promotability” on a 0-20 scale. Scores of 16-20 meant that an applicant
would be highly recommended for promotion, 12-16 meant that an applicant
would be recommended, 10-11 was marginal, and 10 or less meant 'not suitable
for promotton'. 1In the real decision-making situation this judgement
process would, in essence, contain two components. The first would involve
interpretat:on of the available evidence for each performance area and the
making of a4 judgement concerning a level of performance. For example,
particular student ratings combined with a head of department's assessment
and other evidence might be considered to constitute a high level of
performance on the teaching area, 4s for applicant A in Figure 2. The second
Judgement involves the simultaneous consideration of all dimensions in the
profile to determine the applicant's promotability. In this study,
evaluators werc asled to assume that the first of these judgements had
previously been m.de, resulting in the range of profiles provided. This
procedure was followed for promotion from senior lecturer to principal
lecturer. It was then repeated for a set of hypothetical lecturers applying
for promotion to senior lecturer, using the same profiles arranged in
different order.

Analysis

Multiple regression analysis was used to ohtain a set of beta weights for
each evaluator indicating that persen’s policy, that 1s, the relative
weighting applied by the evaluator to cach performance area when making
promotion decisions. For each evaluator the dependent variable was the
promotability score, the independent variable being the performance levels
in the twenty five hypothetical profiles.

RESULTS

As might be expected, there was considerable variation in the judgement
prafiles of the fourteen senior academic staff. There were also differences
in the relative importance of the performance areas for the lecturer -
senior lecturer promotion step, as compared with senior lecturer - primcipal
lecturer.

Lecturer to Senior Lecturer

While the procedure is net sufficiently accurate to enable detailed analysis
Q
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RELATIVE WEIGHTS (BETA WELGHTS)

:JUDGE
NUMBER TEACHING SCHOLARSHIP LEATERSHIP "g.f:.?;#';:s
1 54 Y .45 w22
2 -77 -0 45 -59
3 L6 .77 42 .18
4 -7 g =41 3
5 54 .53 .52 .00
0 =0 .35 L4u .29
7 Y Y . 50 -3
X 42 02 .3l .04
9 1 < 30 B2 .22
10 .73 3% .30 W03
11 LoN 47 L5 L3
12 R Ny b .37
13 Y .00 L37 =13
14 A0 .73 71 MR
Table 1:  Judgement profrles for promotion trom Lecturer to Senior Lecturer
O
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(multiple r?)

percent

81
81
8z
90
70
760
1
85
53
06
82
91
56
76

TYPE

Lot I

-_ e b PR e e e

1/2
1/2

2/3
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JUNCE RELATIVE WEIGHTS (BETA WEIGHTS) CO:HIE-‘I{;E'II-EN YPE
NUMBER (multiple r?)
TEACHING  SCHOLARSHIP  LEADERSHIP ENTRNAL percent
[ 42 . 59 .84 .30 8t 3
2 .49 o0 O7 .67 72 3
3 47 .03 .28 .04 89 2
4 09 .44 62 08 88 t
5 .50 .63 .63 .38 65 2/3
0 02 . b . 24 83 2/3
7 42 70 .48 -.07 72 2
g .00 LY .75 -.09 95 2
Y] . 5% .54 .41 .39 51 1/2
10 .42 .55 .85 .40 80
11 .44 .44 +73 .19 66
1z Md not complete ratings for this level.
13 .53 .69 .74 .22 ’ 86 2/3
14 .1 .81 .77 30 80 2/3
Table 2: Judrement profiles for promotion from Senior Lecturer to Principal Lecturer.
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of the beta weirhts., 1t Joes pruvide a broad indacation of tne relative
weightings applied by individual decision makers to eavh of the criterton
areas, At this tevel of amalysis, respondents could be plaved in categories
whith broadly retlected their preference patteins, Three basiv Zroups were
apparent :

{a} Those who placed the highest value en teachiug (Type 1)
(b} Those who placed the highest value on scholarship (Type 2}
(c) Those whe placed the highest value on leadership (Type 3)

As Table | demonstrates, most respondents, 1n rating the 25 hypothetical
applicants for promotton from lecturer to senior lecturer, were
approximately egually divided betwees those whoe placed the highest weighting
on teaching and those who placed the highest weighting on scholarship. In
most cases the weighting given to external activities was relatively low,
while almost all respondents saw leadership as being reasonably important,

Senior Lecturer to Principal Lecturer

A notable shift in emphasis 1s evident, as shown by Tables 2 and 3. All but
one of these whe placed the highest, or equal highest, value on teaching for
lecturer - semor lecturer promotions have qulte different value systems for
oromotions from senior to principal lecturer, placing substantially more
emphasis on leadership. Leadership was most important for four respondents,
and of approximately equal impo,tance with scholarship for a further four.
Figure 3 shows typical changes for respondent numbers 10 and 6. In other
words, for the group as a whole, while teaching and scholarship were seen to
constitute the more important criteria for promotion from lecturer to senier
lecturer, leadership was seen to be of considerable importance for promotion
from senmior te principal lecturer.

The results fer Judge 9 should be ynterpreted with caution. In making the
series of judgements, this person had a low multiple correlation. This could
arise because the person was not consistently using the information provided
{perhaps through a lack of understanding of the procedure), or because a
basis for judgements was being employed which vould not be adequately
captured by ihe multiple regression analysis.

Why was there such a substantial emphasis on leadership for promotion from
semor to principal lecturer? Some insights into this question were
provided through the initial interviews. The descripticns of persons
considered worthy of promotien, particularly these at senlor lecturer level,
indicated that leadership was .n many cases an impertant criterion. Thls was
variously described as the ability to set an example to, and lead, a group
of academie volleagues; the ability to command the respect of colleagues
both as a person and an academic; the ability to enthuse staff; or the
vapacity to admimister an academic umit. Certain staff considered worthy of
promotion had, among other things, considerable ability in this area and
were considered te have centributed significantly t> the development of
their school and the Institute, or had demonstrated the capacity to previde
leadership at the principal lecturer level.

Two forms of leadership were identified. An "academic leader” was described
as one wha may or may not have specific administrative responsiblities or
capacity, but who, by virtue of his scholarship, ideas and creativity,
together with appropriate attitudes of openness., helpfulness and
v
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(Note: Judge 12 did w0t rate the Senior Lecturer set)

Type i Tyne 1.2 Type 2 Type 2/3 Type 3
Teaching Teaching and Scholarshup Schola.ship Leadership
mo >t scholarshp most and lcadership most
important approx. equal imgartant approx. cqual important
Lecturer t¢ Senior Lecturer
Judge numbers 2,4.6,10 5,11,12 1,3,7,8.13 14 9
Senior Lecturer to Principal Lecturer
Judge numbers 4 U] 3,7,8 5,6,13,14 1,2,10,11

promotions.

O
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Promotion from Lecturer Promotion from Senior
to Senlor Lecturer o Principal Lecturer
Relative weizht

1.0 1.0 T
.85
.73
.63
.55
0.5
0.5 ¢ 42 .40
J38 .36
T ] L E T s L E
Judge 10
Promotion from Lecturer Promorion from Senior
to Senior Lecturer to Principal Lecturer
Relative Weight
1.0 Tb 1.0 4.
B0
.71
62 o
0.5 | 49 0.5 |
.35
.29
.24
T S R E T ) 1 £
Judge &

Figure 3 - Judgement Profiles for Judges 10 and 6

(Key: T = Teaching, S - Scholarship,
l. - Leadership, E - External activities)
Q
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interpersonal skills, was able to motivete and lead a group of academic
colleagues 1n the purswit of academin goals. Such leadership would be
demonstrated through, for example. ledadership of a teaching team, course
development group or rescearch area.

An "adr umistrative leader” was described as one with high ability 1n the
mandagement of an organizational unit (school or Jdepartment), which involves
skills o financial management, personncl management, group decision making
and goal setting, together with an understanding of the broader
mstitu.:onal system. Through the latter, the person might contribute
significantly to institutional development, and would be able to work
effectively in and through the system in the interests of the organisational
unit - for e¢xample, in the acquisition of resources, or the approval of new
academic policies or programs.

Both areas of leadership were scen to be interdependent. A number of
tunctions, personal skills and attributes are common to both. In particular,
¢avh area 1equires skiltls of personnel management and interpersonal
relations. Further, it was considerec that the organisational and staffing
structure of the Institute was such that, in general, effective leadership
would arise from a vombination of academic and administrative leadership.

USES OF SUCH RESULTS

Identification of the bases underlying promotion decisions, and the
particular patterns emerging in this case, would have implications for a
number of areas of institutional policies and procedures. Firstly, such
results could be examined in the light of instirutionmal policies or criteria
for the promotion of academic staff, to establish the degree of congruence
between the actual perceptions and values of individual decision makers, and
institutional palicies. In turn, the results could alse be examined in
relation to institutional goals, or could be of assistance in clarifying
institutional goals. An wxpression of the values of senior academic leaders
should be indicative of the Jdirections in which those persons would wish to
see¢ an institutson develop.

Secendly, if the actual criteria used in making promotion decisions differed
from one level to another, as was the case in this experimental situation,
there would be implications both for the nature of the evadence applicants
might provide to a promotions committee, and for the conduct of staff
development programs. For staff at the level of senior lecturer, programs
concerned with the development of leadership skills might be appropriate, in
addition to assistance provided in the areas of teaching and schelarship.
Similarly, in preparing applications for promotion, staff at the level of
senior leeturer might {ind 1t advantageous to place emphasis on information
relating to leadership.

A third mmplication relates to the procedures used by promotions committees,
If such differences in criteria were operating at the different levels of
appointment, 1t would be important to use a procedure which considered
applicants within categories but did not attempt to develop rankings across
levels, as such inter-level comparisons could be difficult and not very
meaningful. For this study, the particular significance of the information
lies 1n its potential value in aiding group decision-making.
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AIDING GROUP DECISION MAKING

The analysis andicated that suabstantial disagreement existed between memvers
of the group. For exampie, while mosy respondents saw leadership as
relatuvely amportant, petsan 3 Jid nots this person placed heavy emphasis on
scholarshitp. Similarly. while alsa highly valuwng scholarship for both
levels of prometicon, person * wis virtually 1znoring information <oncerming
teacinng and externdal activities when Judging applicants for promotion to
stanvipal lecturer. Such differences could lead to conflict 1f they existed
between members of an actual decrsron-making group. for example a promotions
vommittee., Procedures which assisted 1n resolving such Jdifferences could be
desirable.

As argued earlier 1n this paper, a major reason for seeking to make explicat
the bases underiying individual judgements 1s to aid the group
decrsion-making prouess. Steps whereby an actual promotlon committee might
ut1li1ze such a procedure are now briefly summarised. In essence, two steps
are wnvolved. The first involves the capt.ring of individual policies,in
order to reach agreement on the policies to be used by the decision-making
group. Only when this first step had been completed would the second step -
the consideration of actual cases for promotion - be taken.

Achieving Group Policy

{1) Using the judgement analysis procedure described above, the judgements
of each member of the decision making group would be obtained.

(2} These would be analysed to determine the individual policies,
indi1cating the preferred weighting assigned by each individual to each
c¢riterion area.

(3} This information would form the basis for a group discussion, in which
areas of agreement and diagreement would be explored, with a view to
achieving agreement on the policy to be utilized by the group. This
might be expressed 1n an appropriate quantitative iorm.

Consideration of Actual Cases

(4} Individual case¢s are usually documented 1n the form of an application
i which a staff member presents an argument for promotion,
incor, yratlng suvporting information or evidence in order to
demonstrate the quaiity of performance and contribution for each of the
criterion areas. Such evidence might 1nclude, for example, the results
of students surveys of teaching, information concerning research
actavities and published work, or accounts of relevant community
ertented activities. Additienal information, for exsmple, a head of
department’'s assessment, may also be available. Committee members mav
interpret this evidence differently, and it would be desirable to
obtain cach member's interpretation of the applicant's level of
performance on each criterion area.

In the light of the evidence presented, each committee member would
assi1gn a score to each of the criterien areas, for cach applicant. In
other words, the committee member would be indacating his or her

Q estamate of the prefile for the applicant based on the actual evidenie.
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Thewe profiles would he similar an nature to those veed for ypothetical
applicants n the Judgement analvais exeroise.

(5) These profiles would be compared und discussed, in order to reduce
ditferences i judgements. Addieional factors, such as the nature of
the applicant's discipline, or the relavionship with the applicant's
tunctional responsibilities, «ould also be considered at this polnt.

{0} In the light of the agreed criteria {(step 3), that 1s, through the
application of previvusly agreed policy, the decision relating to ecach
case would be made. This step would be the group equivalent of the
individual judgements of "promotability™ made 1n the judgement analys:s
exercise.

CONCLUSIONS AND DISCUSSION

This study applied the sociral judgement amalysis procedure to an examination
of the ¢riteria used by semor academic leaders when making promotion
dec1s10a5. For the set of respondents studied, the results demonstrated
consuderable variation o the relative werghtings applied by :ndividual
decision makers to each of the criteria of teaching, scholarship, leadership
and externtl activities. For promotien from lecturer t¢ senior lecturer,
respondents were approximately equally divided between *hose who placed the
highest weighting on teaching und those who placed the highest wetghting on
scholarship. At this level, most respondents saw leadership as being
reasonably important.

a markedly different value syStem was evident for promotion from semior to
principal lecturer. Teaching wus seen to be substantially less important as
a criterion for prometion; to a lesser extent scholarship was also reduced
in amportance. A candidate's demonstrated or potential ability to provide
academrc or admenrstrazive leadership, or both, was seen to be of
considerable importaice for promotion at this level.

An assumption underlying social Judgement analysis is that the variables are
perceived by the juigement maker to have meanings which are independent and
self-contained. While an attempt was made tarough the initial interviews to
develop and define variables (criteria) which were tndependent, it is likely
that all variables in thi1s study were, at least to some evtent.
interrelated. F-r example, some of the personal attributzs whrich contiibute
to quality of *eaching may be perceived to comuribuile -imiiarly to academic
leadership; a high leve) of academic leadership would be partly dependent on
+« high level of scholarship. Accordingly, the beta weights must be
interpreted with some caution.

There 15 a trade~of f between the precision with which measurements of this
type may be wade, and the extent to which the procedures are meaningful and
vseful to devision-makers. Attempts to achieve greater precision through
defining variables in 4 more independent fashion may result in an
artificiality, from the perspective of the decision-maker. The approach
used 1n this study has sought to apply seme of the principles of action
rescarch 1dent:fied by Bubl and Lindquist (1981). in particular, the study
has sought te involve decision-makers in the collection of information in a
manner which tould be of assistapce to the actual decision-making process«.

A problsy alsa arises from the fact that. in this study, judgeaenis were
made ..nie-n*ng hypothetical candidates for promotion, rather than actual
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candidates. Under these cdraumstances the judgement maker was forced to rely
solely on the gnformation provided. In real [ife 1t 15 possibie that
additional information maxy be available, for example, through personal
knowledge of or acquaintancc with a candidate. Thrs prompts such questions
as: In what ways do decision-makers utilize the formal evidence when making
actual decisions? s their use of the formal evidence mod:fied by additional
personal knowledge” To what extent are judeements nfluenced by feelings
toward the candidare as a4 person® A research design which applied the
procedures of this study to actual <andidates could be used to explore suc
questions. .

While this study d:d not procced to the stage of actual decisions, a
procedure whereby social judgement analysis could be 1ncerporated inte a
series of steps designed to factlitate the decision-making process was
described. This procedure would seek to enhance the understanding of
individual decision-makers and reduce conflict and enhance decision-making
effectiveness in the group. Further research Lo assess the effectivencss of
these procedures 1s planned.

APPENDIX: DEFINITIONS OF CRITERION AREAS

The manner in which the four c<riterion areas of teaching, scholarship,
leadership and external activities were defined is shown below. These
definrtions were derived from the preliminary interviews conducted with
respondents.

TEACHING

For the purposes of promotion, "teaching" includes only those factors under
the control of the staff member, and excludes such agperts as course content
or instructional design which may be imposed on the individual by a subject
committee or board of study. Within thus limiiation, the term "teaching” is
broadly defined to encompass classroom instruction anu communication skills
{includang practical or clinical teaching), team teaching skills, quality
and relevance of content and teaching materials, relationships with
students, personal organisatien, student assessment, and postgraduate
supervision - as appropriate to t'c staff member's teaching area and
responsibilities.

SCHOLARSHIP

Scholarship 1s the recognition of the individual's authority or standing in
the relevant profession or scholarly arca. A person high on this criterion
would be a recognised authority in his or her own field, who makes a visible
contribution to the discipline, and who 1s active in developing and
investigating new ideas and aoplying these in practice. A high level of
scholarship 1S synonomous with academic or professional excellence. The
extent and quality of applied research and development is one aspect, or an
indicator, of scholarship. Specific indicators or evidence include:

{1} publication
{11) invitations to present papers, or exhibit artworks
Q
g Is
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it amvitatioens to conduect applied rescarch, mwluding educatiomal
research

tiv) research grants receaved

tvy "high Level!™ vonsultine or problem solving ti.e. applied research and
development) - as distinct from "routine™ consulrting

recognition of excellenve by the prefessional area, for example,
througl the granting of a fellowship. (Service to a professional
association as an of fice bearer would be rncluded 1n the "External
activities” area.)

"Scholarship” ts synonomous with the tollowing terms, which were suggested
1n the interviews:

academic standing
professional standing
academic reputation
academic quality
academic abilivy
professional visibility
academic excellence
professional excellence

LEADERSHIP

Leadership 15 demonstrated high level ability to set an example to, and
lead, a group of colleagues 1n the pursuit of Institute and Schoel geals,
for example, by developing and implementing a new course, promoting and
fostering 1nnovations, leading a research aetivity, leading the professional
development of colleaguwes or administering an academic unit. This involves
personal skills, for example, of team leadership, goal setting, conflict
resolution, personnel management, the ability to enthuse staff, together
with attributes of co-operation, respect of colleagues, and availabrlity.
The :nstitutional service aspect of leadership is concerned with significant
contribytions to institutional decision-making and management through
commitrees or working parti¢s, or effectiveness in the administration of an
academic unit {school, department, or section)} through personnel management,
budget management, group decision-making and goal setting. "Leadership" is
synenymous with:

prof ssional and academic leadership
academic administration

cducational administration
instrtutional service

internal service

academic leadership

admintstrative competence
adminrstrative leadership

EXTERNAL ACTIVITIES

This area 15 concerned with the quality and extrent of contributions to the
general community or the professional area, relevant to the staff member's
area of appointment in the Institute. It would be demonstrared through, for

example:

(1) Representing the School to outside professional, industrial or
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business orZanisdt vy,

{:1) Significant contrabutions to the activities of centres for applied
researc  and development in promoting professional pactnerships
between the rmstrtutron and the external community.

(1) High quality of contriburions to the profession or professional
association.

{1v) Invitations to provide expert advice, joint committees of enguiry
etc.

{v) Significant contributions to professional practice, for example, in
accounting practice, architectural practice, librarianship, clinical
practice in the health screrces, or raising community awareness of
artistic endeavour.

(vi) Initiating, or being invited to conduct, continuing education or
in-service courses for outside professionals.

"External Activities" is synonomous with:

external service

community service

community participation
external professional activities
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Some Characteristics and Attitudes of
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Colleges of Advanced Education
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ABSTRACT

Thig paper examines some important characterstica and values of Australian
academics in unmversities and 1n colleges of advanced education, denved from a
national study we conducted in 1978 The data are discussed under a number of
headings research nterests and activities, teaching, qualifications and level of
appointment, tenure, study leave, role gatisfaction and attitudes to institution,
attitudes to funding, ynstitutional government and 1institutional democracy, access to
tertiary education, role of umversities and CAEs, tertiary institutions and the state,
general educational tssues, social wsues, public debate, and demographic and
personal data.

There are differences between the two groups on a number of variables, among them
being tertiary qualifications held, work activities and interests, and previous work
expenence. Some of these differences are related to the objectives of tha institutions
and how they were estabhshed and staffed. On most educational and social values,
however, the opimons of the two groups are similar except for their views on the roles
of univermities and colleges They most differ when they reflect on each other.
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INTRODUCTION

tederal Government acceptance of nome of the majosr recommendations of the 1964
Martin Committee of Enquiry into the Future of Tertiary Education in Australia
led to the establishment of (olleges of advanced education (CAEs)}. Some of
these colleges (1) developed from existing technical colleges and other
institutions such as paramedical or agricultural colleges; others were new
creations. Later, some were developed from the base of existing teachers'
colleges. Now, CAEs constitute a sector of tertiary education which rivals
the university system in size and overlaps 1t in some functions. Over the
last two decades there has been constant debate about the distinguishing
characteristics of universities and colleges, and regular expressions of fear
that academic dritt during perieds of intense instituticnal competition would
blur the differcnces. With the onset of voluntary and compulsory
cross-sectoral amalgamations in recent years has come the Egreatest challenge
yet the stability of the organisational structure of higher education

esta. aed 1n the 1960s.

The nistory is told elsewhere; the main purpose of this paper is to cxawmine
some i(mportant characreristics and values of the academic staff of
wniversities and CAEs as derived trom a natfonal survey in late 1978. In that
study, titled the Soclal and Educational Role and Values of Australian
ACademfcs (SERVAAC) srudy, we gsthered da‘a from over 2 Q00 academics to form
a nationally representative file.

There are discipline differences between the sectors. While arte and
humanlties, social sciences, architecture, agriculture and furestry, commerce,
natural sclences and engineering are well-represented in both sectors,
mnedicine, veterinary sclence and dentistry remain the exclusive domain of the
universities. CAE staff are more likely than unfiversity academics to be in
the education and para-amedical {lelds. There 15 a8 Jood degl of overlap
however, with over 70 per cent of respondents to ‘. survey in each sector in
the fields mentloned above ..s common to both. Tris 1s consistent with the
Australian Bureau of Statistics (ABS) data (1979) wn!ch show 78 per cent of
university staff {n those fields in 1978 and the data for the colleges
{Australian Burcau of Statistics, 1980) which shuw 72 per cent of CAE staff in
the flelds cowmon te both Seé.tors.

These and many other non-attitudinal di:ferancec discissed in thie paper may
be explained by the oblectives of the ‘nstituwtr’~ne, tne way they are funded
and the backgrounds of their staff. Huwe' er it 1s useful to expiore the
nature of the differences. Examinatic~ of tertiary qualifications, prier work
experience and the pattern of activitfes 1n the daily tives of the two groups
of academics reveal significant differenzes, bur this does not hold true of
fawily and school backgrounds. In resp=zct of wost educational and social
values examined, thorz 1s great similarity In the opinions of the two groupe
but there are significant differences heiween their views on the role of
universities and colleges. They most differ when they reflect on each other.

0 4.
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RESEARCH INTERESTS AND ACTIVITIES

Universities are distinguished from other tertiary instituticns by their
research role. The job specification of university staff usvally requires a
dual teaching and research function; in other tertiary institutions the main
emphasis 16 on teaching. Thus one would expect university staff to show up in
the data as being more interested and wore active in research than CAE
gcademics. Greater participation in post-graduate teaching, higher
qualifications and a greater intrinsic interest in academic disciplines would
also be expecred. Conversely, CAE staff would be expected Lo be more
interested, and engaged for a greater proportion of their time, in teaching
activities, They mighr therefore be more innovative in their teaching
interaction with students and perhaps develop ¢loser relationships with them.
Do differences of this sort exist? Qur SERVAAC study indicates that to
verying degrees they do. Our data show (see Table 1), a8 job specifications
toply, that university staff (2) spend twice a8 much time as college staff on
resear:z:. "nd that college staff have a much greater teaching load. Data from
the 1977 study for a Federal Government inquiry (Williams, 1979) are included
in Table ! for comparison; a similar pattern is evident but wirh a greater
proportion of time spent on teaching in both sectors. However, the Williams
survey sample included tutorial staff, and respondents in the Williams study
were asked to report on their teaching activities uynder six 6eparate headings
which were later summed together. This would accounr for at least part of the
varfation between the two sets of data. The Williams data do show in addition
that the greater proportion of time spent on teaching by CAE staff compared
with those in universities applies across all aspects of teaching: formal
classroom contact, preparation for teaching, design of courses, marking
students’ work and meeting students cutside the classroom.

It 15 possl le to examine the different research emphases belween Lhe sectors
from ancther point of view. The data 6o far presented cuncern the propoertivn
of time spent on research which may or may not reflect academics’ interest in
research activities. The nature and goals of their sector, of their
particular institution, of their departmen. and of its administrators will
have a marked effect on what or how much research academics engage in,
irrespective of their personal research irterest. In our survey, respondents
were asked to Indicate where their teaching and research interests lay -
mainly in teaching or research, leaning towards teaching or research or in
both. Table 2 compa.es the interests of university and CAE respondents to our
SERVAAC study and shows their similarities to those of British academics
reported by Halsey {1979},

Table |: Proportion of time spent on professional activities {(X)

Uni gtaff CAE staff
Activity
SERVAAC Williems SERVAAC Williams
{1978) (1977) {1978) (1977)
Teaching 46 61 59 13
Administration 22 14 26 18
Research 30 25 15 9

LRIC 45

Aruitoxt provided by Eic:




42 Higher Education Research ond Development Vol 2, No 1, 1983

Table 2: Where do your own teaching and research Interesrs lle?

SERVAAC respondents Halsey respondents
(1.78) (UK, 1976)
Uni CAE Unt Poiytechnics
X X x X
Mainly in research 11 2 17 4
Both, leaning to research 38 11 36 1s
Equally in both 26 17 25 21
Both, leaning to teaching 19 39 17 37
Mainly in teaching 6 31 6 24

Consider our SERVAAC data for Australlan academics in the firet twe columns of
Table 2. 1t can be seen that half the university respondents (49 per cent)
were research-oriented compared with only about one CAE academic In eight (13
per cent). On the other hand, nearly three-quarters (70 per cent) of CAE
respondents compared with only one-quarter (25 per cent) of university staff
were teaching-oriented. These flzures and those in Table 1 show that, if
anything, university academics are falling to find sufficient time to pursue
thelr research interests. There appears to be a greater disparity in
interests In research between university and CAE academics than in the amount
of time they actually manage to put into that activity.

There 16 a tendency however for academics In certain CAEs to be more
research~oriented than In others. When responses from academics in the main
CAE in each state capltal are compared with those In all other CAEs In our
sample, a2 clear shift towards a more research-oriented attitude is apparent.
Such staif are still far more teaching-oriented than university graff but less
gso than thelr colleagues in other CAEs. It should be noted that & similar
distinction {which 1s partly discipline-related) between CAE staff based on
the status of thelr Institution can be shown In the Williams data.

Institutional status, whether determined by size of Institution or age
compared with others in the capital city 1s not related to any differences In
research orientation among university staff however. This reflects a major
difference between the two sectors with unlversity staff broadly sharing
common attitudes towards thelr teaching and research roles and CAE staff
showing various orientations depending on the gtatue of thelr institution.
(Further work 1s being carried our in analys'ng these differences.)

Nearly all uvuiversity staff (96 per cent) claimed they were engaged In some
research or echolarly activity likely to lead to a publication. This 18 true
of only 59 per cent of CAE staff. Almost identical figures (93 and 60 per
cent respectively} were found by Halsey In his 1976 study of British academics
in universities and poilytechnice {(Halsey, 1979).

The output of research products alse reflects this disparity in interest. The
same differences between pectors are apparent in the Australian and Brirish
data (from the Willlams and Halsey studies respectively) on numbers of
articles published (see Table 3). However, Australian acade..!cs appear to
publish greater numbers of articles than do their British colleagues.
institutional differences for American academice as reported by Fulton and
Trow (1975, pp 6,7) are similar to our Austiallan findings.
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Table 3: Number of articles published

Number of Williams gtudy (Australia, s77) Halsey study (UX, 1976)
articles Uni X CAE X Uni X Polytechnics X

MNii 7 32 12 50

1-2 9 21 14 23

3-4 9 14 13 12

5-10 22 2 20 9

11-20 19 8 t6 [/

21+ 3s 5 26 2

Regearch programmes need financial support. Univereities recelve greater
funding for this purpose than do CAEB. However such funds provide little more
than basic euppoit. There are several national research granting bodies such
as the Austrslian Research Grants Scheme as well as a number of private
organieations which give substantial support to research in CAEs and
universitiee. CAE staff appear to be far less inclined to apply to such
bodies for support. Only 30 per cent 2f the CAE respondents to our SERVAAC
survey did eo in the five years prior to the survey, compared with 67 per cent
of university respondents. Only 25 per cent of CAE gtaff had had any uf their
research projects supported by such bodies during that period compared with 60
per cent of university scaff. The same effect by type of CAE was found in
proportions epplying for such funds and in obtaining them as was found for
research orientation above, with the ataff in the main CAE in each capital
city being wore interested in and more successful in getting research support.
Not surprisingly then, university staff are shown to be more research-oriented
than their CAE counterparts. In all ways, in the work activiiies of staff, in
thelr stated interests, in the measures they take to gailn suppert for their
research and in the tangible products of their activities, university staff
sharply cont;aat with thelr counterparts in CAEs.

TEACHING

The nature of the teaching activities undertaken by scademice a8 well as the
amount of time spent on them, both vary by sector. These differences arise
largely from the eaphasis in CAEs on undergraduate rather than postgraduate
courses., Thus, twice as many university staff as college respondents were
involved in teaching postgraduate courses and in thesis supervision and
examining. While nearly half the univereity staff have examined PhD theses,
only a handful of college staff have done so. These findinge are consistent
with the greater time spent by university staff on research and the nature of
university and CAE courses. 1In 1977, 11.6 per cent of university students
were enrolled in postgraduste courses - only 0.9 per cent being Iin course-work
nasters programmes (Tertiary Education Commission, 1980a). By contrast, while
7.6 per cent of CAE students were enrolled in some form of postgraduate
course, most were doing poetgraduate diplomas or some other non-tresearch
programmes (Tertiary Education Commiseion, 1980b).
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Our SERVAAC respondents were asked to choose from &8 l1st of nine pessible
go1ls of undergraduate education the three most fmportant for universities and
CAks. There was almost complete agreement in response fro@ university and CAE
teachers on these three goals and on the different order of fmportance in the
two sectors. For university education, development of an undersranding of a
discipline and development of independence in learning were geen as the most
fmportant. Mastery of vocational knowledge and skills and development of
sndividual talents were also supported as gosls for unlversity undergraduates,
but to a lesser extent. For CAE education, these same four goals were
considered the most important but in different order. The vocational goal was
regarded 8s the wost Important for CAE undergraduates.

The SERVAAC study also shows that college ataff are less fixed In thelr
teaching methods thsen thelr university counterparts: CAE respondents reported
that they uge the lecture wethod lese regularly; they are more llkely to
modify the traditional format when they do lecture; and they are more likely
to use a varlety of small group teaching techniques. The attitudes of CAE
staff on assessment matters are also less traditional than those of university
fecturers. [he majority of CAE teachers (67 per cent) opposed annual exams
compared with jubt 45 per cent of university staff and slightly more CAE than
uvniversity staf{ (55 per cent compared with 42 per cent) supported student
involvement in determining assessment policles. CAE staff were more likely to
organise thair work activities around their students: they recognised and
accepted a requirement to relate thelr courses teo contemporary issues; they
were more likely to be’ cve their institutions have a responsibility to teach
study skills to students (for more detall, see Bowden and Anwyl, 1980); they
were also more likely to believe that teachers should be concerned with the
epotional «.ad personal development of students, and that they ghould not
concentrate just on gifted students. Slightly greater concern for the
emotional and personal development of gtudents and a belief that education
would be tmproved 1f course work were more relevant to contemporary life also
characterised college staff when compared with those from universities in 2
Usa study (Fulton and Trow, 1975, p 26}. In gur SERVAAC study, university
staff also expected @ slightly higher weekly workload of their students (43
hours compared with 40 hours expected of CAE students by their teachers).

In general), university staff show a strong sense of their own autonomy. In
some but not all respects they algo ascribe such autonomy to their students.
They are concerned to teach according to their own ideas and to retain control
over assessment of students but they expect students to learn independently.
In thelr attitudes to teaching, CAE academics are less concerned with thelr
own autonomy. They are more likely to favour Instltutional rather than thetr
own individual solutions on matters affecting teaching. Over two-thirds of
CAE staff, compared with less than half of their university colleagues, have
participated in an In-service course designed to assigt them to lmprove their
teaching. We have reported elsewhere (Bowden and Anwyl, 1980) that university
staff are more tikely to oppose the involvement of tertiary teaching units In
curriculum development (77 per cent compared with 56 per cent) or in
determination of assessment policles (55 per cent compared with 43 per cent).
In a Brit! -h study, Startup {1979, p 47} has reported that '(v versity) staff
felt that they were individuslly responsible for course content and they
tended to be displeased 1f (it appeared) that the departmental head was
atteapting to impose hig ideas.’
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These [indings do not necesvarily refl, ot aun indifferent attitude among
university academics towards thelr teaching duties. When asked vhether
various criteria ghould be important in determining salary and promotion, 93
per cent of university staff and 96 per cent of CAE staff thought
effectiveness as a teacher should be very {mportant. University sraif thought
that research activity should slso be an fmportant criterion (90 per cent
coopared with 71 per cent of CAE acadewmics). These attitudes are consistent
therefore with a general view among all acadewmics that they ought to be judged
on the rolee they have - teaching in both sectors, snd research In
univeresities nore than in CAEs.

Only about one-third of staff in both sectors believed that in 1978 teaching
effectivene8s was an lmportant criterion in determining salary and promotion.
They disagreed yith current practice in their instftutions. Most university
respondents belleved research to be the only really important criterion at the
time, while CAF academics believed that committee work and senlority were the
two most lmportant criteria In thelr institution.

halsey {§979) reported views of academics 1n British universities and
polytechnice on the relative importance in practice of research and teaching
as promotion criteria and the attitudes expressed were similar to those of
respondents in our SERVAAC s*udy. A Jifferent emphasis 1s found Iin a USA
study (Fulton and Trow, 1975, p 27) where just ower i.alf the university
respondents and the vast majority of college respondents agreed that teaching
effectiveness, not publication, should be the primary criterion of promotion
of faculty.

Our survey asked some other quéstions concerned with respondents’ professional
activities. University staff were more likely than CAE staff to have lectured
outside thelr own university -~ twice as likely to have lectured at a
university and just as likely to hsgve lectured at a CAE. Most university
respondents had presented a paper at a conference within Australia (88 per
cent compared with 53 per cent of CAE respondents); nearly cwo-thirds of
university staff but less than one-quarter of CAE staff ha? given a conference
paper overseas; the proportions of university staff who had served as a
referee for a journal article or been a journal editor were 72 and 33 per cent
respectively - the corresponding proportions for CAE staff w>re 16 and t4 per
cent; 20 per cent of university staff had served on a course accreditating
body and 48 per cent had served as consultant to government or business - 12
pe~ cent and 40 per cent were the corresponding figures for CAE staff.

QUALIFICATIONS AND LEVE], OF APPOINTMENT

The qualifications of university gtaff should reflect thelr greater research
role as well as their involvement in teaching and supervising research
students in postgraduate courses. Nearly two-thirds of Australian university
acz2zwics 1n our SERVAAC gawple but only about one-sixth of college academics
have obtained a doctorate. Furthermore, the first qualification of nearly all
university staff in our sample 1s & degree or honvurs degree. More than
one-third of CAE staff in our sample had a diploma or less as their first
qualification. These differences in qualifications are to be expected given
the differing functions and origins of ipstitutions in the two sectors.
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There are some sector dif ferencee among USA academics of a elmilar kind bye
they are not as marked. More than half the university vespondente (Fulton and
Trow, 1975, pp 6.7) had a2 PhD but this was true of only those college gtaff In
four-year colleges of high status. There yas a variation among different
college types in our SERVAAC study but not to guch a great extent. The
proportion of Australian college academics with PhD Qualifications was
greatest (23 per cent) In the group of institutions comprising the oldest CAE
in each capital city.

Not surprisingly, since they are slready highly qualified. a smaller
proportion of university staff ()3 pet cent) than college staff (37 per cent)
were enrolled in 1978 in a degree or diplotia course. The majority (70 per
crent) of those university siaff who were entolled, were stulying In a2 doctoral
programme while the college staff enrolment wee spread acroes diploma,
bachelot's wmaster’s (45 per cent) and doctoral courses (24 per cent). Only a
small propostion of university staff felt under strong pressure {7 per cent)
orf indeed any pressure ()5 per cent) to be entolled. Considerably more CAE
sraff (7 per cent and 42 per cent respectively) felt varying degrees of
pressure to ctudy, The major source of thie pressure where it existed was
personal ambition tu both sectors (43 per cent), followed by a need to keep
up-to-date in their fleld for CAE respondents (26 pet cent compared with 1§
per cent for university staff). University staff wete pore likely (21 per
cent compared with 15 per cent) than CAE graff tv gpecify the need to master a
ney field as the second source of pressure to study for a qualification.
Pressure from the employing institution was the least important for both
sectors (about |4 per cent).

Not only have university staff higher formal qualifications, their level of
appointment 16 also generally higher than that of college staff. Table &
shows that, of university respondents holding ranks of lecturer and above,
more than a1 quarter had appointments above senlor lecturer level - compared
with less than one-tenth of comparable college staff, 4s well, more than a
third of university academics but little over 2 quarter of college academice
were senior lecturers. Hence academics with the rank of lecturer form nearly
two-thirds of the college stuff but only about one-third of staff in
universities., Even 8o, the rank of staff in all Australisn institutions
appear to be higher than thjse in Britis!i univereities and Polytechnics.
Halsey (1979) found that twi-thivds of staff in univzreities and about ninety
per cent of polytechnic staf: had not progressed beyond the lecturer rank.
These international differences may be offset to some extent by the
overlapping salary gcales In the United Kingdom compared with the precise
hierarchy in Austrvalian levels of appointment and salaries.

The dif ferences between the two types of Australian institution mugr be due,
at least in part, to the fact that the colleges of advanced education have
only recently undergone tapid growth. While the average age of college staff
and thelr length of service in their current employment ate simflar to those
ol university staff, college academics arve more likely than their university
countetrparts to have come from some other {non-tertiary education) type of
employment - probably to a position at a junior rank while expansion of the

CAE system was taking place in vecent decades,
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*
Table 4: Level of appointment

Uni staff CAE graff
(%) (%)
Rank
Williams SERVAAC ABS Willlams SERVAAC ABS
s tudy study dats study study data
(1977) (1978) (1978} (1977) (1978) (1978)
Profegsor 14.9 13.2 12.8 3.7 3.1
Assoclate Professor 16.1 16.1 13.8 7.5 6.2
Senlor Lecturer 37.3 43.1  37.8 26.1 28.90 24.2
Lecturer 31.3 27.7 35.6 62.4 62.7 66.9

* The SERVAAC study, cowmpared wicth the 1978 ABS statistics, is biased
away frow the lecturer rank. Qur sample was drawn from 1977 handbooks
while the Willlsms samples were drawn by the individual {nstitutions
using up-to-date staffing lists. Even so there 18 an indicacion of
bias away from lecturing staff in the Williame data also. The same
bise was found in the Halsey and Trow (1971) study of British
academics. They suggested that staff with the rank of lecturer are in
the highest turnover situation and are the most difficulr to locate.

Table 5 ghows that while just over half (55 per cent) of the CAE respondents
to our SERVAAC survey were in their first academic job, about half the
university staff (47 per cent) wete then in .heir third such employment. CAE
etaff had tended ro move from lower profeselonal occupations, through upper
profeseional jcbs to their present fairly junior academic rank. Universircy
academics, on the other hand, were typically in their third or fourth academic
job, had obrained post-graduate qualifications and gained promotion ro more
senior acadewic ranks.

Added to this 18 the recent reorganigsation (Academic Salaries Tribunal, 1976}
of salary scales for college staff with a greater number of levels within both
the lecturer and senior lecturer salary scales and a promotion bar in the
middie of each gcale. These extra barriers to promotion would have been been
too recent to have had a great effect gn the distribution of ranks (in our
1978 study) referred to earlier byt will serve in the future to maintain the
disparity in ranks which cutrently exists between university and college
sraff.

Table 5: Previous employment

% of Unl staff (N=816) % of CAE staff (N=908)
Type of evployment Last nd last 3rd last Last 2nd last 3rd last

Job job job job job Job
Acadenic 74 47 24 45 18 10
Upper professional 13 20 18 25 28 16
Lower professional t 5 4 16 21 k6
Other t 3 5 2 6 6
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TENURE

More than four-fifcths of both university and CAE academics belfeved that both
universities and CAFs should offer limited-tenure positions, However, there
was a wide spread in the suggested proportions that such appointments should
be in the overall stafting of their institutions., About half advocated that
such positions should be ideally no more than 10 per cent in their
institutions. Another one-fifth of univeraity staff and one-quarter of CAE
staft would take this figure to 20 per cent. This leaves about three-tenths
whe supported ever higher proportions of limited-tenure appointments.

The major reasons in favour of limited-tenure appointments were that they
provide time for making judgements about a new academic and that new idea3 are
brought into departments. Giving the instituti. n flexibility in times of
change, meeting temporary departmental needs ano providing experience for
Young praduates were also regarded as important, although the last of these
was not of as great & concern to CAE respondents,

Those who opposed limited-tenure cited as reasons the lack of accumulaiion of
experience with repeated junior appointments, the effect of career anxiety on
per formance, the fact that probationary periods exist for continuing
appointments anyway, and the risk to free expregsion by academics. CAE
respondents slso mentioned the lack of interest in departmental and
institutional issues by temporary employees and the emphaéis on short-term
projecte as other reasons against limited-tenure.

Some alternative ways of creating openinge in academlc life were suggested to
respondents. Ninety six per cent of all respondents supporteéd optional early
retirement Schemes. Eighty nine per cent of university staff and 92 per cent
of CAE respondents also supported optional fractionsl asppointment schemes. On
the other hand, only just over 10 per cent of uriversity respondents and just
under 20 per cent of CAE staff supported the uae of immigrarion laws to
prevent foreign academics taking jobs at the expense of suftable Australian
academics, Seventy filve per cent of university academics and 63 per cent of
those in CAEs oppose ren giving preference to Australian applicants.

When respondents were asked to comment on various pelicles towards staff made
redundant by a deciine in student numbers, early retirement and fractional
appeintments were the schemes most Supported, Retraining and transfer to
other work areas were also supported, although more by CAE staff and for CAEs.
very few respondents supported dismiesal of those academics made redundant.

STUDY LEAVE

University and CAE staff agreed thar the main purpose of study leave varies
between the sectors. They nominated research 285 the main purpoae for
unfversity 6tudy leave and, as a second purpose, university staff suggested
visiting relevant departments elsewhere while CAE staff believed relevant
professional or work experience to be an appropriate purpose. For CAE study
leave, both groups cited this last purpose as the most lmportant.
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While there was considerable agreement between and within the sectors as to
the purpose of study leave, there waa sowe disagreement about which staff
should be eligible for study 2ave. While nesrly all respondents believed
that tenured academics (lecturer and above} in universities should be
eligible, only about half believed that tenured academics (below lecturer)
should get study leave. Support for the eligibility of the two equivalent
unt raured categories of graff diwlnished further. However, while neariy a
third of CAF respondents supported study leave for university administrative
ataff, less than a fifth of university respondents did so.

This difference between sectors carries over to CAE study leave with the
eguivalent proportions supporting eligibility of CAE administrative staff
being one-third, and less than one-seventh, respectively. Wwhile most CAE
respondents supported study leave for tenured lecturers and above in the CAE
sector, only two~thirds of university respondents did so. Siwmilatly there
were differences 1n attitude to the eligibility of tenured staff below
lecturer with two-thirds of CAE respondents but only two-fifths of university
respondents in support. The sector differences continue through the
dininishing support for study leave for untenured academics.

About 70 per cent of CAE staff welleved that study leave should be a right for
all eligible staff. A similar proportion of unfversity respondects agreed
with this for eligible univereity staff, but about half the university
respondents believed that eligible staff in CAEs should have study leave
avaflable only on a competitive basis.

These results are an example of the general comment made In the introduction
that univereity gnd college academice differ post of all when they refiect on
each other.

There was overwhelming support for a cholce as to whether study leave 15 taken
in Australls or overseas. S5ixty seven per cent of univeraity staff and 86 per
cent of CAE ataff gave that view on university study leave and over
four-fifchs of all staff supported that cholce for CAE $tudy leave. lIn
addition, staff from both sectors believed that 13 teaching weeks on study
leave Iin any three Year period 1s either about right or too low.

ROLE SATISFACTION AND ATIITUDES TO INSTITUTION

tarlietr sections of this paper have outlingd the major differences between
staff at univeraities and CAEe in the work activities which engage them.
Given there are role differences, however, it 16 useful to ask Just how
satisfied academic staff are with their particular roles. Are they looking
forward to obtaining a positicn in another imstitution, in snother sector
perhaps, or aven « teide the tertiary education field? What aspects of
their work environment concern them? How do they view the gquality of thelr
inetitution, 1te staff, its students, the campus and i1ts facllities? Are
they gatiafied with the way their institution and 1ts activities are
administered? Do any of these attitudes vary by sector? Our SERVAAC study
tested most of thege guestions.
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University staff were significantly more satisfied with the fnstitution In
which they currently worked than were CAE staff {about one-quarter of CAE
staff were diseatrisfied compared with about one In seven university
acadesics). More than half the university respondents (53 per cent) would
have 1iked to bé at their present fnstitution in five years time, with or
without promotion. This affinity for their current institution was less
prevalent among CAE staff, only 42 per cent of whom would want to remain there
for five years or more.

Attftudes towards the sectors show even more striking differences. While
those who would like to move from their current institution In the next five
years to go to another university or CAF formed about 25 per cent of both
univergity and CAE respondents, 98 per cent of the university staff among them
would have liked to be at another university while only 23 per cent of the CAE
staff 1n thie group would have liked to go to another CAE, 1.e. three-quarters
of them wished to change sectors and move to a university.

These data apply only to the one-quarter of staff who wished to muve however.
The university/CAZ hierarchy can be examined further by considering responses
to a question in which all respondents were asked to assume they were leaving
their current institution. In that circumstance, they were asked to rank the
attractiveness of a position in a college, & university, the public service or
industry and commerce. Virtually all university staff (92 per cent) preferred
a university position as did nearly half of the CAE respondents {45 per cent).
A smaller proportion of CAE staff {40 per cent) preferred a pusition in
another CAE. This confirms the tendency ‘or CAE staff to be seeking
employment in universities but not the reverse.

Respondents were also asked to fndicate the three critical factors (from a
list of §3) 1n any decision by them te join another tertiary institution.
Reflecting the differing sector orlentations, university staff placed researtch
oppoertunities first, followed by estaff quality and tenure. Tenure was of
most fmportance to CAE staff followed by quality of &taff, and salary.

Since CAE staff appeared to be less satisfied with their working environment
than did univergsty staff, it is well to ask just what particular features
displeased them. There were sector differences In academics' perzeption of
the level of qualifications of their institution's staff and the quality of
fts graduate teaching. In both these variables, more university staff
considered thelir own institution to be above average for thelr sector than did
CAE staff. This represents a perception by CAE staff of evenness across the
institutions in the CAE sector which 18 not evident in universities. Within
the university sector, there 1s a strong trend with institutional size, with
staff at the largest universities having the moet [avourable view of the
quality of staffing and graduate teaching.

Not surprisingly, university staff were also more satisfied than CAE scaff
with student union facilities, the planning and appearance of the campus,
staff accommodation and research resources in their institutions. CAE staff
were more satisfied with the position of thelr campus in relation to the
centre of town and with transport to the campus. Satisfaction with cawpus
position relates fairly well to actual locations. CAE staff were less
satisfled than university staff with the efficlency of their institution's
administration.
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ATITTUDES TO FUNDING

If there were to be a severe financial cut-back i{n their institutions,
university staff would cut least i1n trne aress of library, laboratories.
research, study leave, post-graduate student numbers and financial assistance
to gtudents. CAE staff would resist cuts In funds to support teaching and
cuts in undergreduate student numbers, These different attitudes emphasise
the differing teaching-research orientations already discussed. The greatest
cuts f'ould be in funds for guest scholars in the view of both staff groups.

Over tnree-quarters of UAE staff t ought that their departments should Seek
income by conducting non-credit courses for fees or by undertaking contract
research. A slightly smaller pcoportion of university staff agreed with
respect to contract research but only half thought thei. departments should
conduct non-crecit courses for income.

Staf' {n both sectors were generally In favour of a special fund to finance
innovation but a higher proportion of CAE then university staff thought so.
Only about two-fifths were finding innovation hard and for these staff, one of
the reasons Wed either a heavy personal teaching or research load. As &
second reason, university staff were more likely to "ind conservative
colleagues & barrier. CAE staff referred to admiuist.a*ive factors being a
barrier ro innovation which 1s perhape not surprising given the elaborate
internal and external accreditation procedures in the college system.

INSTITUTIONAL GOVERNMENT AND INSTITUTIONAL DEMOCRACY

Ninety per cent of both university and CAE staff thought their ipstitution
should be governed by democratic processes. However just over three-fifths
of niversity staff and only a little more than half of CAE staff believed
Jhat condition existed in 1973. Most agreed that a dean or depsrtment head
has a responsibility primarily to represent his agrea of responsibility to the
central gdministration and not the reverse.

Despite this aegreement on the need for staff participation, university staff
were less likely than CAE staff to have active lnvolvement in their academic
staff asgsociation or Vo think that their association should be represented on
key committeeas of the irstitution. The latter finding {s perhaprs conelstent
with the already-noted senge of autendmyY and self-determination ot university
staff and the closer link that some CAE staff may have, by virtue of their
previous work experience, with teacher yng »n*

[he observation by thelr graff that ak. at 1 somewhat undemocratically is
shown in the rating of the influence of 5 Egrouns on 2cademic matters.

In the opinton of CAE staff, the Councii o .he CAE titution aund the
inctitution's director or principal have more influer.. on staff appointménts,
staff promotions and on budgetary matters than wes reported by staff in
universities. Surprisingly, CAE gteff were more likely than university staff
on theee same decision areas to say that this should be so. It might have
been expected that, with a greater sympathy for ynion participation, tae CAE
otaff would oppcoe i ich decieion-making processes. It appears rather that
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the difference bz2tween university and CAE staff in desire for self-
determination (which was noted earlier) 15 showing itself again with CAE graff
being concerned for institutional rather than individusl decision-making.

Both CAE and university staff agreed that in 1978 students had little or no
role in decisions about course content, assessment, admissions, student
discipline, appointments and promotions of teaching staff, budgets and
planning. However there wae dlsagreement as to whether they should. CAE
staff were much more inclined to think so,

Again on general issues about protests, demonatrations and other gtudent
political action, the views of univers 'ty and CAE staff are remarkably cjlose.
They strongly agreed thet teachers sfhould not cancel classes to allow
attendance at demonstrations, byt In both sectors opinion as to whether
teachers should postpone classes on such occaslons was sptead across the
:ntire spectrum. Similarly, there was no consensus as to whether joining
stusents in demonstrations about {nstitutional affairs ls unprofessional (5]
pet cent supported the statement, 30 pet cent oppoBed) but slightly move staff
believed that joining students in this way about national affairs is not
unprofessional (62 per cent supported the statement, 20 per cent opposed).

Staff of both sectors disagreed with 8 statement that 'student demonstrations
have no place on campus’ and In fact believed thet univereities and CAEs
should promotes cheir students’ vight to freedom of action. However they
believed that those students who cccupy sdministrative offices should be
suspended. They did not agtee that pelice ghould never be brought onto
campus and did not think that student body funds should be used to bail out
arrested students or for the promotion of particular political views.

In reality these views are falrly conservative, admittlng to the rights of
studente to freedom of action but with & strong view that they must accept the
consequences of thelv actions., Teachers see only limited involvement on
thelr ownt part.

A~ CESS TO TERTIARY EDUCATION

To ascetrtain views on a wide varlety of access issues a series of questions
*..5 asked about financial gupport Bystems; the effect of present gselection
sretems on particular social groups; possible changes to selection aystems;
trensfer between tertiary sectors; policies on deferval, drop-out, part-time
and e ternal studles; open tertiary institutions; the effect of expansion on
“he quality of students; the desirvabi. “y of further growth in enroiments and
tertiary expenditure; and the distribution between sectors of any further
en-olment growth.

College and university academics have similar views on financial support for
students. There was strong suppott for free tertiary education {67 per cent
for, 2 per cent aga.net, remainder neutral). There waa lees support for
means-test free living allowsnces for all students (48 per cent for, 35 per
cent against). Academics were divided In thelr view of alternative schemes
such as means-t2sted tulf'on fees (43 per cent for , 46 per cent against) and
on loan schemes with 35 peir cent agreeing that they are bettetr than free

Q
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tertiary education with living allowances; 47 per cent disagreed. Forty four
per cent believed that means-tested schemes snould be avoided because ¢f the

prohlems they create; 35 per cent disagreed. Generally there was 4upport for
assistance scliemes ¢f one s¢rt or another with a stronger view that tettiary

education should be free.

On selection 1ssues both groups showed strong support for qualified schogl
lravers being permitted to enter s tertiary institution of their chofce,
pubject to adequate resources being available (68 per cent for, 22 per cent
against), and for motivation and application being considered, in addition to
examination results, in gelection criteria (67 per cent for, 10 per cent
against), Both groups were strongly against Cifs admitting all adults
regardless of educational experience (20 per ccnt for, 66 per cent againsti},
and against the use of a ballot in selection to reduce inequalities in eocial
group participation (5 per cent for, 78 per cent against).

Such differences as thet; were between the groups were simply in the degrec of
support or opposition; the tendency of opimion was similar, Universlity
academics were more &trongly opposed than CAE academics to removing entry
qualifications to institu.ions, reserving places for soclal groups in crder to
match in institutions tielr propoertionate gize in the general comiunity, and
ugsing a ballot in selection to reduce soclal group inequaliries. CLollege as
against university academics were more strongly against admission of all
adulta to CAEs regardiess of quallfications, clearly not wanting 1o bear the
brunt of open entry ptoposals. They were stronger iu the view that present
selection procedutes favour top soclio-economic groups, that some students
capable of succees cannot gain tertiary entry, thart acaissirn rules should
permit easjer entry for disadvantaged students, &nd that activstion and
application, as well as examination results, should be included in selection
critetia, These differences noted, what is quite clear in this set of
propositions is that whatever the unease unlversity and college scadem!cs feel
about social group participation, they do not favour radical chatges to
present admigseion procedures - easler rules (unspecified) for the
disadvantaged are just tolerable; ballots and reserved places are strongly
rejected.,

The hallot proposal, which has gt times artracted interest in sove European
countries, and was for some time supported in Victoria by a secundary sruool
teachers’ organisation, was pursued in a number of questions. While over 93
per cent did not favour a ballot system for all tertiary selection, only 67
per cent objected to a ballot for selecting students whose marks are clustered
Just above or just below the cut-ocff point,

Easier studenv t fer between institutions was supported by about two-thirds
or more of both gioups, with one exception - a majority (57 per cent) of
university gtaff opposed easing transfer between CAEs and universities whereas
78 per cent of CAE respondents favoured this., Coll2ge academics were
generally more inclined then university respondents to seek egsier Cranfer as
againgt retention of the status quo,

Both groups supported easy re-entry for students who defer, but not for
drop-outs, Ready availabllity of external studies in most university and CAE
subjects was supported, a5 was 1tes avallability to people within commuting
distance: a decade ago people living nesr insetitutions would probably have
been expected to find a way of attending. College academice were much
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stronger {n their suppott {or ready avallabllity of external studies. More
{AF, regpondents (45 per cent) oppoged the view fhat t was an inferior form of
stud” than supported it (3% per cent). The exact reverse was true of
uni.-rsity respondentg, University respondeuts did not fake t:at negative
vies, o1 part-time studles, byt again college respanidents were more strongly
supportive. Part-time ?nreioent is clearly a far me-e 8  ptable fore of
study than external studies. In additlon, botn grocps had similar views on
the beneiic of deferral by studeats. Only 9 per cent thought that studenrs do
not benefit while <B per cent bellcved students do buaefit from deferral.,

On the questior of open tertiary ecucatlon 26 per ceat of uni'ersizy
respondeuts ard 15 per ceni of college regpondenrs oppoeed ecstablishment of
any kind of open tertiary jnstlictutfon. Eoth Zcoups gave most sSupport to
establishment of o vingle open multi-level institutlion, college more strongly
than university respondents. There wag rot much support for the establivhment
of only an vpen university ¢r only an ooen CAE, or for one of each malntalinlayg
n uepsrate Identicy.

Responses from both gtoups *» the effect of a decade of expansion ¢n rrudent
quality were similar to eacli other In each of the three areas — cognitive
skills, written communication and application. Table 6 shows the resporBes oF
all respondents comb.med, About half the respondente belleved that expansion
of the tertlary education systen has resulted it A deteriorazion In cognitive
skills and application by studenta but about half sea these qualities to have
been unaffected by the expansion. Many more belleved that written
comunication skilis have deteriorated in the aftermath of the expansion.

Respondents were asked their views on variaZlon of the proportion of the age
group underzaking tertiary education, given tha: appropriate resources were
4availahle. Twenty five per ceut of university respondents favoured a lower
proporiion compared with 1] per cent of CAE respondents. Fifty three per cent
of CAE and 4] per cent of unlversity respundents favoured a higher propertion.

Soth groups thought the nation could afford expansion of tertiary education
(univer<ity, CAE, and Technical and Further Education [TAFE]), but most
thought governments would not he prepared to pay for it. Nelther group
thought avallability of well-qualified sraff would be s problem. Both CAE and
universitry respondents supported more expenditure on tertiary education and
gave similar laoportance to the reasons f-or ard against. mneither group gave
high priority to students' pearsonal development or social justice when
supporting eore expenditure - most favoured were national arguments {,e. n
the national Intevest to fully develop its taleat, to raise the intellectua.
level of the communliy, and to improve the quality of national life.,

Table 6: FLffect of tertiary education expansion on &tudent guality:
combined university and CAE staff responses

Imp. oved Unckanged Deteriorated
b4 2 2
Cognitive skills 10 49 41
written comunication [ 3] 65
Applicatior 10 48 42
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Views were scight gn support for projections showing pure than half of total
university-CAE enrolwents being in CAEy. Nisety one per cent of “AE
respondents favoured this compared with 7! per cent of university respondents.
U- sveraity respendents in favour gave 88 their main reasons ~ distortion of
university purposes and standards by mass enrolments, Australia’s future
depends more on vocetionally-oriented courses offered by colleges, and such a
provision matches the distribution of ability. College responses emphasised
the vocational arguments even more but not the >ther two - they placed mote
emphasis or the proposed distribution seeming to match student dewmand and on
the research vole for only a minority oi r*udents. Almost half the university
respond2nts oppusing the propose. distribution gave support to the view that
college standards were top undemanding for the majority of students to alm at,
which was & reason offered by few college reepondents. Opponents in both
grou, 8 gave most support to the view that it was soclally undesirable for
universities to restrict enrolments to 2 minority of students. There are
clear differences here between university and college respondents on reasons
vhich affect their views 0f one another, and these are seen sgain in the next
section which looks 8t asectoral role d'fferentiation.

The last question irm thig gection Seught views on how student numbers in
univeraities, CAFs and TAlT should be varied over the decade from 1978, Onm
univergity nuriers, both groups gav® alwmost identical responses - just over
half supporcing the atatus quo, 20 pe: cent a decrease, 20 per cent an
increaat of abcut one-quarter and the reancinder supporting larger increases.
On TAIE numbers there was alsc & consensus - nesiiy 80 per cent of both groups
favouring an increase. 1n fact, 22 per cent supported an increase in nunbers
oy half over [978 {igures and 17 per cent supported a doubling of JAFE
enrolments. The responses on college enrolments showed ¢ lear
university-college differences - college staff were more strongly in favour of
CAE numbers increasing, though 8 majority of both grovpse supported an
increase.

What eme:ges from this comparative analysls of responses to Tuestions relating
t0 access issues ‘s that the interest is more on the positions taken op the
various 1ssues, and on the varying strength of those Lositicns, than on any
dif rerences in the positior Of the two groupe Of gcademice. The group
differerces sharpen most where they are ssked (O “eflect on one another's

sector.

ROLE OF UNIVERSITIES AND CAE'S

Fhe divergence of view of university and college academice was sharpest iu
this section 0of the questionnaire. On only One role wer: thelr views very
close: that colleges should offer a wide range of non-credit courses, which
was supported by just over half of both groups. This is hardly a central
igsue In the role of tertiary {institutions!

On some of a eeries of questions which sought views on the courses ard client
groups appropriate to CAEs, opinfions Of the groups moved in opposite
directions. A majority of college respondents opposed any limitation of the
CAEs to vocational education clearly related to the needs of irdustry and
commerce, and believed they should not be restra‘ned from offering courses

Q
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avallable at universities and TAFE colleges. They did not believe that CAEs
should concentrate ~. para-professional and middle level technician training,
and supported CAEs offerirng postgraduate degrees by thesis and aleo by course-
work. University respondents took the opposite view with about equal
strength, except in the case of postgraduate thesis degreee where the strength
of oppositicn was greater: 79 per cent of university respondents disagreed
that CAFs had euch a role (including 38 per cent expreessing etrong
disagreement) compared with support for euch a role by only 55 per cent of CAE
respondente.,

Where opinion moved in a similar direction college respondents more strongly
cupported the view thet CAEs should offe¢r a wide range of courses at degree
and sub-degree levels (83 versus 50 per cent) and were uwuch less registant to
CAEs teaching, as agents, parts of courses for universities snd TAFE
institutions. Univereiiy respondents were silightly more opposed to wature-age
students being a speclal responsibility of CAEs, but less opposed to CAEs
having this reole for part-time and external students.

On questions about public etatus, accreditation, academic standards,
zonditions of employment, salary acalee and staff-student ratios the opinlons
of the two groups generally moved in opposite directions. Whilst about 80 per
cent of both grovps felt universities and CAEs were equal in public status, 80
per cent of coliege respondents but only 30 per cent of university respondents
thought they shouid bei 56 per cent of university respondents opposed equality
of status. Collage respondents were sceptical about whether many university
courses would gt past an independent accrediting authority whiist university
responderts Eelt degree lavel work in colleges was rarely as high in standard
a6 in universities. University respondente belleved uvalversities should have
better staff-student ratlos, a different salary scale and different conditions
of employment; ccilege respondents etrongly opposed these vicws. Both groups
were oppcoed to colleges accrediting thelr own courses but CAE staff were more
united in thrir opposition than university respondents - 67 per cent and 52
per cent of col'ege respondents disagreed that all and some colleges,
respectively, shosld be aliowed to accredit their owm courses. This
cpposition i2 interesting and deserves further investigation. It is
consistent with the rendency noted earlier for CAE staff to prefer systemlic
tather than individual nolutions; this was apparent on isaves of academic
autonomy and the role of various levels of the inetirution's hierarchy In
decision-msking.

On the questlioyx of the best institutlon for primary and secondary teacher
training both groups saw primary training as a college role, preferably in
muitl=pyv,pose colleges. University respondents were divided about eecondary
training, about half seeing {t as a university and half as a college role,
whereas of college respondents only !5 per cent saw 1t ae university role. A
substantfal winority (35 per cent) of both groupe supported single purpose
CAEs for primary, but less (2] per cent) for secondary tralning.

Both groups believed uriversities and CAEs ehould be clearly different types
of institutions, but uni:ersity gupport was stronger {95 versus 74 per cent).
University respondents believed the main differentiation should be the
research responsibility of universities, the relative emphasls on
post-graduste and undergraduate training and the stronger vocational exyhasls
in CAEs, in that order. CAE respondents exphasised the same chavacterlstics
but placed vocational emphaslie first, and " he relative role of poat-graduate
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and undergraduate training third. College staff placed greater emphasis on
intensive teaching of students in colleges as fourth out of eight different
variables whereas university staff placed this lasr., University stsff placed
sowe emphasis on different qualifications required for academic staff, lower
entrance requirements for CAEs, CAEs should not give degrees, gnd more
favourable staff/studen: ratios but these possible distinguishing
character’.stics had 7ery liv.l: appeal to college ataff.,

When asked if institutions in one sector should be permitted to move to
another gector 60 per cent of college respondents agreed and 71 per cent of
univergity reepondents opposed. On amalgamation of jpngeitutions across
sectors 58 per cent of university staff opposed and 78 per cent of college
staff supported universities amalpameting with CAEs. Amalgamation of CAEs
with TAFE colleges waa supported was 81 per cent and 70 per cent of university
and college respondent respectively. College staff opted more clearly for
amalgamation with yniversities than TAFE colleges, whilst university staff
preferred tne opposite for CAEs. wWhen asked for factor. loportant to thom iIn
amalgamations both groups gave wost fimportence to the need to protect the
interests of both institutions. University respondents gave alwost equal
importance to waintenance of quality of staff and the need to adjust courses
in a suitable way. For CAE respond:nts, the need to preserve a variety of
choice for atudents and suitable adjustment of courses were at the gecond
level of importance.

More college than university respondents supperted major changez in the
structure of post-secondary education {52 versus 43 per cent), but discontent
with the status quo was not high with either group. University respondents
supporting change, along with college respondents, gave emphasis to more
mulei-level (community colleges) and multi-purpose institutions, bu. college
staff di1d not support the university staff’s desire for more sectot
differentiation, and more emphasis on a hierarchy of sectors.

An examination of opinions on the role of universities and CAEs clearly
demonstrates that similarities in view frequent elsewhere in the questionnafre
do not extend to each group’s view of the other gector.

TERTIARY INSTITUTIONS AND THE STATE

University respondents differed sharply from college staff in their cpinion on
whether universities should be allowed a more independent status than CAEs in
their relationship with national and etate co~ordinating bodies: 8l per cent
favoured this as againet college staff's 86 per cent againet. Neither group
supported a greater freedom for CAEs than TAFE institutions with greater
reaistance coming from college respondents - conéiatent with a variety of
earlier responses de-emphasising inter-sector differences and hierarchy.

Significant proportions of both groups refrained from commenting on the
adequacy of the other group's effort to prevent erosion of thelr freedom by
the State, but those who commented on the effort of thelir own inatitutions
felt strongly that not enough effort was being made.

Q
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Both groups hid similar views on the extent to which national and state
co-ordinating agencies keep a balance between the interest of the state and
the freedom of the institutions, and on the role of co-ordinating agencles to
moderate the influence of political party values of liaisone. In fact nearly
half disagreed (and less then one-fifth agreed) that guch co-ordinating bodies
provide such a balance. Both agreed that the autonomy of universities and
CAEs was steadily declining, as was the freedom of the individual academic,
and that most academics do not exercise the freedows they have, with
universtty ewphasis being stronger on the first of these.

GENERAL EDUCATIONAL ISSUES

On priority areas for additional education funds, both groups placed TAFE
first, themselves second, and then placed each other last behind primary and
secondery education. University preferences were less bunched than college
preferences.

Responses were spread but both groups tended to believe that it is not too
costly to remove edvcational i{nequalities between individuels; a larget
proportion believed that at least a substantial reduction of these
fnequalities is possible. They did not see genetic factors preventing s wmajor
reduction of educational equalities, and were equally sceptical about the
likelihood of Australia making a serious attempt to reduce them.

There was a8 spread of opinions abou. emphasis being placed on equal outcomes
as well as equal sccess to education, with a tendency for university staff to
oppose and college staff to support such emphasis.

On comunity participation in university decislon-making, a majority (62 per
cent) of university staff favoured the same and 24 per cent favoured mote
participation. Forty eight per cent of CAE staff supported more and 46 per
cent the same level of community patticipation. On guch participation in CAE
and TAFE decision—making, there was not this difference of view - the need for
a community relationship is less disputed here. University staff were more
inclined to see community participation causing serious problems (65 versus 51
pet cent}, but both agteed that the main problems would be danger of
interference by pressure groups and undue complication of decision—making.

SQCIAL ISSUES

The main policy aress for priority for government expenditure in 1378 were
sought from a list of twenty. Both groups emphasised the same four, in otrder,
projects creating employment, education, reseatrch and development of enevgy
resources, and reseatch and development of industry. Remarkably their views
were almost identical throughout the list with lewest preference being given
for conservation of environment, law enfotcement, urban renewal, overseas aid,
and art and culture (the first of these being last)}.

Q
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There was virtually no difference expressed in opinions among staff on a wide
range of social 1ssues. They oppustd reduction of income differentials (62
per cent), agreed that our society discriminates against women {68 per cent)
and tacial groups {79 per cent), agreed that unions should have the right to
strike (80 per cent) and that worker participation in management is required
(B! per cent). Upinion was more divided on two 18sues: whether governments
should give greater emphasis to individual freedom than sccial planning, and
taxes should bz low so individuale have control over their earnings, thougi in
both cases the majoriey gave priority tov the state over the {ndividual.

PUBLIC DEBATE

Group views were similar on the influence academics have in shaping debate on
politival and social matters - about 60 per cent giving academics credit for
some degree of influence. About 60 per cent of university respondenis
{compared with £2 per cent of CAE respondents) had contributed ro public
debate, with a greater tendency than CAE staff to write articles for the
prees, write publications and speak on vradio and television. How wuch this
reflects opportunity as agalnst choice Is not clear.

A 8light majority {56 per cent) of college respondenis thought 1t ethical for
academics to give thelr professional identity even when commenting on subjects
not directly related to their field; a simi v majority (56 per cent) of
unfversity respondents opposed this. Both g 4ps oppoeed ynivers{ties and
CAEs individually and collectively taking up , sitions on natfonal 1ssues,
university staff obJecting more strongly (65 to 53 per cent).

DEMOGRAPHIC AND PERSCNAL DATA

There was no slgnificant difference In the way both groups placed themselves

on the political spectrum, or on how they usually vote ot would have voted In
late 1978, Considerably more than half normally vote for parties other than

the Liberal and Nat{ional Party coaliticn.

The gender distribution of universit, and college resapondents yas dif ferent =
12 per cent of university and 21 per cent of college respondents were women.
University trespondents tended to be older than those in CAEs {average age 42.2
compared with 40.6 Years) yith & correspondingly slightly narrower age range.
The CAE group had about 30 per cent of staff under 35 years compared with 21
per cent of university respondents. Only 6 per cent of CAE respondents were
$% or over compared with il per cent from universities.

There was no significant difference in the proportion of both groups born in
capital c{ties, However universities had more staff {40 per cent) born
overseas than did the CAEs (32 per cent). A bigger proportion of college
respondents were born in Victoris veflecting perhaps the size and number of
CAEs in Victoria and their influence on the CAE sector.
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Differences 1n yearS resident in Australia of foreign born,and present
nationality, religious upbringing and national status were significant. Fewer
university respondents (65 versus 69 per cent) had taken their secondary
education at government schools and Roman Catholic schools (10 versus 13 per
cent) and more (25 versus 1B per cent) at non—Catholic independent gchools.

Differences in ascademic qualifications were apparent. University respondents
were more likely to have a degree rather than a diploma as their first
qualification (B8 verSu$ 64 per cent), and to have taken their degree in the
196Us rather than the 1970s at a very old large university, or capital city
university, or a Brictigh university, and legs likely to have studied at a
central CAE. Thelr second degree was more likely to be a Master's degree or
PhD (67 versus 36 per cent), again in the 1960s 88 against the 19705 and at
the game kind of inecitution. Third gualifications were more likely to be
PhD's and Master's degrees (8] versus 50 per cent), in the 1960s or earlier
crather than tue 19208, with 39 per cent of them being achieved at universiries
ahroad (compared with 2] per cent of college respondents). Fourth
gualifications showed similar trends.

University respondents yere less likely to have worked In the private sector,
though the proportion with this experience over their last three appointments
vas not high - les§ than 12 per cent. University respondents previous
positions were more likely to have been academic gnd more of them abroad,
principally in Britain and America.

University respondents ywere more likely to have fathers with 8 bachelor's
degres or above, and with upper or lower professional occupations. The.r
mothers were also wore likely to come from these groups. Their siblings
shared these characteriatics. Their spouses were more likely to have a
bachelor's degree or above but there was no sector difference 1n occupational
level of spouses. No significant differences emerged from analysis of thelir
children’s educational qualificstions and occupations.

FINAL COMMENT

CAEs were created a5 a reSult of government policy post-1964. They inherited
many staff from former technical colleges and teachers® colleges. The
expanSion of both universities and CAEs up to 1975 provided opportunities for
academics to move between the two sectors. The decline in job opportunities
cince 1975 has reduced this wobility and has probably encouraged many
well-qualified appiicants for university positions to take positions in CAEs
instead. However it is doubtful that sufficient changes in staffing hove
occurred to change the picture of staff we have derived from our 1978 Aata.

Wwhat these data indicate is that there are clear and important differences
between academics 1n the two sectors of higher education, differences in some
personal characteristics and in values held. Universities and CAEs Pursue
staffing policies in line wicth thelr institutional mission and some of the
differences we observe flow from that. Some derive frowm shared institutional
tdeclogies and others from the different preferred styles and value systems of
individuals. There 1s also likely to be interaction among these factors.
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NQTES

(1) The terms 'CAE' and college' are used interchangeably in this paper.
(2) The terms 'academics' and 'staff’ are used interchangeably with
*respondents’ to make the text more readable.
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A Review of Research on Lecturing

M. J. Dunkin
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ABSTRACT

Research on lecturing has been addressed to two main 1ssues, the effectiveness of
lecturing in comparison wath other teaching methods and the differences betwuen
more effective and loss effective lecturing This article summarnizes conclusions
reached by earlier reviewers concerning the first 1ssue It then presents and discusses
research on specific aspects of lectuning in relation to the gecond issue. These
specihic aspects concern content coverage, clanty. expressiveness and management.
Research on syntheses of specific aspects of lecturing 1s also discussed. The article
concludes with suggestions for future research One suggestion 18 that more atiention
be given to the study of lecturing in field rather than expenmental settings.
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fecturing as a form of teachinyg In tertiary education has a long history, and
has hardly yielded 1ts pride of place in present times. Lecturing as a method
of teachung 15 ¢ssentially a solo performance by a person engaging 1n extended
one-way verbal communication with an audience, with the intention that the
latter learn more about 1 substantive topic. Conceptually, lecturing is dif-
ferent from other types ot extended solo verbal performances, such as story
telling and preachinyg, whivh have more to Jdo with entertaining and exhorting
than with enhancing substar .ve learning. As long ago as 1923, Jones expres-
sed disappointment at the amount students learned from lectures, but at the
same time demonstrated that learning Jid occur. Saince then a large bedy of
rescarch has been devoted to the effectiveness of lecturing 1n hagher
education.

Two main questions have stimulated research on lecturing: Is lecturing as
cffective as alternative teaching methods? and what are the differences
butween more effective and less effective lecturing? Atteruts to answer the
trzst question have usually involved experiments in which one teaching method,
lecturing, has Lyen compared with another tewching method, most often discus-
s1ons. This research tradition 1s referred to as 'comparative methods'
research. Hesearch concerned with the second question has rarely included
the analysiu of naturally occurring lectures. with subsequent explorations of
etfectiveness, such ab <lass achlevement or student evaluat:ions of the
lecturing., Mostly, attempts to angwer the second guestion have i1nvolved
studies 1o which vartations 1n lectuarinyg style or behaviour have oeen manipu-
lated vxperimentally and their effects observed.

Jompdratis methods experiments are wntended to assist teachers in choosing
dppropriate teaching methods, yiven certawn types of students, objectives.
content . resourves, amd so on.  Research on relationships between varliations
0 lecturing aml outeome vartacles alms to assist teachors to wmprove their
locturineg by informing them about more effective and less effective aspects
Gt levturimg.

LECTURING COMPARED WITH OTHER METHODS

Problems confronting Cesearchers wanting to study the relative effectiveness
of Jrfferent teactiing methods i1nclude ensuring that the methods are anternally
homoeneous and externally different from one another. Lecturing 1> seldom
detinest, and much less wften Jdescribed in comparative methods studies. In-
stead, 1t 23 assumed that, inturtively, everyom: Khows and agrees upon the
meaning of the term "lecture’ amd that lectures are by and large samzilar to
ecach other, and together Jifferent from other teaching methods wha are
themse lves homoyeneous, If any one of these assumptions 1s unjust. .ed, the
task of demonstrating that the methods daffer 1n their effectiveness will be
morer difficult,

Anotner problem about comparative methods experiments 1S the reguirement that
criteria of effectiveness must be fair to both methods. Attempts to adhere to
this principle have resulted 1n such practices as the administration of
criterion achievement tests containihyg only i1tems ocommon to sessions taught
by both methods. Th - immediately denies either method the opportunity of
havanyg 1ts superiority in achieving special learning objectives demonstrated-
{ectures and Jdiscussions might be equally effective i1n assisting students to
learn about apples.: though discussions might be especially suitable when it

[: \}:pomes Lo oranges, anmd lectures superior for learnming about bananas. If
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criterion tests i1ncluwde only 1tems about apples, nothing can be learnt about
the particular strengths of each method. Of course, there 1s als> a risk that
achrevement tests are unfair 1o the sense that they permit the special area of
superiority of one method but not the other to be demonstrated, fer example,
by meisuring only learniny akout oranges, and possibly apples, but. excluding
bananas.,

Other pitfalls 1n comparative methods investigations are discussed by McKeachie
(1963} and i1nclude the 'Hawthorne effect', where emotional reactions of staff
and students involved with novel mechods can cloud the genuine affects of the
wetiond., There are also the problems of eliminating the confounding effects

of teacher personaiity, of avoiding birased sampling. of minimizing artificial-
1ity, of choosing appropriate statistical metheds, an of allowing for aptitude~
treatment interactions whereby a given method may sui. some types of students
more than others.

Finally, considerarion aas to be gquven to the scope for variations in teaching
methods to have obscrvable effects, given the particular context cf the course
in which they are insestigated. If, for example, a text book is available and
concalns all that students are required to learn in the course, students'
achievemoent might reflect much more closely their independent study of the text
book than the teaching methods cxperienced. McKeachie (1933} argues that given
such resources, students can even compensSate for poor teaching methods, thus
disguising the latt:rs' in:.dequacies 1n comparisen with other methods.

McKeachie's review {(1363) ot resecarch comparing the lecture and discussion
methads 1n hinher education found that 1n most cases the finding was ol no
significant difference between the two. However, two studies found in favour
of the lecture nethod where the criterion of effectiveness was student know-
ledge of subject matter, and si1x found i1n favour of discussions where examin-
ation ¢riteria other than subject matter knowledge were used. These few
results led 4 Keachie to conclude, 'when one 1s asked whether Jlecture is better
than discussion., ‘he appropriate counter would seem to be, "For what goals?" ',
{(p.1127}

Costin (1971, and McKeachie and Kulik (1975) reached essentially the same
conclusion. Meost recgutly, gKulik and Rulik (1979} compared several reviews of
research on lecturing versus discussions and concluded that the reviewers
agreed on three points: first, that lectures and discussidns were neither more
mwor less effective than each ¢ther in relation to (e learning of facts: second,
that discussions were more effective than lectures for the attaipment of higher
level intellevtual learning, such as problem=-solving; and, third, that discus-
sions were more effect'v: than lectures 1n promoting changes 1n attittudes,
Kvlik apd gulik found that reviewers disagreed on whether discussions or
lectures led to grs ater Student satisfaction with the teaching received.

Reviews of research comparing lectur:ng with other approaches, 1ncluding
reading, self-instruction, laboi «:Ory work, and clot 1 circuit television have
usually led to conclusions the tiere is intufficient evidence to favour one
method ove +he other. For example, Costiu concluded that 'evidence fails to
suppert popular derogatioa of the value of ‘ectures in college and university
teaching' (p.20). Mcluich (1976), too, found insufficient research justifica-

ticn for aba-" m1 ! e locture method but cautioned against the lecture Syscem
which 1volv: -hod other than lecturing. Costin (1973} craticized the
rescarch for such gross independent variables as 'lectures' and 'discus-
sions’ ana 4 lumsdaine’s criticism (1967):
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The use of such undefined terms as 'clagss discussion method' and other
method designations used as independent variables may bhave done more to
opscure the truth (no matter how careful .}~ formal design of the experi-
ment} than any other single flaw in educational research. As a basis for
inference, a method 158 a meaninaless independent variable unless it is
reproducibly defined according to the operations 1t actually embodies, or
unless :t 1s defined empirically by an adeguate sampling of a relevant
population of lectures, discussion conductors, ard the like. (pp.242-243)

Essentially, Lumsdaine ‘s criticisms establish that most comparative methods
studies, especially those using 'conventional methods', presumably incorporating
lectur.ng, are mndless activities built upon ignorance of the nature of the
latter, nd possibly of the experimental teaching method. On the one hand, the
requirement stated at the beginning of this section, that the methods contrast-
ed be homogeneous withan themselves and different from each other is almost
always assumed and not demonstrated. On the other hand, it 1s impossible to
knc - whether any sample 1s representative of a given population of methods if
the empirical properties of the latter have been inadequately researched in
the first place. Since the operations actually embodied in lecturing mist be
known to fulfil either of the conditions stipulated by Lumsdaine, research
addressed to describing those properties is most relevant and will be the

focus of the rest of thus article.

VARIATIONS IN LECTURING

The two basic ingre .ents of lectures are verbal language and subject matter.
They are the facets in whaich the most significant variations in lecturing
might be expected tov occur. Assoclated with thea, particularly where the
lecture and the awlience are physically 1n each other's presence, is non-
verbal behaviour including movement, gestures, posture, and facial expressions.
Students of lecturing kehaviour should find the studvy of variations in sub-
stantive material. verbal language, and non-verbal expression to be rewarding.

Substantive Material in Lectures

Earlier reviews Of resea. .h on lecturing make almost no reference to substan-
tive c¢optent, Presumaly because there has been a.must no research on this
source of variation. Conventionally., lectures are given on topics selected
from withan subje ts or digciplines such as English literature, physi: .,
mathematics, hastory and the like. Attempts to formulate structures within
disciplines emphasize concept hierarchues, theories, laws, principles, met ».is
of inquiry. problems, solutions and facts. Lecturers select from among these,
and adopt strategies for analyzing, synthesizing and othorwise manipulating
them. Text-books: rescarch ' 2ports., theoretical treatises and the like are
prime exhibits ~° the results of scholars' attempts to understand and order
their subjects. Yet when i1t comes to attempts to analyse lectures for
evidence of thes: processes in the day to day teachling in institutions of
hiagher education there is little available.

There seems to be little i1n the literature of research on hagher ¢'.cation

egquivaelent to the work of Smith et al. (1967) at the University of Illinois.

Using as a unit of Analysis the venture, defined as 'a segment of discourse

consisting Of a set of utterances dealing with a single topic and having a
Q angle overarching content objective’ (p.6), Smith and his colleagues
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divided transcipts of lessons given in high schools into ventures and set about
wdentifying teaching strategies apparent within them. Teaching strategies were
seen to consist of combinat.ons of moves, such that withan any one venture
there might be found various sequences of moves. This process led to the
identification of eight types of ventures., as follows: causal, conceptual,
evaluative, particular, interpretative, procedural, reason, and rule. Each
type of venture contained particular types of moves. For example, conceptual
ventures contained three broad categories of ove: descriptive, comgarative,
and instantial. Descriptive moves included descraiption of a characteristic
of a concept and listing of the parts that make up a concept. Comparative
moves included statements of samilarities and differences between a focal
concept and other Concepts. Instantial moves included identifica%ion of
instances of a concept. Conceptual ventures were found to consist of only
descriptive or comparative Or instantial moves, or a combaination of only two
of them, or combinations of all three types of move. Comparisons of lessons
given in several sub)ects revealed that conceptual ventures were particularly
common 1h science, rule ventures occurred predominantiy in geometry, particular
ventures typified history/social studies lessons, and interpretative ventures
were emphasized in English. Subsequent research by Nuthall (1968) revealed
that ventures contaiming descriptive and instantial moves were more effective
than ventures containing comparative moves i1n inducing concept learning in
students. Although the research by Smath et al. (1967} and Nuthall (1968)
was conducted at hugh 5 .ol level with lessons in which there was verbal
wmnteraction between teachers and students, rather than lectares only, 1t has
interesting implications for research on lecturing in higher education where
the concepts of venture, strategy and move are proktably egually applicable.
grown and Armstrong (i978) developad a System for Analysing Instructional
Discourse .SAID) from the concepts developed by Smith and his colle~gues, and
Brown (1980 subsequently incorporated 1t successfully i1n a program for
developing teaching skills at the Unaversity of Nottingham. Unfortunately,
data bc 2¢ on the analysis of the content of lectures were not reported.

Research on the effects of variations in the zontent density of lectures has
been conducted as part of the 'Dr. Fox' investigations of the relationships
between variations in lecturer behaviour and audience evaluations of the
gctures. Abramu et ai- (1982) synthesized the results of 12 experiments
designed to test ... relative effects of variations in content density and
expressivencs® -n audience ratings and scores on tests of subject matter
learrung. The lectures included in this body of research were nIcoented on
videotape. In the wWare and williams (1975) tapes, the hagh~tuntent treatment
contained 26 different teaching points on 'The Birochemistry of Learning' as
part of an introductory course in psychnlogy. The medium~content and low-
content treatments coontained 14 and four points, respectively. Length of
treatment was kept uniform by the insertion of unrelated examples, meaningless
utterances, and circular discussion. Perry, Abrami and Leventhal {1979}
developed a set of black and white videotapes on impression formation for their
research, while Perry, Abrami, Leventhal and Check (1979 used colour video-
tapes on gex rcles and s*ereotyping. Both the latter sets of videotapes were
also for introductory courses in psychology, and uwsed procedures gimilar to
Ware and Williams' procedures for varying content density and maintaining
uniformity of treatment lergth.

Abrami et al. (1982} found thai across the various studies, variations in
content density accounted for only abou® four percent of the variance in
student ratings but for almost 15 percent of the variance in test performance.
Tie conditions under whach these studies we e conducted and the fact that only
one disciplinc was represented in them inhibit generalizations about the

Q@ “fects of vari tions in content coveraqe on student achievement and
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evaluations of teachi.g. In view of those problems, Abrami et al. (17382}
advocated research 1n settings more like those occurring naturally in educa-
tional contexts. 1t would seem that such research would lead to greater
understonding of lecturing as a teaching method 1f 1t 1ncluded the owvservation
of gqualitative., as well as quantitative, variations in substantive material.

In sunmary, the systematac study of substantive aspects of lecturing has barely
begun 1n haigher education contexts. AsS a resuit, little can be demonstrated
about the content and structure of knowledge as it 1s mediated to students
thtough lectures. There is some evidence that student achievement varies ag

a consequence of the amount of tested material covered in lectures, but that
evidence was gatiered in research contexts that make generalizations hagardous.
Hotions such 45 information overload, concept hierarchies, optimal pacing and
sequencing, concreteness and abstractness appear not to have been researched
with respect to lecturing in hagher education, though they might have been
used 1o planning for lecturing, in text development, and in the design of
COUrses .

Clarity in Lecturing

when students are asked to comment formally upon the teaching they experience
1n hiokor oducation, they are usually asked to rate 1ts clarity. Claraity is
seldom 6 .ined for them and so 1t 1s assumed that they know and agree upon its
meaning. Yet reviews of research on clarity in teaching indicate that it is
a reliable anfluence vpon student achuevement {Rosenshine and Furst, 1973}).
Clarity, in its undefined state, 1s a vartable that demands a relatively high
degree of wnference on the part of the rater. Several attempts bhavée heen made
to 1dentify the precise components of clarity and some of th.s research has
been conducted with respect to lecturang in hagher education.

Land (1979) described five specifire attributes of clarity which he named:
vagueness terms: verbal mazes; specrfication and e phasis; clear transitions;
and unexplained addition.l content. Hillers Fisher and Kaess (1969} initially
reported on vagueness terms in research on teachang. They analyzed transcripts
of high school lessons given as lectures on topics in social studies. They
argued that teachers' uncertalaty about the sbuject matter manifegted itself

in the use of vayue terms and phrases, such as 'things’', 'about , 'some',
‘profably*, and 'may be'. They also developed the concept of verbal fluency
as 1ndicated bY length of sentences. the appearance of commes :n the transcripts
of lectures, and the occurrence of 'unz’, 'ahs', and other hesitations. The
[atter hesitations were also used by Smith (1977} and his colleagues 1n associ-
atlon with the concept of ‘verbal mazes'. described as false starts, redundant
words, and tangles of words.

specification and emphasis were defined by Land (1979) as "the presence of an
explanation of how a concept was an example of the concept definition’ {(p.796}.
The same author defined clear transitions as 'the prescnce of such transitional
terms as "now" and "the last item" ’ when the teacher was 1ndicating that one
part of a lecture was ending and another part beginnibg {pp.79%-797). pAddition-
al, unexplained content was defined as 'extra terms that were related to the
lesson but were not eSsentirl to the main i1dea of 1he lesson’ {p.797).

Land {1n press) summarized research on these variables at the college level.
He reviewed two studies (Land & Smath, 1979a, 1979b) of pathematics classes
at the college level which had experimentally mamipulated the frequency of
vagueness terms used by the teacher and had then sought effects on student
achuerement. n each case, statistically signifacant {p¢. 0%% us near

ERIC




Higher Educotion Research and Development Vol 2, No 1, 1983 69

significant (pgLO7) negative effects on vagueness were found and the propor-
tions of variance accounted for in unadjuseed stutdent achievement scores

ranged fro.. 2% to 8%.

Land {1n press}) also reviewed studies at the college level of the effects of
combrnations of all the clarity variables described above. Thr ¢ such studies
inenham & Land, 1981: Land, 1979, 1980} found significant effects in favour of
clear expositions with clarity accounting for 20%, 8% and 6% of the variance

in student achievement in psychology. Land and Smath (198%) found no signifi-
cant effects 1n college level socral studies for vagueness temms and verbal
mazes combirned, but Land {1981) found a signigicant effect for that combination.
accounting for 6% of the variance 1n favour of clarity 1n college level
mathematics., In both studies large effects of the clarity combination were
found on stixdents' perceptions of teacher clarity. Clarity accounted for 59%
of the varirance 1n student perceptions of clarity in Land’s 1981 study and I2%
1n Land and Smith's study (1981). That stulents were so sensltlve to varlations
1n clarity 15 evidence that the experimental treatment 'took'.

Land {1nh press) concluded his review of regearch on low-inference measures of
clarity as follows:

Or. the basis of natural classroom studies, low-inference variables of
clarity can be broadly divided into those that inhibit learn.ag {e.q.
vagueness terms), and those that facilitate learning (e.g. sinaling
transitions). We know more about two of these variables - vagueness
terms and verbal mazes - than we do about other low-inference clarity
variables. Additional research in delineating other low-inference
clarity variables and their effects (singularly and 1n comb.nation)
on st udent pecrception and achicvement 15 needed. (p.9}

Land went on to point out the further need to apply the findings of such
research 1n attempts to change teachers' behaviour and test the effectiveness
of such change i1n enhancing student achiévement.

In a study using a dufferent approach to measuring clarity Hines, Cruickshank
and Kennedy (1982) obtained observer ratings on a cluster of twenty-nine
different low-irnference variables thought to comprise clarity in teachyng.

in the college level mathematics classes studied, variations 1n clarity were
found to acoount for 528 of the variance in mean class achievemen: (p{.03).
That a single variable of tcaching behaviour shouid account for so much
varrance Ln mean class aclitevement 15 unusual and perhaps should be accepted
with caution. Clarity as observed on the twenty-nmne va.lables was also
found to be strongly related to students’ perceptions of teacher clarity.
Those perceptions, in turn, accounted for 28% of the variance in mean class
achievement and related strongly to student satisfaction. It seemed as though
student perceptions of clarity in teaching mediaced the effects of observed
clarity upon both student satisfaction and achievement.

Ac with research on teacher clarity in other se¢ ..ngs, studies in the higher
education context ipdicate that the clarity construct has both predictive and
concurrent validiey in tetms of a variety of priduct criteria and when oper-
ati1onalized in drfferent ways. The effects of teachers' us of vagueness
terms and verbal mazes upon stuwlent achrevemant have been consistently
reégative. The implications of these findings for the wmprovement of teaching
are, however, 1n need of research. It is not yet established whether vagueness
terms and the elements of verbal mazes are language impediments that can be
alimtnated through training in «¢-bal expression or whether the pioblems are
rooted 1n teacher lack of mastery of subjact matier, reguiring more academic
\)"velopmant. The study Ly Hiller (1971) suggesied the latter., but there is
ERIC 73
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a need for further study, preferably in higher education contexts. Inh the
meantime, teachers in colleges and universities can be reasonably confident
that stwudents expo<ad to teaching that i1s hagh in clarity tend to achieve at a
higher level and to evaluyite that teaching more pusitively than students
experiencing teaching that is low an clarity.

Expressiveness in Lecturing

One of the ca:liest published studies of lectwring was the study by Moore (1919)
who found that the mear achievement score of students who received a lectwe
read from notes was 35 percent lower than the mean achievement of a comparable
group of students who received the same lecture delivered independently of
nstes. The achievement scores were obtained on a test of retention of the
content of the lecture. Moore admonished his audience as follows:

it 1s hard to escape the conviction that the lecture method, in the
sense of the reading of notes to hardly persuaded students, is one of
the most dubious features of present day method in college teaching... to
that ¢xtent he [lecrurer) is incurrang the danger of reducing his real
function 1n the colleyge to the mere marhing of class attendance (p.469).

Moore discussed possible reasons for the difference 1n per.. mance of the two
groups and suggested that the lecturer who did not depend on notes was able to
respond better to cues from the audience. Presumably, that lecturer's reactions
to the audience were largely non-verbal, since the experimental design required
that the conteént remain ocommon Lh both treatrents. Other speculations might
include the possibility that the lectwer who was able to perform free of notes
was iikely to be more expressive, that is, to control etter the use of emphasis,
Lhtonation,; to maintain eye contact with the audience, to move arcund and to
vary fac® ) expression. Although the design of the experiment required that
lectures under both conditions be de'ivered with the same tempo and voice
intonation, there was scope for variations inh some of the above aspects of
eXpress1yeness.

It was several decares after Moore's experiment that systematically gathered
evidence concerning the effects of variations 1n 2xp.essivensss became avail-
able with respect to lectures in higher education. Fxpressivenass was one of
the qualities of lecturing behaviour manipulated in the ‘Dr. Fox' studies of
the validity of student avaluations of teaching in higner education. Dpefini-
tior.s of expressiveness varied among the dozen or so studies, particularly in
the degree of inference that would be required by an obseyrver wishing to detect
the degree of expressiveness exhibited in a lecture. Ware's definition (1974)
was the only one in the exper:ments reviewed by Abrama et al. (1982) to include
the terms ‘d/mamism’, 'emotional appeal', 'seduction', and ’stimulation’.
Merer and FPeldhausen (1979 alone referred to 1o0king at notes, and smiles.
Perry, Abrami, Leventhal and Check (1979) made the only reference to eye
contact. The mos. Jgreed upon ingredients of exprassivengss weys charisma,
enthusiasm, friendliness, vocal inflection, humour. and physical movement, all
of which are mghly inferential concepts which probably subsume the more
specafic behaviours, si a smiling, iooking at notes, and making eye contact.

The met.=-analysis by Pbrami et al, (1982} found that, across the 12 experiments
reviewed, approximately 20 percent of the variance in students' summary or
global ratings of instruction were accounted for by the variations in the level
of expressiveness on the videotaped lec.wres. Lectures exhibiting higher
expressiveness were rated more favourably than lectures with lower expressive-
ness. However. expressiveness was found to have little association with
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achievement , for variations in the former accounted for only about 4 percent
of variance 1n achievement scores.

In another study that was not part of the 'Dr. Fox' series and was not

reviewed by Abrami et al. (1982), Anders. and Waithrow (1981) experimented

with three levels of non-verbal expressiveness. The high exprassive treat-
ment  was described os ‘an exXpreSsive voice, many gestures, facial amamation,
direct body and eye urientstiun wath little reliance on notes, and some overall
body movement away from the podium' (p. 349}. In contrast, the low expressive
treatment ‘had a monotone voice, no gestures. little facial expression, and a
posture and eye position fixed on notes' (p-349). Andersen apnd Withrow i1nvesti~
gated ‘he effects of variations on non-verbal expressiveness on three student
outcomes: affective learning, including among o..ers. perceptions Of lecturer
sociability, atvaitudes towards the specific¢ videotape, the lecture., and the
content: behavioural learning, ncluding likelihood of engagang in suggested
communication strategqies and of attending another lecture: and coguitive
learning, 1nvolving scores on tests of immediate and longer term recall. It
was found that variations 1n non-verbal expressiveness accounted for 22% of

the variance 1n a composite of the soci1al learning scores, to which perceotions
of lecturer sociabirlity was the main contributor, with attitudes towards the
specrfic vaideotape ond towards the lecture alse contraibutind., when univariace
relationshaps were examined 1t was found that the rreatment variati1ons accounted
for 94, 3%, and 6% of the wvariance Ln lectwrer soc1abil.ty, atblitudes towards
the specific videotape, and attitudes towards the lecture, rispectively. No
signi ficant effects were found On the behavicural learning scores Oor on the
cognitive learning scores.

In sumwmary. eXpressivencss appears from the research review to have a sizZeable
1nfluence upon students' .ffective reactions "0 instruction but not upon thear
achievement. This conclusion needs to be azcep ed with caution, however, given
the context 1n whach the various studies concerned were corducted. Abram

et al. (1982), afrer having concluded on the basis of their meta-analyses that
expressiveness had been shown to have a sizeable impact on student ratings of
1nstruction but not on achievement, while the reverse applied for content
coverage, discussed limitations arising From the ways those two variables had
been presented in the 'Dr. Fox' experiments. In particular, 1t was pointed

out that the levels of expressiveness and (ontent coverage as mampulated could
not be held to be representative of the variations 1n both that would be found
1n field studies. Therefore, i1t was argued, {indings of the differential
effects of the experimental treatment cannot he assumed to represent the find-
1ngs of effects that might be found in the field. The authors went on to
advocate field research 1n the variations in occurrence of expressiveness,
content coverage. and other attributes of lectwr.as.

Managerial Aspects of Lecturing

While lecturing 18 essentaally « content orrented teaching method, 1ts success
as a format for ¢Ommuni.ating Substantive material to an awlience requires the
cooperation of the latter. Concerns expressed by lecturers often involve thair
abrlity to maintain audience attention and to elaminate deviant behaviour such
as loud talkin‘, restlessness, and even tha throwir of missiles.

Kounin (1970) reported a study of the phenomenon :f ‘the ripple effect' arising
from his rnformal observations of the effect on the audience of hus reprimand-
1ng a student who was reading a newspaper during a lecture he was giving in a
course 1n Mental Hygiene. As well as the varget student ceasing to read the

\‘{-nwspaper. Koumin noticed dramatic ef.ects on the others: 'Side glances to
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others ceased, whispers stopped, eyes went from windows oI the instructor to
notebooks on the desks. The silence was heavy., a5 1f the students were closing
out the classroom and escaping to the safety of a notebook., I L?lieve that if
I had sneezed they w.ould have written the sound in their pnotes ... Why were
they so affected by an action ©f the instructor that wasn't even directed at
them?'. (pp.l1-2}

In an experiment stimulated by the incident, two i1nstructors, each of two
classes i1n Education la total of four classes} administered a ‘'threatening
desist' 1n one of therr classes and a 'supportive desist’ in the otnel, in

each case to a ‘student-stocoge' who came very late by arrangement with the
experimenter. Checks on whether the experimental manipulation 'took' confirmed
that students were well awale of the two different types of reprimand (p«.001).
with data gathered by gquestivunnaires administered before and after each lecture,
¥ounin found that students' ratings ©f che iastructors’ competence, likeability,
nonauthoritarianism, and fairness, and thewrr own freedom to communicate about
themselves to the instructor, tended to decrease 1h every class where threaten—
1ng desists had been applied. The same was found for supportive desists,

except for one of the two classes opn likeability and the two classes onb fair-
ness, where ratings tended to incrfease. He also found that decreases in

ratings fullowing threatening desists wele sigmificantly greater, or nearly so,
than those following Supportive desists for eight of the ten copparisons {two
desists x five dqualities).

However, the fact that students reported being surprised that an instructor
would 1ssue a reprimand to a latecomer, and that such behaviour was not typical
of either instructor, discouraged Kounin from attributing the differences in
ratings to the desists taemselves. Instead he recommended the 'advisability

of using teacher style variables that are within student expectations and that
have some ecological prevalence’ (p.7). In subsequent research on matters of
discipline and group management in classrooms, Kounin sought contexts other
than those 1p hugher education and found strong support fol thas recommendations.
It remains Lo be seen whether the recommended observation of patural teaching
contexts, and of style variables, rather than induced incidents in experimental
decigns, gives greater promse of understanding such phenomsna i1p higher
education,

while Kounin's experiment was an i1nvestigation of lectwurer influence upon the
audience, Kleir {1971} studied the awlience's potentiral to influence the
lecturer. In a study stimulated more by an interest in a general classroom
phenomenon than Lp the higner education context specifically, Klean (1971}
cotducted an experiment concerning student influence on teacher behaviour.
Her study winvolved as subjects twenty-four guest lectureys in Education
ranging from graduate teaching assistants to full professors in six universai-
tres in the U.S.A. Regular undergraduate and graduate students applied the
experimental treatments 1n the twenty-four classes. The students wele given
instructions a5 to when to behave normally, when to engage 1n positive behav-
wours, and when Lo engage 1n negative behaviowrs during predetermined periods
during class times with the twenty-four teachérs. Positive behavicurs iaclud-
ed smiling, looking at the teacher, and answering questions ¢uekly and cor-
rectly. Negative behaviours included frowning, looking out the window,
talking to other students, and disagreeing with a teacher's statement., Flapders
Interaction Analysis Categories (FIAC) (Amidon and Flanders, 1963} were ap-
plied to tape recordings of the class sessions along with live observational
instruments of teacher non-verbal behaviowr and stiwdent behaviour, Klein
found that the teachers appeared to change their behaviowr in response to
changes tn student behaviow . She concluded that teachers engaged more in
arTfective and craiticizing behaviour during periods of negative student
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behaviour than during periods of positive or natural student behaviour, and
that teachers used clar:fication more during positive student behaviour than
during negative stdent behaviour. These findings suggested to Kleim that, aif
positive teacher behaviour ¢nhances student achievement., and 1f students can
elicit positive teacher behaviour, then 'students may be encouraged to assume
responsibility for their own behaviour and purposely help their teachers behave
more effectively’. ({(p.419)

Research oR control and management during lectures i1n higher education contexts
promises to be helpful to those who are daunted by the prospect of addressing
large audiences Several times a week whuile maintaining interest. order, and
attention. Yet such studies are so few that there :s clearly no sufficient
empirical basis t¢0 guide lecturers in that position. Kounin's concept of
dasist te ‘.nique may prove more useful than he apparently thought 1t was.,
especlally 1f careful analyses of the successful and unsuccessful ways 1in
which lecturers respond to deviant behaviour 1s stimulated by i1t. It 18 pot
surprising that student behaviour affects teacher behaviour, as Klein demon-
strated. Indeed, responsiveness on the part of teachers to student reaction
15 often regarded as essential for eflictive teaching. [llowever, Klein's idea
that students might act in concert to manipulate lecturer behaviour is bound
to startle even the most liberal lecturers.

Synthesis of Lecturing Behaviour

Research on lecturing 1n higher education ecntains at least two approaches to
the identification and description of ways in whach separate categories and
facets of teaching behaviour cohere or are synthesized into patterns. Such
syntheses, 1f seen to typify the behaviour of some lecturers over time, would
seem to underlie concepts such as lecturing styles and roles. One approach
depends upon quantitative i1nformation about patterns of lecturing behaviour

as perceived by teachers themselves and conveyed through self-reports

{Brown, et al. 1982.) A second approach 15 the ethnographic one (Cooper.
1981a, 1981b: Cooper. Henry, Korzenny. and Yelon, undated; Cooper. Orban, Henry
and Townsend, undated; Yelon, Cooper. Henry, Korzenny and Alexander, 1980).

Brown et al., (1982) focused their attention upon the styles of lecturing of

258 lecturers in two English universities in relation to sub)ect argas. aca~
demic status, and years of experience. A 60 1tem self-report 1mwentory was
administered and the responses factor amalysed to generate six scales, labeled
as follows: Information Giving: Structured Lecture; Purposive Lecture;
Visualized lecture; Self-Doubt Lecture; and Presentation. Cluster analysis
was used to yicld five clusters of lectures, each having a distinctive pattern
of lecturing style. These five styles are described as Oral lLecturer., Exemplary
Lecturer Information Providers., Amorphous Lecturers. and s2lf-Doubters.

Brown and hus colleagues fo.nd a strong associatior among lecturing styles and
subject ares, with Oral lLecturers more common 1n the humanities and social
scienctes., Exemplaries more often found 1n biomedical sciences and Information
Providers and Amorphous Llecturers more {requént 1n science and engineering.

Length of experience was found to be unrelated to lecturing style., but a trend
was noted for the Exemplary style to bhe more frequent among Professors and for
information Providing and Amorphous Styles to occur more among lecturers.

A second approach to research on teaching styles has been adopted by a growp
of researchers fiom Michigan State University {(Cooper, 198la, 1981b; Cooper.
Henry, ¥orzenny and Yelon. undated; Cooper., Orban, Henry, and TownsSend.
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undated; Yelon et al. 198u). These rescarchers have used the techniques of
ethnomethodology 1n attempts to understand how college teachers and their
students interact to attain their goals.

Cooper. Orban. Henry and Townsend (undated) forused their atteption on a
professor of Crop and So:l Science as he taught an introductory course to 115
students. Initial observativns suggested that three main elements of style
were prosent 10 this teacher'*s interactions with students: ‘relaxed. open
rapport'; 'strong control over the structure aud pace of the lesson'; and
‘storytelling' to provide an organizing framework for the content of the
lesson (p.7). Subsequent investigation through disciussions with the professor
and his students and through the analysis of videotapes of class sessions
confirmed the early impressions regarding those three elements of teaching
style. In addition, tws gther features were noted. These were the use of
‘planned redundancy*’, that 1s., repetitidn using verbal and non-verbal

compmunl <ation, personalization., and the use of examples and language te qive
additienal meaning and concreteness to the learning tasks.

Cooper. Henry: Korzenny and Yelon fundated) and Yelon et al, {1980} reported
on the application of ethnomethodological research procedures to the study of
the teaching of another professor., this time a teacher of writing. Cooper and
her colleagues focused uvpon the professor's questioning strategies while Yelon
et al. analyzed the broader matter of teaching style.

Yelon and his associates classified the professor's behaviour into four cate-
sries: dynamic; respectful and opent task and standard oriented: and organized
nd prepared. However, a fifth aspect of his style emerged, modeling, in the
sense that he saw hamself as a model for students to follow.

Cooper (198la, 1981b) reported on the study of a third college teacher. this
time in relation t3 a course within Electraical Engineering and Systems Science.
In one of the reports (Cooper 1981a). she focused more on changes in the roles
per formed by the teacher during sessions ard analyzed teaching roles. as indi-
cated by pronouns of address. 1nto such categorie$ as Manager {responsible for
course requirements), Teacher (facilitator of stpdent learming), Learner
imodeler of the thinking process), and Person (a fellow human being).

It remawns to e seen to what extent these case studies by the Michigan State
researchers stimulate further rescarch employiug e!hnogqraphic methods. The
phenomena they describe may be rdiosyncratic to the teachers studied or may be
generalizabie to others. Only subsequent studies will tell.

Clearly, coneepts of teaching styles and roles are much more to be found in
popular parlance that o research on teaching in mgher education., It is to
2 hoped that the few studics reviewced apove will foim a sound bacis for future
research. Ia the meantime. tle research by Brown and h1$ associlates ralses
asgarn the juestion of the conhection between structures of knowledge and ways
of teaching. Thewr fimhing a relationshup betr en academic stawus and lectur-
1nG pattorn 15 uLlgue an tle rescarch raviewe. an this artaiclie apnd evokes
several Plaus:ltle tnterpretations,.  Are some lecturing styles more conduCive
Lo Prometion than Others. lues increased mastery of an academis di1sciplipe
wad Lo the wioption 2{ some loctuwring styles rather than others? Or. given
tne aethodolody vi the stwly . do full Trofessors merely see themselves
Jifferently trom others, and 1§ 50. why?

Q. 75
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CONCLUSIONS

Comparative methods research i1nvolving le.turing has stimulated agreement among
several reviewers that lecturing fares comparatively well 1n relation to the
pursuit of factual learming by srudents and of student satisfaction., However,
discussion methods, 1t 15 agreed, seem more successful when i1t comes to higher
cognitive learning and attitude change.

The 'conventional teaching methods', which appear to compare reasonably well
with most innovations in educational techmology, including programmed learning,
visual based instructlon, audio-tutorials, and computer assisted instruction,
are probably composites of several teaching methods, including both lectures
and discussion. Consequently, that body of research provides little or no
information avout lecturing itself. Similarly, studies demonstrating the
clear superiority of the reller Plan over conventional methods reveal little
about lecturing.

There can be little doubt that students do learn from lectures, and that
lecturing will continue to be a common teachung method in institutions of
higher education., It 1s 1mportant, theiefore, that the factors which contii-
bute to lecturing effectiveness, and which distinguish between more effective
and less effective lectures, be investigated. Research on variations 1in
lecturing has produced some evidence that student achievement 1s positively
affected by greater content coverage, more <larity and, tc a lesser extent,
more expressivencss. Student evaluations of instruction appear to be
positively affected by more clarity and more expressiveness, but to lesser
extent, by greater content coverage. wWhile these generalizations must be
tentative, there *as been such a pavucity of research on lecturing styles and
techniques for maintaining order and attentiveness during lectures that even
the most tentative conclusions regarding them would be premature. Similarly,
other 1ssues such as the effects of lecturer status and type of discipline upon
lecturing phenomena have received little 1llumination from empirical study.

Almost all of the commentators on the research reviewed in this article have
criticized the wholesale adoption of experimental designs, both in comparative
methods studies and Ln research on variations 10 lectures, to the exclusion of
field studies. The control that might have been gained over extraneous
variables 1n the expeériments seems to have been won partly at the expense of
the credibility of the findings, but also at the expense of knowledge and
understanding of the pature of lecturing as it occurs in actual teaching
contaxts i1n higher education., WUntil more is known about the nature of
lecturing, attempts to manipulate variables 1n experiméntal designs must be
dona i1n 1gnorance of the actual nature and rates of occurrence of those
variables under natural conditions. Without the guidance of that type of
descriptive information, experiments continue to run the risk of being dismis-
sed as unreal. Furthermore, without that type of information attempis to
understand and improve lecturing can only proceed in ignorance of the very
activity in guestion.
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ABSTRACT

Details are qiven of the five stages needed to introduce a char je by exphcitly
teaching problem solviag. Examples and resources are given iur each stage. Thes
are evaluate the teaching-learmng eavironment, define what problem solving skills
we want tc develop. explore the alternatives we have in terms of sequences, learning
theories, relahionships with other content and teaching/learning en ~nments;
develon a plan, and implement and evaluate.

Donald R. Wooeds. 8.5c.(Queens). Ph D.(Wisconsin), FCIC, PEng. is in the

Department of Chemical Engineering. McMaster University. He has bee¢ : chairman of
the Department and chairman of the President's Commttee on Teaching and
Learning. He is co-author of Chemical Plant Simulation und author of Financial
Decision Making 1n the Process Industry and over 150 papers on chemical
engineering. chemical engineenng education and problem solving. He is editor of the
newsletter PS Mews and writes a column entitled PS Crrner in the Journal of College
Science Teaching. His current ressarch is on developing and evaluating cv~ {Lulum
matenal for explicitly teaching problem solving and decision-making skills. He has led
several dozen international workshops on how to develop problem solving akills.

Addrer~ for correspcadence: Dr. D. R, Woods, Dept. of Chemical ¥. ~ineering,
O “1eM ..er University, Hamilton, Ontano, Canada L8S 4L7.

E 83




80 Higher Education Rese. 5 and Development Vol 2, No 1, 1983

INTRODUCING EXPLICIT TRAINING IN PROBLEM SOLVING INTO OUR COURSES

Hany have Jsked “How that I want to do +omething to teach problem solving, how
might I go about doing 1%.27" Some tdentify milnutes that can be devoled Lo ttis
task; others, hours, and some might consider 3 course. The purpose of thia
paper 13 to outlline a generally applicable procedure Lo go about implementing
a change. The approach s to evaluate the envlironment to Sec= what (lexibillity

one has, 1o define the problem, to explore the problem, to devise a plan and
Lo implement and evaluate,

EVALUATE THE ENVIRONMENT
In this first phase, we

V.1, decide that we want to do Something,

1.2. think about the forms of instructor~-student interaction and the
curreat utilization of time,

1.3. f1nd some opportunities to 1nsert or alter the student experiences,

1.4. think about the resources we will need: time to develop the

change, money and facilities,

1.5, think about the total envirvnment in wh.¢h tae change will occur -~
the chairmman, dean and the 3students and the Suppor® we will neead
and the Interactions our ideas will have.

One? we have decided to Introduce a new experience, we mgust find time in
the curriculun. Something must be displaced. OQur approach has been to
identify the three Lo seven key fundamentals that are us.ally introduced
in each course. All the reslL of the course i3 usually definitlons (to
help students use the fundamentals) and examples. From this type of
analysis we were able to shift 120 h of instructiorn from traditional
engineering content to problem solving. This probably represents an
extreme; what mo3n insiructors are logking for 13 2 to 10 h. Usually it
car ¢ found. Other posaibilities, besides in-class Uime, are homework.
prolects, reading assignmments or summer projects.

When we have decided to make the change, all people involved should be
inf rmed, This includes the chairman, so that he/che can sSupply any
modest financial and moral supgort, and especially the students so that
they can provide feedback to “he instructor. Some mechanisms by which
the leedbask caw be encouraged 138 by the ombudsman approzch.  In this,
suggested by Dr. Jun Stice, Unmiversity of Texas, we ask for 3 students
Lo volunieer to chat wita us periodically throughout the year to share
impressions of the course. Thiz works extremely wel.. The use of the
ombudsman usually allows us tce al%er the course as it proceeds instead
of having to walt until after the coursge to see the student evaluations.

DEFINING THE PROBLEM

Here we need to:

2.1 define what we mean oy problem solving ond identify the subset of

Q skills,
8.
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fuentify novice and expert or tarfet skills to see the changes
expected,

convert 2.1 and 2.2 into a set of behavioural objectives,

malntain an overview of the whole contiext, but limit ourselves by
the resources to addressing a meaningful educational task. Decid.
on specifie course objectives,

Recently [ ran a workshop for high school teachers on how to introduce
instruction in problem solving inte thelr programs. Unlike other
groups, they sald they knew what their task ¥»as and wanted to ute the
wor kshop time to develop materials. When they compared their efforts
after an howr, they discovered that each was developing materials that
others described as "that's not problem Solving". Before we start we
must define our terms.

A dictionary may provide a reasonable starting point. However, these
may not be very operatlional for an educationzl co*cext. Foar example,
Web~* sr's Third International Dictionary defines .2 problem as "an
unsettled matter demanding solution or decision and requiring
considerable thought or skill for its proper solution or decision®. As
3 start tnis i3 alright; however, to be operational riguires that wa
elaborate on what we mean by "considerable thoughi™ or "skill" and
"oroper®. After several years of trying to define "problem solving"
Chorn~yko et al, {1979} were able to reach a reasonable starting
deliniticn of problem solving. We continue to refine this definition

{(Woods (1983)a,b). But more significant than definitions ' an
laenti{icazion of the set of skills needed to make the def. tion
workable.

Indced, cur major effort for the past 8 year3 has been to identify the
component skiils. Figure 1 succinctly sumarizes those 3skllls as
strategies, hints, elements, types, prerequisites and evaluation. A
description of these would detract from the theme of thix paper; details
are given elsewhere Woods (1983)a,b.

Next we should identify what Skill ine students posscas now and what we
would like them to have. [n the context of the education, we need to
ldentify the current "novice™ get of Knowledge or skills and the target
or "expert" set. A popular research method to extract this information
1s protocol analysi1s whereby individuals talk aloud as they sclve
problems. The transcripts of their tzlk i. . .en analyzed.

Protocol analyses have been done for novices and experts by wmany
researchers to help define the gaip that exlsts between novice and expert
skills (Larkin (1976) (1980}, wWoods et al, (1579), Chi et al. {1981},
and Schoenfald et al. (19813},

Thelr major findings were as follows: Larkin (1976), studying problem
solving 1n the context ¢f physics found

Novice Experts
1. cannot gquickly and accurately rapidiy, within seconds, identify
ldentify content needed to ¢ . ent useful in solving problem

solve problem (rather they
are slow and 1naccurate),
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Novice Expertis

2. cannot use effectively a range can redescribe problems throwgh a
of tachniques to redescribe wide range of techniques including
the problem statement. What sketches, graphs. handwaving that
attempts they make ar formal allows them to see the key condi-
and often not heipful. tions, variables. ideas within the

problem.

3. cannot ldentify the ¥ uses a fey key {undamental
Jundamental concepts, rather concepts as buiiding blocks,
works with 3kl the varlables These are encoded as quantita*ive
searching for wayYs Lo combine formul aes, visyals and verbal
them. Tends to work blaiw.aiy descriptions.
and by trial and error.

4, tend to memorize and try to to obtain “g. '’ .ular or speclal”™
recall aii the particular or equatjons, reconstructs these or
spectal 2gquations independent derives these from gene ai,
of any general, fundamental fundamental relations.
relation.

Larkin®s work, (1976 (1980) reinforced by findings o, Chl et al. (1981) and
Schoenfeld et al. (1981, also found that

' Given Novice Expert
a zutcinct set of key Produced nonsense when Produced sound
words. eg. man mas n, “t1ed Lo construyct 2 situation.
dround, heigh *, rope. reasonable siluation.

puliey, block maas oy
tension rope.

a prcblem statement. Focusses on English Probes to discover
prose & tries to use engingering scenarios
this 1o discover what's behind the 3. uation.

the situztion.

Wiil focus on the Wiil focua on the
objects 1n Lhe actions of what's
probiem atatement. happening.
a problem siumilar Lo Wi1ll group as similar Will droup as similar
an=3 30lved hefore., ones that loox alike ~nes that have Same
or have same objecti. fund anental princi-

ple or processes.,

4 probiem statement. Tries to translate gt Tri1es (irast a serie:s
directly into a n{ engineering repre-
wathematical ~epre- seitations of what
sentation. 13 harpening and 13

important in the
problem and then
translates this rep-
regsentation lnto 2
matrematical rep-e-
sentation.

Q 13
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Given Novlice Expert

an understood, well Use a worliing back- Jses 3 workirg

defined problem and ward tactle. forward tactic.

is rexdy to develop

a plan.

Other researchers have adocjess®d this challenge another way. They have
tdencit!ed the reasons why people solve problems efficiently. A psychologlst,
D. HMeichenbaum {(1980), says poor oproblem solvers f(ail to recognize the
nreaenc: of social problems, generats general alternative solutions, formulate
ar.. Jefine problem® precisely, evsluate separate, alternative means, consider
slternative consaquences, perceive cauae~-affect relations 1In interpersonal
events, and check the effects of specific Implementation.

Another psychologist, A. Whimbey {1975, “980) and Whimbey and Lochhead (1380}
sugdescs that pocr problem solvers fail to werk carefully znd :-heq} and double
check thelr work. Our work, In the educational context, inds that poor
problem solvers faii to be aware of mental process used to 30lve problems,
accept challenge to improve skllls, identify and use an organlzed strategy,
léentify and develop persoral quzlities and preferences, develop skills in
ereativity, analysis, generilization, simplification, and have confidence 1in
applylng heuristics (Woods et al. (1979)),

For professional engineers in industry we found chat poor prohlem solvers fall
to consider many initial alternatives (they jump into the proolem’, define the
real problem, establ!sh criterla, correctly identify the people component to
she problem, think up n2ny alternatives, understand evaluaiive orocedures, and
use any heurlstlcs when they get stuck (Wooda (1983h:,

Edward de¢ Bono {(1976) describes poor problem solvers as tailing to consider
the whole problem: use an Inadequate time 3cale, egocentricity or assume
duality; use judgment: focus on initial Judgment only, assume duality, or ego
judgement and perveive correctly: incorrect sense of importance nf issues, use
argunents in extremes.

Pizget 1%7) suggesta that sone people fall to solve problems because they
cannot uase formal thinking lc'el: rather they still fusction at the concrete
level ,

Perry (1970% has 1identified that some cannot use relativism shen needud:
rather they sti, Cfunction at the duality level.

Alithough at this stage one may not understand all the terms used to describe
the difflculties students have with problem solving, I hope that thia has
provided an understanding of the 3cope of the task we have.

Figure 2 attempts to summarize the student's difficultles pletorially when
compared wi.h Figure 1. In our research, whenever we identified 3 missing
skill we recorded it next to the skill shown on Figure 1 {Woods et al. (1975},
(1979). Thus, for example in Figure 2, flve different types of difficuities
were ldentified that v re related to student's ability to sort out and
*aaderstand® prerequisite knuwledge. The visual impact from Figure 2 suggests
that students have difficulty with most., if not all, the component skills,
Similar results were obtiined when groups of industrial englneers were
queried.
Q
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FIGURE 2: Identified Jdifficulties undergradvate college students have with
skills related to problem solving, ({(Each dot represerts a
difficulty,}
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Sometimes the differ=nces are 3 great between the novice and expert behaviors
that we cannot achieve them 3ll. Here we need to identify the total picture
Jr the overview and that part of the whole that we will try to develop 1+ owr
course., The fiprat step to obtains 3such an cverview {3 to rela.e the
Jifficulties and skilis that are lacwking to the overall definition of the
subject and the skll! components. That is, relate it te the nouns and to the
verba, Probably the easlest way to do this to create behavioural objectives
for the skills and to structure the set In a seguence 30 that the akills are
developed systematically. Methods to do this are described by Mager {1972)
and Popham et al. (1970).

As we have seen i{n Flgure 2 the scope of skills that need to be developed to
improve problem solving i3 broad., Indeed, one might easily became overwr :lmed
by the apparent enormity of tne task. However, once we have gained an
overview of the full spectrum we can break 1t into components. The easlest
method 18 %0 create a structured list of learning problems. Although many
have ldentified such objectives (O'Brien (1975), Plants et al. (1980}, Gold et
al. (14980) and Burton (1978)), for 1llustration purposes we present ane
example set 1n Table } in the appendix {Woods et al. (1979)). A trick in
creating “hese {s to try to write the verb in observable terms, try to include
a criterion and to Jequence these, wherever possible, 3¢ that earlier skillas
are the prerequisites of the later. The entries in Table 1 do not satisfy all
the criteria but the details of thz criterion are developed 3separately (Woods
(1981)e). (A3 a sidenote to 1dentify behavioural objectives for an existing
course, Blizzard (1982) suggests that we start by perusing past examinations
to wWdentify whot objevtives we 1ncliled 1n our evaluations.)

With these objectives we can then explore some options.

EXPLORE THE OPTIONS

Th= ideas ‘hat should be explored are as follows:

3.1, identify rossible time-content sSequer.2es,

3.2. think about the eflects of separating toplcs or blending topics,

3.3. consider starting with simplified cases first then progressing to the
comples or vice versa.

3,4, do any learning theories help 1dentily sSequencing of content and
experiences?

1.5, what relationships exist Setween learning skills, problem sol - lng and the
discipline content? What relationship do we want to exist?

3.6. «tplore slternative teaching and learnlng environments.

NOow 1 .. time to mentally evaluate various scenarlos, Lo dream up a variety
o>f alternatives, Lo estatiish links between the content, the teaching and the
learning. W. need to explure 1deas to achieve the tentative objectives we
have set {or ovurselves. Probably the easiest L1deas to start exploring are the
conteni-time relationships and the general sequeicing. How are we going to
separate the skills -~ do we overlay the butldup or several akills at 3 time or
do we bulld up one and then the other? For exanple, to help students sort out
knowl edze, do we have a separate section on hew Lo 1dentify "and understand”
Key concepts and then provide the technically-rich concepts or do we develop
the two .ogether? Do we present the general case fir3t and then illustrate
all *he apecial cases or do we present the simple cas2 first and then bulld up
the complexity® In terms ol teachirng-learming vwhat educational "theory' do

S
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you prefer? Gal'perin's {(theory as adapted by Mettes et al. {19B1)) of
orfentation, stage by stage practise, testing the learning and mastery or
Kolb*s et al., (1979) learning cycle, Praget's concrete to formal (see Karplus
et al. (1980)), experiential learning, or applying Bloom's taxonomy {1956)?
Many of these are similar byt ~¢ 3nould check what we do in class and explore
whicn one matches our style, Each may find that he/she prefer3 one style for
one set of contenc, and another, for another.

HoWw to provide evaluative feedhack to the learners i3 another component to
explore. I3 1t to be & written examination? What verbal feedback will we

provide in class? How do we help stwients acquire confidence that they have
sKills?

Hany different approaches have been taken to try to develop p.oblem solving
{Woods (1977), €1983)b). Some have separate courses; some integrate the
problem solving with discipline content. The evidence gseems to be that
although separate courses can be very successful, students often have
Jifficulty applysng the skills learned to other courses or sltuations. Hence,
1f possible we should try to nombine problem solving exp “lences with the
discipline. That 1s, we would apply the problem solving skills developed to
solve problems Ln Mathematiecs or Chemistry or French or Music. This is a
necessary first deciaion. This also i3 the only type of decision we can make
if we have but a limited amount of time that can be devoted to problem solving
development.

Let us explore how we might provide an overview. If we chose a learning cyecle
{as suggested by Kolb et al. (1979)) we eculd start with an example of someone
solving a problem - a c¢lip from a popular movie, an appropriate ecartoon. a
brief detective story or an example fram carda: a bridge hand. MAlternatively
the students eould solve 1 short, fun problem. From this, with the guidance
of the Instructor, a key definition and iist of skiiis can be extracted to
yield something analogous to Figure 1. This would probably be more effective
than just giving them a definition to memortize. However, if the sample
problem is too complex the students will get too involved with the answer and
neglect the extraction of the “"process of how we solve problems". Hence,
probably an appropriate cartoon will suffice. {A= a =sldenote, for any
exploration or concrete experiential learning, students usually enjoy the
experienceé immensely. Our task is to ensure that they extract a -elationship
between theory and the experience.)} Thus, although we use components of
exploration we are essentially using a workshop-evaluate mode to introduce
this concept snd evaluate by recall of a definition.

S0 we would proceed to select a task, an educatisnal theory and a mechanism
for evaluation.

Resource material is available for most of the learning objectives (Woods
(1983)}d,e.f). Bauman (1977). Walberg (1980) and Whimbey et al. {1980)3}.

Another idea to explore is the relatlonship betwe2n learning skills and the
course content. Part of aducation is to learn how to learn. Another aspRet
fn rrat owr ability to apply knowledge to soive problems can depend on how we
learned it {Eylon et al. (1979)). Although not all the evidence {3 clear, we
should explore tha relationship between how we learn, how we identify
connections anong the memorized, discipline theorier and concepts and how we
recall those connections, The nedical school at MeMaster University, for
exauple, combines learning and problem solving slrategies hoth with the
discpline of medieine (Barrows et al. (1977)}. The Twente University group
developed a "Key relations" chart to help learners to identify consistent sets
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of relationships in the context of thernodynamics (Mettes et al, (1981)),
Larkin (1975) developed a sim:ilar relationship chart, Fig, 3, to highlight for
Physics students the components they should learn, We have used both Larkin's
relationship chart and Tony Buzan's "mind" =ap or veetle diagrams {Buzan
{1974 3), This visual representation of the structure of a subject yses a
central hub of an imaginary wheel as the central thems of the subject with the

subtopics radtating nut from tne pub-like spokKes., An example is shown tin
Figure 1 for the topic "problem solving®.

In summary, the relationship between how we learn, what skill far self
learning we want 4o develop and the diascipline content should be explored.

We still pave some other componénts to explore, What teaching and 1learning
enviromment will we wuse? What medium will we depend ©n most? Scoe
alternative environments are listed in Table 2. Each has its own
characteristies and advantages and disadvan®ages. Descriptions of other
teaching and learning environmentis sce given elsewhere (Sears (1977}, Preiffer
et al. (1979)tf). Capecially noteworthy are the annual review of structural
experiences published by University Asspciates publishers and Consultants.

To 1)lustrarte the choice of teaching anc learning enviromment, consider the
task of increasing awareness of the thinking processa. Of the alternatives
suggested, to incredse awareness probably the pair method would be used, An
anticlpated dafficulty is with the Jevel of the Wiimbey type problems normally
recommended for gse (Whaimbey (1975)). To overcame this Je might give a
vontent-rich problem example statement a% %the beginning of the seasion to
illustrate the type of problem we would 1ike to be able to solve. Then, we
could u3se the pair methcd using the Wrimbey problems to acquire skill with the
pair procedure. Finally, We could end the experience with Subproblems of the
content-rich example problem. After each section of practise we must bulld ip
evaluation and feedback ‘o help develop tne student's confidence, Part of
this can be with the instructor collecting and summarizing the experience of

the group. In 3 sense this i# a structured application of the Kolb's learning
eyele,

OEVELOP A PLAN

The exploration stage gave us an opportunity to think about components that
will affect the creation of the teaching and learning enviromment. MNow it is
time to seleecrt from those alternativés, and create the necessary resources.
The details needed include:

a, sgpecific learning objectives,

b, evaluaticn instruments and procedures to 8ive the students confidence
that they have acquired the objective,

¢. learning procedures and materials needed to achieve the objectives,

d, internal course organlzation that provides an opportunity to achieve the
objectives, consistent with a2 learning model,

e. feedback/evaluative procedures to evaluate the teaching-learning process,
f. environmental awareness of what we are doing 3o that others can support
our efforts,

Here are some exanples. "A teacher has dis.erned that his students are unable
to think of more than 4 alternative ideas when placed in a new situatlon.
Experts quickly identify at least 20 alternatives. Although this, from Table
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1, 13 not the first objective he feels campelled to do somethlsng about this.
He ratlonalizes his declision in that 'creativity' ias an element -f problem
Solving and a3 such can be developed independent of awareness and Strategy
application. He defines the term ‘'creativity as the ability to 1liast many
ideas and draws up a 1list of detailed objectives related to this overall gcal.
These are given in Table 3."

This is a reasonable first attempt. The instructor did not say, "I am going
to develop creativity” nor, "I am going to improve creativity". Rather he/she
identified the perceived novice skills, and 3ome target skills. d{reativity ia
a topic about which many educators and researchers have reservations so great
care should be taken to try to bulld into the experience learning experlences
that are founded on psychological fundamentals. This means, then, that It
might be wiser to postpone this objective until later. We have discovered,
however, that the experience will be wore meaningful for the learners if they
have had sesslons on awareness ang particularly on short and long term memory
and th mental processing of information. This provides a rationale for many
of the experiences that we would build into the learning program.

Now, gilven that we have already satisfied prerequisite objectives, "what
next?"™ if we wished to pursue creativity further? First the learning
objectives, given in Table 3, should be checked. The criteria are: are they
observ able? are the objectives sequential? do they bulld up the skill
gradually? and can we visualize a method of evaluation? Based on these
eriteria, the 1list in Table 3 seems reasonable. If they were not, then the
objectives and evaluation procedures should be reworked wuntil mutual

Table 2: Some teaching-learning environments that are avallable

Lecture
Sender directsd discussior
Stuwlent centered discussion
Discussion/quiz/module: students prepare
Individual aasigment
Group assigmment
Small group problem solving
Palr discussion
Instruments, questionnaires to be completed by atudent
Everybody share tutorial
Examinations
12. Workaheets
13. Textbook
4. Self-paced - learning via notes
15. 3Self-paced - learning via slidestape
16, Selfapaced learning via programnmed text
17. Self-paced - learning vis audlo and text
18. Games
19, Casge study
20. Problem based learning; learning o6 3 need-to-know basis
21. Simulations
22. Demonstration
23. Fish bowl drmonstration; some observers
24, Traning groups {uhere the facilitator is key)
25, Developmental group (o facilitator)
26. Structured experiences
: 27. Laboratory
S
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Table 3: learning Objectives for Creativity

- g/ en an object, as a group of about 3ix you will be able to generate at
least 50 attributes or uses 1n five minutes.

~ a3 a member of a bralnstorming session, you will refrain fros elaborating
excessively, judging, and criticizing.

~ given a situation, as a group of about six you will be able to generate at
least 50 ideas in five minutes.

- given an object or a situation, as an individual you will be able to

generate at least 90 Ideas in five mipnutes {or write out S0 ideas in 10
- minutes).

= given a bra.nstorming session, you will be able to recognize silences and

negative feelings and to cope positively with these such that the flow of
ideas continues.

-~ given a bralnstorming seasion which is faltering, ycu will be able to use
one of the triggers to get the flow of jdeas started again.

= Jrom your experlence with brainstorming, you will be able to describe your
preferred style and use of triggers.

given some 5f the many pames and terms uSed to describe brainstorming, you

will be able to 1ist the advantages and disadvantages of each and Yo rel-=te
these to brainstorming.

- Biven a group who have not experienced bralnstorming vefore, you will be
able to inStruct them in the techniques.

- &3 a leader/facilitator of a brainstorming session, you will be able to
maintain the brairstorming atmosphere and the morale of the group and to
facilitate their producing S0 ideas in 5 minutes.

compatability has been achieved. Following this example through, to select an
evaluation method or instrument Buros (1974} provides a host of tests, but we
have not found them that pertinent to either in-class instruction or for
research., The Torrence test could be used. However, we have found that the
students clam up when they try to dream up alternatives in a Jhemical
Engineering context although they can exhibit great nental Iimagination when
considering non=tecnnical situations. On the other hand we can

a. give the students a contenterich situation, such as a3 trouble
shooting problem;

b. asx them to list 50 ideas that might be used to s¢olve the
situation, in abcut 10 minutes,

¢. ask them to identify from the list the technical feasible and
the most ridiculous idea,

d. require them to convert the principles behind that ='diculous
idea ipnto a technically feasible solution.
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Hence, in this example, the task is broken into observable components each of
which can be tested. An example development for the *opl¢ creativity is given
elsevhere (Woods (1983)g).

Although this example has focussed on creativity, the same principles can be
applied to other akill development. Schoenfeld et al. (1981) and Mettes et
al. (17231) illustrate methods that ¢an be ysed to evaluate the appliecation of
heuristics and the application of a problem solving strategy. They c¢learly
identify what i3 wanted and revise the "want"™ statement until a measure for
succeas In achlieving that objective can be identified. Examples are given in
Tablea &4,

The mediun to be used should be chosen. Too many of us think - the lecture
and the textbo x as being the prime way o5f teaching and learning (and a
written examina 1on as being the prime way of evaluation)., However, [rom the
explore si2p discussed previously and the fdeas given in Table 2 we should
conaider alternatives. Some example objectives and ideas about media are
glven in Table 5, A matrix we yuse at McMaster f[or some problem solving
cemponents is given in Figure 4. Mettes et al, (1981) use a matrix format to
highlight the interaction between the objectives and the media.

In Figure 4, for each learning objective a tentative selection ol a suitable
medivum i3 identified by a circle. Then, we consider the effeect of the
individua! student's learningd style, types of materials we could create and
the environment to decide on the most appropriate medium, Our cholces are
indicated bty shaded circles., toncerning learning style, scme students prefe”
the visual mode, some the symbolic and some the verbal. For some topics, thi:z
preference wmay not make much difference, However, for "how to draw diagrams”
or "how to choose symbols" we have found that these Jifferences have a
atartling effect on the ch~ice of medium. Individual differenzss should also
be expected for some but g all ' the tasks in the problem solving process.
For example, all students perform the task apd produce the same products for

Table 4t Sone Examples of Objectives and Evaluation

Objective Evaluation Procedures or Instructions

Increase awareness of the process Added instructions to focus not on or not
only on the answer. Rather ask for an
algorithm of how the answer is obtained.
In the context of the Wnimbey pair
method, the student should be able to
identify appropriate responses for the
listener and to list the characteristics
of s weessful problem solvers that he/she
should listen for,

Creatavity New instructions., The process 1s divided
inte c¢ompenents and each component i3
displayed and evaluated.

Developingd plars Added instructions: Prepare a Polya plot
OF a structural matrix or a reverse tree
diagrem.
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Table 5: Comnents about Medium & Objectives

Topic

Medium

Define ghe problem

Explore the problem

Plen

Look Back

Expert'a Procedures

Creativity

Strategy - we aasign a
aix step straiegy of
I want to and I can,

Define,

Explore,

Plan,

Do,

Look Back.

Confidence to describe

verbally how you go
about solving problems

Analysia

Self evaluvation
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Ever ypody-share enviromment works extremely well.

Written hinta plus example practice plus
appl ication plus freedom to develop own style.

Written hints plus example practice plus
application. During amme parts of .this, the
everybody-share environment i8 very useful.

Written material; agme brainstorming; useful to
use everybody-share gutorial to explore the
variety of related problems that ¢an be lved
now.

In.class sender-directed problem solving, in-class
expert works sample problema posed by students,
wWricten example problems, written conversation
between the Devil's advocate and the Engineer.

A amall group of six can draw from its diversity
of background 2 rich set of different ideas
pertinent to any area. Gradually reduce the size
of the group.

Written material plus poster in room. Use as logo
on all materials handed cut.

Discuss with neighbowr; pair of sgudents work
through simple problems with one student #olving
the problem aloud and the other student listening
and reacting. Written material developed by
Whimbey i3 excellent starting material.

This skill is usual’y developed as individuals.
Hopefully, group skills will eventually evolve.

Individual worksheats; discuss with neighbour.

Individual evaluation sheets coupled with group
and individual interview with instructor.

37
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the task "“"how to analyze a given statement"; a medium should be osen that
will help promote uniformity, An example is the everybody share echnique,
On the other hand, the task "explore the problem statement to connect it to
past knowledge" 12 performed differently by all students. Here the everydody
share technique would be a disaster. To provide guidance as to where
ind ividual differences are most significant, the teaching and learning
objectives given in Table 1 are coded S meaning "all should perform this task
using the same process" and coded D for "all individuals need to be encouraged
t> develop his/her own style in achieving an ¢bjectiver,

For the actual creation of the mateirials, the format of the material will
depend on individual style, and preferred model of learning and the
objectives, Nevertheless, I like to include the following components:

1. definitions of the nouns plus some concrete examples,

2, learning objectives (hopefully in behavioural terms),.

3. a list of new concepts being introduced and defined.

4, a brief rationale for why these skills are worth developing and
where they will be used.

S. an overview of how the unit will progress and develop.

6. some activity sheets (which I usually have duplicated on green
paper) teo differentiate in the student's mind activities,
objectives and vackground enrichment).

7. some background references or reading material.

8. if exploration or experiential components are included then I
like to have a student worksheet upon whici: he/she can

sumarize the extracted experience,

9, usually include a worked example Lf pertirent.

10, evaluative material 3o that learners can check progressz,

The discussion 80 far has missed the link to learning skills, Three
components are in learning skills: student's confidence that they can learn
on their own, student's ability to extract the key ideas from lectures,
workshops and textbooks and the student's/instructor's awareness of
misconceptions held firmly by the students when they enter our course,
Detaila of these concerns are given elsewhere: sbout self learning (Woods
(1983)c), about extracting ideas (Mettes et al, (1981}, Woods (1983)¢} and
about misconceptions {Larkin (1961}, Resnick {1983}, Waods (1983)h, Lin (1979
(1980), Clemant {(1977), Lochhead (1979)).. Undoubtedly, a course in problem
solving requires that problems be chosen to be solved, The problem must be
chosen to satisfy the otjectives and iead towards the evaluation procedures,
This is not a trivial task but this topic i3 too extensive to be discussed
here. Detalls are given elsawhere (Woods (1981)).

The planning stage should alss include declisions about the feedback and
evaluative procedures and responses from the chairman and colleagues as to our
plans, For example, the medium used, and mechanica of presenting the course
ean chang2 Hecause of these,
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In summary,

8.1 write specific learning objectives,

4.2 create evaluation instruments and procedures,

4.3 oreate learning provedwes and materials,

.4 develop the internal course organization,

4.5 decide on feedhack/evaluative procedures ahout the teaching-learning
proceas, and

4.6 inform chairman, colleagues and students of our objectives.

IMPLEMENT AND EVALUATE

With a detailed plan aas described above, the implementation ia relatively
easy. lowever, there are soxme other considerations. Is the change having any
effect? Was it a worthshile change tc make? These are very iamportant
questions with two different anawers.

a, Feedback for Improvement. Through ombudsmen and questionnaires we should
continually monitor our cowses s that we can improve, and so that we
can use such inforwation as one component in faculty evaluation. Some
comsents on this are given elsewhere (Woods (1983)1)).

b, Ias it Effective? HNaturally we want the components in a course to mace 3
difference: to allow students to design a bridge, to be able to create a
poem or to identify their values. When we make a change sometimes others
ask "ahkould we have that a3 a part of a cowse? To answer such &
question requires a well-designed ccaparison to illustrate that those who
take the course poasess 3kills that others do not. Fxzaples abound
(Larkin (1976), Mettes et al. (1981), Schoenfeld (1981), Harrisberger et
al. (1976)). Guidance can be obtained from our local Instructional
Development Center. In the context of problem solving, many feel obliged
to evaluate "is it effective?®. Today I do not feel we need to. True,
there i3 research that needs to be done in cognitive p3ychology about
many issues related to thinking and to improving problem solving. But
for the basic issues - should we increase awareness? are 3trategiea
effective? can you teach creativity? can we improve problem solving
8kills? - I believe the evidence 13 in; the answer iz yes. Hence, I

think we should focus on providing a well thought.out learning experience
in the area of problem solving.

Besldes evaluation, a follow through experience is useful. When we decide to
make a change we initially are making & contract with ourselvea to carry out
the task, to implement the change. But a3 time progresses sometimes initial
enthusiasm wanes, all the necessary resources may not be forthcoming, and =ome
of the student feedback is undoubtedly negative. To carry us through the
gloomy days it is wise to set in place some follow throwgh components., These
can include:

a. a written contrast we make with owrselves showing short range and long
range goals and target dates for completion.

b. a rewnion of conference participants six montis after a workshop to shars
experieaces and progresa.

¢, 1identified targets and persons t. whom materisls will be sent., Often a
persan from the Instructional Development Center i3 a willing and useful
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resouce person to fill this role,

d, checking through each of the five summaries occasionally to ensure that
none has been neglected.

In sumary,

5.1 devise evaluative and feedback instruments ana procedures,
5,2 cor ider, but do not feel obligated to include, comparison studies to
pre -e¢ that the change was effective,

5.3 create foilow up mechaniams to help maintain the enthusiaam.
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AFPPENDIX

Table 1: Teaching & Learning Cbjectives for Problem Solving
t. To beccme aware of the process wiiereby you solve problems. ($)

2, To be able to verbally describe the process vhereby you solve problems.
(s)

3. To be able to write out the process whereby you solve problems, ($)

4, To be able to: - state the stepa and substeps in a astrategy to solve
problems,

~ state the limitations to a serialistic application of
such a strategy.

104



Higher Education Research and Development Vol 2, No 1, 1983 101

5.

10.

1.

12.

13.
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- state the relationship between analysis, creativity,
decislon-making and generalization and the steps and
substeps.

- state the prereguisites,

Given a textbo. { probles Statement, to be able to correctly identify the
unlnown or goal, (3)

Given a textbook problem statement, to be able to draw a "good" dlagram.
(38)

Glven a drawing or sketch pertinent to the problem, to be able to
correctly identify the system consistent with the information given. (S)

Glven a textbook problem statement, to be able to identify the stated
constraints amt to 1iat reasonable inferred constrainta. (S)

Glven a textbook problem statement, to be able to 1identify the
assumptions and simplifications to be made. (3S)

Glven a textbook problem statement, to be able to identify key trigger
words that relate to the assumptions or background fundamentals. (D)

Glven a problem sclving situstion where you are stuck, to be able to

identify where you are, whére you want to go and the obstacle or
obstacles that are preventing you. (S)

To develop the akill necessary to complete the remalning four steps of
the strategy:

- to create, analyze, genralize, simplify, (D)

- to manage resocurces, (D)

- to see structure in lknowledge, (D)

- to develop the cognitive base, (D)

- to ldentify personal preference, (S)

- to be able to shift the data base, (3)

- to learn heuristics and develop per sonal skill at applying them, (D)

- to learn quantitative techniques and development personal skill at
applying them. (3)

Note that for each of these there are many levels of development.

Glven a real, non-textbook problem, to be able to define the real problem
to be solved, (3)

Glven a problem to be 30lved, recall the stated problem solving strategy
and elements and apply these to solve the problem. All the data
neceasary to solve the problem may not be given in the problem statement.
(33D}
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Given a gltuatlion where 1t 1s not evident that a problem solving strategy
13 required, ldentify when the strategy and elements should be applied,
then show comprehension as In 1-vel 14, Examples include:

detective problems (S)

personal problems (D)

comunity problems

- trouble shooting problems (where the strategy needs to be applied
several times)

Plant improvement situations
- writing a raport
- group problem solving

- experimentaticn

To analyze what you do when you apply the glven strategy; and identify
personal preferences about steps and elements. (D)

To develop your own strategy for solving problems. (D)

To develop an atllity to solve problems effectively as a mesber of a
group. (D)
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General Education in the University

Getting at the Core: Curricular Reform at Harvard, Phyllis Keller, Cambridge,
Mass., Harvard University Press, 1982. ISBN 0-674-35418-4. US$15.

There is nothing like financial stringency for revealing the prierities of a
community. As all around Australia institutions ave being compelied to shed
excess fat and unnecessary adornments, the underlying power structures,
motivations and ideologies are Leing exposed. One of the more prominent
victims of the current economic sqQueeze is the university. In a recent
public speech the Vice-Chancelior of the University of Sydney said that his
university required an immediate transfusion of $$ million in order to remain
alive. Other Vice-Chancellors have been less bold and have sought to pre-
serve their traditional autonomy by wielding the pruning-knife themselves on
their own institutions.

Many cuts have been made in the University of New South Wales and more are
being contemplated and while all have raised protests of varying volume from
the victims perhaps no issue has caused more prolonged and heated debate than
the status and future, 1f any, of the general education programme. Alone of
all the universities the University of New South Wales requires pon-Arts
students, with a few exceptions, to take a nurber of units of general education
as part of their undergraduate degree. The most that any undergraduate is
required to take is three 56-hour units so that general education takes up no
mare than about 6% of anyone's first degree programme. Originally the
wmntention was tha: the general education requirement should apply to all
students so that Arts students were required to do courses in the Sciences
and non-Arts students courses in the Humanities., Nowadays the requirement
only applies to nos-Arts students.

In the early days the general education programme, offered largely by the
Department of General Studies, was of a traditional nature: Philosophy,
History, English; in the early 1970s the Department expanded its staff con-
siderably and began to put on a much wider and more imaginative programme
which consisted of courses centred on issues and topics rather than discrete
disciplines. The heyday of the Department was in the miadle 1970s but since
1976 there has been a steady decline and by the end of 1983 half the permanent
staff will have left and not been replaced.

A number of Committees have investigated the general education programme and
canvassed the opinions of all the faculties on the subject. Reports have
-~en prepared and travelled along the tortuous path which leads from sub-
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committee to sub-committee right through to the University Council. The
process has now taken some three years and each time a report has reached the
Council it has been sent back for clarification or 1¢-writing. So far no
decision about the future of general education has been made; to be more
accurate no decision has been made de jure, but the haemorrhage of staff from
the Department of General Studies is equivalent to a de facto decision by, let
us say, the Vice-Chancellor's Advisory Committee, that the general education
programme be allowed to die quietly without anvone having to make any publaic
and passibly controversial pronouncements.  Another three years of committees
and referrals back and forth and there will not be any programme to make
decisions about. Cunctando destruxit rem, as the Qomans did not say about
Fabius.

And so to the Harvard Core Corriculum which is the subject of Phyllis Keller's
excellent book, which should be required reading for all who have any interest
in what universities should be about. Your reviewer's interest in this book
arose from an article published in the campus news-sheet by Vice-Chancellor
Birt under the rubric "It seems to me ..." Professor Birt wrote:

I believe - very strongly - that it is important for universities to
recognize the value of such a planned educational program; for my part,
I see it as a preparation for citizenship, and for the intelligent and
socially responsive exercise of specialist skills (as a doctor, or
accountant, or engineer, or whateverj. Hence my own interest in, and
enthusiasm for, the Harvard 'core curriculum', which, I suppose, cor~s
nearest to being the model which I hope will be adopted ... The propcsals
for "contextual studies™ go some way to expressing my own idea of an
effective program in general education - and therefore I suppert it.

In order to compare UNSW's proposed 'contextual studies' with Harvard's core
curriculum it is necessary to know what the latter comprises and this is shat
Ms. Keller describes with great clarity. Getting at the Core does much more
than give details of the core curriculum; 1t goes into the history of
Harvard's educational philosophy for the past hundred years or more and how
the implementation of that philosophy has changed with the changing times.

The foundations of the core curriculum were laid by Charles William Eliot who
was Harvard's President from 1869 to 1909. 'The elective system', writes
Keller, 'was nis kev device. Prescribed studies had imprisoned both faculty
and students in a lochstep of reaching and learning. 1f this were removed
.«. the faculty wouid be free to introduce new subjects, offer advanced work,
pursue scholarship and science research.'

Inevitably, in the leng run Eliet's policy led to accusations that Harvard was
being ruled by dilettantism and turning out gradaates who krew less and less
about more and more. Eliot's successor Lowell, a more ortho.'ox President,
sought to put Harvard back on the straight and narrow path. He did this, not
by bringing back tprescribed studies' but by insisting on the two compleme~tary
principles of 'concentration’ and 'distribution'. '‘Concentration’ impliea
that each student must have a major study to be followed in a progressive and
cumulative fashion; 'Jdistribution' meant that students were obliged to follow
six full-year courses chosen from three fields outside their main area of
major study. Keller notes that Harvard did not (arJ does not) stand alone -
its commitment to general education; it shared with Chicago and Columbia ihe
perception that the University had an obligation 'to educate students for
something beyond vocations and occupations' and to transmit 'a common intellec-
tual culture or language to a heterogereous student population and of over-
coming the fragmentation of knowledge symbolised and generated by gcademic
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departments’®.

Action provokes reaction. In the immediate post-Second World War days there
was an understandable revolt against prescription and in favour of free-
wheeling democracy. A loosening of the curriculum followed which led
eventually, according to Keller, not to a 'common core' b ° a smorgasboard of
electives. In the 1970s, there was another reaction, a demand for a return
to ordev and prescription - understandably, in the light of the massive
student unrest of the late 1960s. In 1976 the Dean of the Faculty of Arts
and Sciences, Henry Rosovsky, prcduced a report titled Undergraduate Education:
defining the Issues, exactly the sort or document of which there is such a
pronounced dearth in Australia today; in it he gave the following description
of an educated persosq.

1. An educated person must be able to think and write clearly and
effectively,

2. An educated person shoul)d have achieved depth in some field of
knowledge. Cumulative learning is an effective way to develop
a studeat's powers of reasoning and analysis, and for our under-
graduates this is the principal role of concentrations

3. An educated person should have a critical appreciation of the
ways in which we gain and apply knowledge and understanding of
he universe, of society, and of ourselves. Specifically, he
or she should have an inforued acquaintance with the mathematical
and experimental methods of the physical and biological sciences;
with the main forms cf analvsis and the historical and quantita-
tive techniques needed for investigating the workings and
development of modern society; with some of the important
scholarly, literary, and artistic achievements of the past;
and with the major religious and philosophical conceptions
of man.

4. An educated person js expected to have some understanding of,
and experience in thinking systematically about, moral and
ethical problems. It may well be that the most significant
quality .n educated persons is the informed judgment which
enables them to make discriminating moral choices.

5. An educated person should have good manners <nd high aesthetic

and moral standards. By this I mean the c.pacity to reject

shoddiness in all of its many forms, and to explain and defend

one's views effectively and rationally. R ﬁ

,

6, TFinally, an educated American, in the last thi.d of this century,
cannot be provinc¢ial in the sense of being ignorant of other
cultures and other times. It is no longer possible to conduct
our lives without reference to the wider world in which we live.
A crucial difference between the educated and the non-educated
is the extent to which one's life experience is viewed in wider
contexts.

By the time tihe Report was published Rosovsky had already set up a Task Force
on the Core Curriculum whose members included a political scientist, two
natural scientists, a historian, a philosopher, an art historisn and two
students. The administratioi, was represented by Phyllis Keller, From 1975
te 1978 the Task Force canvassed opinion among faculty and students and in May
1978 the final version of the Core was approved by Faculty by a majority of
three to one. The new curriculum was introduced by instalments and it was
not expected that it would operate fully until 1983.

C
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of her/his degree to courses chosen from the core curriculum. The student

has to take cight rourses selected from five areas, namely Literature and Arts,
Historieal Study, Social Analysis and Moral Reasoning, Science, and Foreign
Cultures. There was in fact a total of ten courses divided unequally between
these €five areas but it was assumed that a student would be able to claim two
exemptions by virtue of her/his work in her/his 'concentration’ or major study.
This i> an important point because 1t means that at Harvard no eours¢ which has
an immediate bearing on the student's professional study can count as part of
her/his 'general education'. Al] students are thus compelled to go outside
their ‘'concentrations' and to do so in an ordered and prescribed way. This

is not to say that there is no choice, there are plenty of eleetives but they
are all carefully selected and all fall within one of the five areas already
mentioned. 1t should be emphasised that the electives are not simply ordinary
run-of-the-miil courses as given to students enrolled in the faculties con-
cerned: they are designed to fit .e needs of those who are not intending to
spe.ialise in that particular subject.

There was much debate as to whether Expository Writing and Quantitative
Reasoning should be part of the Core. In the end it was decided that these
two skills should be a mandatory part of every student's education but should
not constitute part of the Core. Dr. Richard Marius's evaluation of the
1*terary problem at Harvard as told by Keller is worth repeating: Harvard
freshmen, in his opinion 'tended to view certain forms of punctuation - the
comma and semi-eolon in particular - as decorative adornments rather than
useful devices in a sentence. And the discipline of spelling apparently
struck many students as an intolerable shackling of the human spirit'. Marius
also complained of the students' inability to argue logically. Freshman
papers, he said, often 'start with one thing and end with another, and the
roz ' in between is marked by depression, confusion and general clutter’,
Tnere is, indeed, no new thing under the sun.

To sum up; at Harvard there is a long tradition of general education; the
faculty is entirely in favour of genmeral education, the question being how,
rather than whether it should be implemented; the core curriculum occupies
25% of a student's undergraduate programme; no eleetives may be chosen from
the student's own faculty. Contrast this with the situation at the University
of New South Wales. At Kensington there has been a short, ill-defined and,
now, rapidly diminishing commitment to general education; the professcriate
is, by and large, opposed o the concept;: only a proportion of students are
required to do 'general studies' (which is not quite the same thing as
‘general education’) and at most it only occupies 6% of their undergraduate
programme; at Harvard general education is an integral part of the programme
while at Kensington 'general studies' are iaserted almost randomly into the
interstices of a student's time-table; at Harvard the Cecre Curriculum is
given the full! support of the University while at Kensington the Department of
General Studies will soon have lost half its full-time staff over a seven-year
period.

The General Studies requirement has been under scrut:ny by a number of commit-
tees, the last of which recommended that the programme be divided into two
segments: 'contextual' studies and 'rlective' studies. 'Elective studies’
were courses which could be chosen from virtually anywhere in the University;
‘contextual studies’' should deal with 'modes of critiecal thought relevant to
the evaluation and development of the knowledge base ... the soeial context
and ethical responsibilities ... and communication and other skills relevant
to the tasks and purposes (of the student's programme)'. Subsequently, it
was decided to eliminate 'eleetive studies' and to leave only 'contextual
~tudies' and this, as far as anybody knows, is the current situation. The
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decision as to what does or does not constitute a contextual study is to be
determined largely by the student's own faculty under the monitoring eye of an
ad hoc committee of the Professorial Beard rather than, as hitherto, the Beoard
of Studies in General Education on which the Department of General Studies as
well as all concerned faculties had representatives.  From what has been said
it will be clear that the proposed programme of 'contextual studies' 1s about
as far remcved as can be from anything that could be called 'general education’'
let alone a Harvard-type core curriculum; 1ndeed, the ingredients of contex-
tual studies would be regarded either as Expository Writing or as an integfal
part of the major study.

The question remains whether a general education is a mere adornment, a luxury
which a cost-conscious administration can no longer afford, or even an irrele-
vance 1n this age of swift technological change. 1 do not believe so. On
the contrary 1 believe it is today more wmportant than ever that people are
aware of the context and consequences of what they do.

The rationale for a general education must always be something like that put
forward by Rosovsky and quoted earlier; it 1s based on the belief that no
student should leave a university campus without having acquired some knowledge
of her/his social and political environment, the interaction of sclence,
technology and soclety, and the contribution of philosophy and the creative
arts to society. Such an aim cannot be achieved if general education is
reduced to a random choice of one or two electives from the entire offering

of a university. It can only be achieved 1f there is directed choice, that

is to say choice within a framework suck as Harvard's five areas.

A general education is not @ luxury. There are all kinds of pragmatic as
well as philesophical reasons why graduates would benefit by receiving such an
education. It would equip them to be not only better citizens but also
vetier professional people. A deeper understanding of the workings of
society, of the individual within society, of the relationship of Australia

to the outside world, and of our ¢vn and other pecple's cultures cannot be
anything but an asset to anyone who wishes to play an eflfective part in any
walk of life,

There are those who say that Australia will lag even further behind in the
technological race if she does not devote more educatichal time to things
mathematical and scientit.»  the new Minister for Science and Technology
takes a different view. Commenting on a statement in the Myers Report he
writes

This reflects the often-expressed concern in the business world that
too many students are undertaking 'soft' subjects such as literature,
philosophy and political science rather than 'hard' ones such as
mathematics, physics and chemistry. This reflet .5 the naive view
that exact sciences are rigorous and studies based on value systems
ave not. No doubt the humanities are taught in an insufficiently
rigorous way ... but Australia’s future will Jepend as much on its
politicians, writers, artists, and humanities teachers as on its
engineers and chemists. Our primary emphasis in education ought
st1ll to be on the general rather than on the specific and vocational.

There is a certawn ambigulty about this statement; it is not clear whether
Mr. Jones wishes the humanities and social sciences to be given jusl as much
support as th¢ physical sciences or whether he is advocating the giving of a
general education to everyone, thus creating a body of people who are both
\}“teratc and numerate and, more importantly, socially aware; the latter is
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certainly the version which I would support.

Given that many of the iils of the world have arisen from biinkered speciali-
zation, what is to be done? One seolution is mot to favour science and
technology over the humanities and social sclences but to keep them separate;
another is to ensure that 1! students have a taste of both; and yet another
is to make a planned fusion of the two. On the whole the Harvard core
curriculum is an example of the second solution. Harvard's ideal is to
produce well-rovnded, civilized graduates; literate scientists, numerate
literati, cultured coseapolites. This is a fipe concept and would have done
well for the mor: leisured world of the nineteenth century which is its
spiriwal home; it is not, however, adequate for the world of this fin-de-
siecle. The mere encouragement of both the arts and the sciences in separate
compartments is also unsatisfactory. What is neevded now is the third
solution: a fusion, a rcturn to the days when the Greek word techne stood
for both art and technology ziid when there was not even an elitist division
between science and techmology.

Exactly what shape this third solvtion, this new synthesis, should take 1s not
yet clear and will only become so after muich experimentatn. There are,
however, two possibilities which could be explered straightaway. The first
is an up-dated version of the Harvard core curriculum on the lines of what the
general education programme at the University of liew South Wales would look
like if its oryanizers were given sufficient resources. It would be based
on a 'distribution-eiective' system, part table-d'hote part a la carte, in
which students would be asked to choose two courses from each of four broad
areas, namely:

A The Individual and Society

B Australia and the World

€ Science, Technology and Civilization
D The Creative Arts

The programme would be the equivalent of one year's undergraduate study but
would not necessarily be taken within a single year. Experience shows that
students tend to benefit more from general education courses taken in the
later years of their undergraduate life, Parallel to this one could experi-
ment with what one might ¢all a 'technological Arts degree'!, an undergraduate
degree which would be the modern equivalent of wh.t the medieval university
offered. In such a degree 'general education' would not be the icing on the
cake, it would be the cake itself. It would be a multidisciplinary degree
which would equip thz graduate with a grasp of the fundamentals of the
physical sciences aad engineering, exposure to philosophy and the fine arts,
a grounding in secial sciences and management techniques, as well as 'hands-
on' experience of computing and workshop practices. A four-year course could
incorporate a multi-disciplinary design project. 1In days gone by it was
thought sufficient for the generalist in industry and the public service to
have an Arts degree in some combination of history, philosophy, politics and
economics. This is no longer valid, Today we need people who can move
easily across the disciplines and make decisions which require technical,
social and aesthetic matters to be takem into account,

whatever happens it is to be hoped that the experiment in general education in

UNSW which is potentially superior te that offered at Harvard - at least in
concept - will not be allowed to be killed by a combination of Philistinism
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and short-sighted cost-benefit analysis. I was once asked whether I could
prove that a graduvate from this University earned more than a graduvate from
another university as a result of having taken General Studies; my reply was
to ask if that was how the value of a university education should be judged.
Anyone who thinks that such a question is worth asking should read Phyllis
Keller's book.

Robert Waddell
University of New South Wales
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Distance Learning in Higher Education

Learning at a Distaace: @ World Perspective. Edited by John S. Daniel, Martha A.
Stroud and John B. Thompson. Edmonton: Athabasca University, 1982. 342 pp.

Materials for Learning. fanet Jenkins. London: Routledge & Kegan Paul, 1981. xii &
209 pp.

Education of Adults at a Dixtance. Edited by Michael W. Neil. London: Kogan Page
with Open University Press, 1981. 270 pp.

Distance Learning and Evalucation. Edited by Fred Percival and Henry Ellington.
London- ".ogan Page, 1981. 334 pp.

Whether or not the title is grammatically sound, *distance education' is now
well established as a means of providing teaching resources and supporting
learning in higher education. Unfortumately it is often identified, if not
confused, with other educational strategies, notably 'open learning' and
*independent study?, and the assumption is then made that educational techno-
logy or 'the application of scientific method and techgiques in the design
implementation and evaluation of courses' (Butis, 1981 31 must be incompatible
with distance education defined as 'an appreoach aiming to provide freedom for
the student to do his own thing in his own way'. (p. 27) Far from being
‘open' or promoting 'independent study' distance teaching ir higher education
is characteristically didactic. Indeed, Holmberg has fiequently argued that
the development of 'guided didactic comversation' is the appropriate solution
to problems ariaing from a commitment to non-contiguous communication
{Holmberg, 19817). For Holmberg

this didactic conversation consists on the one hand of real communica-
tion, which is the answering of or commenting on assignments and
telephone tutoring, and on the other hand of simulated conversation ...
a style (of course presentation) which implies asking the students to
consider, compare and question matters of relevance and interest.

(p. 38}

One of the issues confronted by many contributors to these Conferences is how
such guided conversations can be geveloped in forms other than print
fWaniewicz, 1982; Mitchell, 19817). Since answers which involve broadcasting
invariably also involve high production costs attention i< increasingly being
y “iverted towards opportunities for individual and small group interaction
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through technological developments in ‘narrow-casting' such as FM radio sub-
carrier signals and audio-visual intercgmmunication by means of telecommunica-
tions (McComnell, 1982; Copeland, 19817).

whatevelr the medium employed there iS, however, general agreement on the need
for systematic planned interaction if distance education is to be effective at
tertiary level. But as Daniel and Marquis {1979) have demonstrated ir an
influential paper, there are almost as many dpparent optimal solutions in
'getting the mixture right' between interaction and independence as there are
distance education systems themselves. |or some, integrated face-to-face
tuition 1n support of distance education is mandatory as a means of ensuring
that independent study does not mean 'solitary confinement' (Smith and Small,
1982).  Others scck ways to maximise the distance atudent's capacity to cope
independently with teaching materials (Zimmer, 19817}, or build telephone
teaching including verbal assessment of mastery tests directly into the tuition
precess (Cochran and Meech,1982).  Another recent and innovative development
ir Britawr is that introduced under th2 title 'Flexistudy'. Freeman (1982)
aescribes a system in which distance education materials produced centrally by
the British National Extension College are provided to autonomous regional
colleges which then take total responsibility for both the correspondence and
support tutorial teaching of locally enrolled students. In this case distance
between teacher and student is modified but that between the course praduction
and course implementation processes . extended so as to ensure a quality of
multi-media teaching and learning materials which would be beyond the reach of
the local colleges themselves.

Distance or ‘apartness' in educational programs cannot therefore be Seen merely
in geographical terms. For Moore (1977) distance is a qualitative factor and
should be regarded as a function of two variables. Whilst ‘dizleogue' is to

be seen as a measure of the degree to which the communications medium employed
permi*s 'learner-teacher interactions', Structure is a measure of the extent to
which the program and its curriculum provide for 'learner-teacher transactions'
(p. 18). The vast majority of University credit courses offered at a distance
in Britain and Australia are highly structured in content and provide little
scope for negotiation on curriculum, and they also require a high degree of
student/tutor dialogue, largely through the interchange of written assignments,
telephone discussion and occasional face-to-face contact., This systematic and
uniform Structuring of content and required participation therefore means that
credit course studies register relatively low in distance or 'apartness' as
compared with the situation of the self-directed independent student pursuing
his or her own private study interests. An interesting example of one way in
which this pre-structured direction of students' activities may be modified is
provided by Boud in a paper descriting the involvement of distance students in
setting their own objectives, slanmning their own programmes, identifying and
usins the resources of others and evaluating their own performasnce (Boud,
19817). A set of course goals common to students and staff is identified and
then each student takes one of these and develops around it learning materials
which can be used by others. Deadlines for pacing completion of course tasks
are negotiated and subsequently enforced, and Students operate a process of

sel f-assessment mediated by peers. It is hardly surprising to learn, however,
that Boud's class comprised only 5 students all of whom were mature aged prac-
t1sing school teachers and despite his optimism that 'aspects of it could be
used with larger classes if students were divided into smaller groups with
about 6 students to each', practitioners with large distance teaching programs
are likely to be sceptical.

, Another and broader attempt to provide for personal flexibility in a pre-
l:l{jﬂ:truCtured system is analysed by Sewart (1982). Mediation is seen as an
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integral and necessary feature bf complex societies where intermediaries such
as social workers and doctors are employed although their primary cencern is
not for the system itself but rather for the individuval. Sewart suggests
that similar mediating services are required where the formal link between an
educational institution and isclated students is confined to a course 'pack-
age', hca2ver well designed. Provided the analogy with social mediators is
not stre:ched so far as to confine distance education advisors to bricks and
mortar surgery attendance or home casework counselling, it serves to emphasise
that successful 'dialogue’ in correspondence-based teaching and learning is
nex likely to be that confined to purely instrumental assignment marking, or
simalated conversatiom in print. Both Boud and Sewart stress the limitations
of distance education reduced to long-range programmed learning, and indicate
the need to appreacu course design and course implementation from the perspec-
tive of the student as well as from that of tk c¢ourse writer, or team of
course producers or teaching institution.

The external student's individual frame of reference has not generally featured
prominently in the literature. This is not to suggest that students have been
regarded as unimportant but rather that the dominant perspective adopted has
been that of systems analysis, in which student involvement represents 'feed-
back'. Distance learning from the point of view of the learner would sec
inevitably to have a secondary place in any system of distance education seen
as essentially an 'industrialised’ form of teaching and learning: ‘a method

of imparting knowledge skills and attitudes ratiomalised by the application of
division of labour and organisational principles' (Peters, 1973). The focus
of writers' attention has, rather, tended to concentrate around two organisa-
tional subsystems -- the institutional management structure (Xaye & Rumble,
1981P) within which a studen: subsystem 'admits students, allocates them to
courses, local centres, tutors and counsellors as requirew, collects their

fees ...', and the course management Structure ‘concerned with the design,
preduction, distribution and recegtion of the teaching materials used by the
institution' (Xaye § Rumble, 1981

teavy emphasis on organisation and management and on course design in distance
education persists in the comprehensive publication containing the advance
papers for the 12th World Conference of the Internatienal Council on Corres-
pondencs Education (Daniel et al., 1982). Despite bzing publi.hed under a
resolute title, Learning at a Distance, a World Perspective, . .eview of the
contents suggests that less than 15% of the 112 papers actually address

student learning as their major tepic. Almost half of the other authors focus
more specifically on course design and uses of various mediz for teaching,
whilst another 30% address aspects of institutional structurc for the pro-
vision of centralised or decentralised course delivery. Amongst the remainder
there are, inevitably, a few papers still defiantly premoting the equivalence,
¢ even the superiority of, off-campus Student performance. Relatively few

in number, the papers devoted to student learning in this collection are high
in interest and quality. Marton and Svensson (1982} introduce the relational
view of study skills developed as part of the Goteborg Scheol's werk on student
approaches to texts and the situational cintext of learming. This it secenms,
has particular significance in relation to the disparate contexts from which
distance students participate in non-contiguous communication with their
tutors. For the phenomenographers, represented here by Marton and Svet.sson,
learning represents a 'transition from one conception of a particular aspect
of reality to another' (p. 97) which perception contrasts markedly with the
other Swedish perspective presented through Holmberg's notion of the guided
didactic conversation. An approach to Student learning from the learner's
perspective is further developed in a paper from Morgam and Tayl »r (1982) who
?“e their base in the British Open University to emphasise that 'the overall
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content of students' experience of learning must be considered in attempting
to improve student learning, besides the specific teaching devices incorporated
in the correspondence text' (p.103).

Since both articles start with the distant student's perspective in mind it is
scarcely surprising to find a close coincidence in the conclusions of Morgan
and Taylor on the one hand and Boud on the other. It is insufficient, in
Morgan and Taylor's vi W, to rely on inserted-text questions and self-
assessment questions which manipulate the learner to become more actively
engaged in studying. They insist on the need for knowledge of learning as
students experience it as the basis of improved course design, and argue that
this knowledge can then be used to lead the student ‘to adopt learning
approaches appropriate to particular and differewtiated study tasks' {p. 105).
Boud, however, may have gone one step further by stressing the importance of
student interdependence in defining these appropriate study tasks themselves.

Janet Jenkins® book Materials for Learning: How to 7Teach Adults at a Distance
directs attention back to a consideration of distance education cr se design
and development. it is presented quite straightforwardly as a Har Jsook for
the production of effective teaching materials but also, and jmportantly as
the publisher's introduction stresses, 'it is a practical book aimed at people
actively involved in nonformal education, and will be particularly useful for
third world educators®'. Academic staff planning distance education courses
in Australian higher education institutions might well react sensitively to
biunt statements such as *Muddled prose is often simply the result of muddled
thinking*, however incontrovertible. Nevertheless the clarity and directness
of style and purpose, systematic structure and wealth of illustrative material
drawn from the author's wide international experience are the basis of the
book's stremgth. The same qualities also make it very readable and this
should ensure its widespread use in many parts of the worlid.

Resdability, however, is not an obvious feature of Education of Adults at a
Distance, a report of the Open University's 10th Anniversary International
Conference edited, and with a substantial commentary, by Professcr Michael
Neil. Like the CEAD Conference ' .elf this book is hard work and less satis-
fying in its outcome than in its promise. From a list of 78 papers presented
at the CEAD Conference 10 have been selected for inclusion in full. |Neil's
commentary, the outcome of a difficult synoptic task covering the other 68
papers 1s heavy with acronyms in which 'DL's' operate in '0C' and *LDC'
national contexts with 'EAD' as their unifying common purpose. In addition to
celebrating the 19th birthday of the Open University the single avowed inten-
tion of this Conference was international collaboration, and whether advanced
on a regional er global basis there is, in this book, no _hortage of reasons,
economic, political or educaticmal, why collaboration should occur. For Lord
Perry the advantages are clear. 'I make a course and give it to you and you
make a course and give it to me and we both get two courses for the price of
one’ (Perry, 1981bj, But he also recognises that what appear to be entrenched
attitudes of institutional autonomy, academic pride and even fear of redundancy
make such exchanges frustratingly hard to establish in practice (p. 10).

From the perspective of the single-mode distance teaching university which
dominated CEAD, the logic and the benefits of mutual exchanges seem as self-
evident as the advantages of such institutions themselves. There may,
however, be an alternative perspective not visible at CEAD but significant in
Australian higher education where distance teaching is offered from mjxed-wode
rather than single-mode universities., In this situation academic equivalence
of the two teaching modes rests on having the same degree majors offered both
"o on-campus and off-campus students, with common course objectives being met
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by distinctive delivery methods for each mode. Introduction of specialist
courses from other institutions is difficult to match with this operational
principle.  Equally importantly, many mature age students wish to move readily
from off-campus to on-campus study and back again as their personal and con-
textual circumstances change and they must therefore be assured of the port-
ability of their credits within their own institutional degree ztructure as
well as beyond. With this consideration of student flexibility we are brought
full circle to the student's perspective introduced earlier through the papers
of Marton and Svensson and of Morgan and Taylor. In Neil's book the con-
tributors to CEAD are represented as being more concerned with the delivery of
study materials than with learning outcomes and Neil's synopsis of the CEAD
discussion on learning seems to derive from delegates' concern about selection
of media, methods for creating teaching material and delivery systems.

The learning we are trying to bring about involves instruction that is
carried out by communicating knowledge, attitudes and skills to learners
in such ways as to enable them to acquire, use, modify, adapt, extend
and generally absorb them into the conduct of their everyday lives,

{p. 99)

In this discussion the distant student's own perspective is scarcely visible.

By contrast to Neil's institutional focus, and Jenkins' course design focus the
cellection of papers from educational technologists edited by Percival and
Ellington is quite eclectic. 1n addition to Boud’s article it includes a
series of professional and thorough formative evaluatien studies of British
Open University courses in process of revision, and other papers having, at
most, a tenuous claim to inclusion in a publication devoted to distance learn-
ing. Between them, hovever, these four volumes cover a formidable amount of
ground. The quantity of material is large and the range broad, the oppor-
tunity for confusion in terminology obvious and the selection for review
inevitably partial., For final comment, however, 1 turn to Wedemeyer (1981}
whose distillation of 30 years experience in non-trad.tional education appeared
two years ago under the title Learning at the Back Door. For it is Wedemeyer
who most tenaciously focusses attention on the learner at a distance and on
learning as an essentially idiosyncratic and location-free process. ‘The
learner and his surround are the basic enviromment for learning. Put the

other way around, learning is a phenomenon that occurs only where the learner
is'.

NOTES

(1)  Three of the four publications under review comprise collections of
papers submitted for presentation at Intermational Conferences, with
*Distance Learning' as their theme:

(i) The 15th Annual Conference of the Association for Educational and
Training Technology held in Aberdeen, Scotland, 1981, and pub-
lished as Percaival, F. and Ellington, H. eds Distance Learning
and Lvaluation. London, Kogan Page. 334 pp.
For ease of reference papers from this collection are cited in
the text as (Author, 19B13),

Q (ii}  The International Conference on the Education of Adults at a
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Pistance held in Birmingham, England, 1981, and published as Neil,
M.W. ed (1981) Education of Adults at a Distance. London, Kogan
Page. 270 pp.

For ease of reference papers from th:os collection are cited in
the text as (Author, 1981P).

{iii) The 12th World Conference of the Internmatiomal Council for Corres-
pondence Education (nov Intermational Council for Distance Educe-
tion) held in Vancouver, Canada, 1982, and published as Daniel,
J.S., Stroud, M.A. and Thompson, J.R.eds (1982) Learning at a
Distance: a World Perspective. Edmonton, Athabasca University/
ICCE. 342 pp.

For ease of reference papers from this collection are cited in
the text as (Author, 1982).
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Understanding Learning

Student Learning In Higher Education. John D. Wilson. London, Croom Helm/
New York, Halsted Press, 1981, ISBN 0-470-27153-1. 194 pp. Price £10.95.

feaching is an activity which assumes an understanding of leavtning. Ten years
ago little was known about how students in higher education tackle the academic
tasks set by their lecturers. Research into teaching and learning concen-
trated on the process of teaching, on ways of improving techniques for trans-
mitting information, and on the prediction of academic success at university.
The normal process of student learning, the most widespread and fundamental
activity in higher education, was a field left mainly to psychological research.
Unfortunately it has proved difficult to extend the insights of the impressive
body of knowledge dealing with gemeral principles of human learning to what
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students do when faced with, say, an essay on the causes of the French Reveolu-
tion or a problem 1n particle physics. One of the reasons is that learning
in an institution of higher education encompasses much more than can be
explained even by sophisticated theories of problem-solving. The traditional
research intentionally controlled out of its experiments naturally-occuring
variations such as students' experiences of assessment and teaching, their
interest in the subject-matter, and their own intentions in carrying out the
learning task. It is now clear that these are among the crucial variables
explaining different levels of understanding.

Today, research which examines how students approach realistic study activities
in complex learning is an academic growth industry. It shows all the famitiar
signs: rapid development, terminological confusions, conflictine findings,
competing 'invisible colleges', misunderstandings by non-practitioners of some
of its ideas and, especially, a paucity of accessible summaries of its work.

In these circumstinces non-specialists may find themselves in a situvation
similar to a first-year student faced with a 500-item reading list. Where do
you start? Why are they saying contradictory things about the same topic?
What are the important ideas and what are the trivial ones? Make no mistake
about it: lecturers in higher education should become more familiar with this
research. It speaks directly to their concern to help students develop that
critical awareness of their subject which is a precursor to the extension of
knowledge in a field. It has inevitable and immediate implications for how
we teach.

John Kilson has bravely taken on the hard job of Summarising and integrating
the findings of research on how students learn The emphasis of his book is
on the main themes of the rec -t research: the concern with the process of
studying itself; the shift away from a focus on how much is learnt towards an
understanding of what is learnt; the idea that students' learning is a
function of what they think is required of them - that stude-ts make decisions
about how to learn; and the concern with the ways in which students in higher
education develop as learners.

The central chapters of the book are those on approaches to learning (chapter
6) and styles and strategies of student learning {chapter 7). The first
discusses the important work of Marton and his celleagues at Gothenburg.

Wilson also looks at some subsequent extensions of this research in Britain.
The Gothenburg researchers asked students to read academic articles and then
asked them two sets of guestions. One set was designed to test the quality
of their understanding (not merely the number of peints recalled); the other
was about students' subjective descriptions of how they read the article.

The results of these experiments are rapidly entering the mytholeogy of teaching
in higher education, often in debased form. Essentially, Marton identified
two distinct approaches to how the articles were read from the students' intro-
spections- the deep approach, where the student focuses on actively interpret-
ing the meaning of the article; and the surface approach, focused on the
demand to perform the task and n memorising the text rather than thinking
about it. Students reporting the use of a deep approach understood the mean-
ing of the article better. It is logically impossible for a surface approach
to lead to full understanding, while a deep approach is a necessary but not
sufficient condition for it,

The distinction has since been shown to appiy, in a more general form, to how
students in many subject areas tackle 2 wide variety of typical academic tasks
in normal studying. It can be still further generalised to apply to more

l: i(:ble orientations to studying - whether a student is generally trying to
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understand or to reproduce what is to be learnt in a course or department.
Deep approaches are inextricably linked to more effective learning. it does
not matter how 'effective® is defined: the connection remains whether grades,
complexity or quality of outcomes, iong-term recall, examination results,
satisfaction with one's own performance, or self-rated progress are used as
the criteria. Australian, Swedish, and British studies all point to this
conclusion. Many of these researches were completed after Wilson's book
appeared. The evidence is also clear that approaches to studying are highly
sensitive to change. They are a function of the student's perception of what
he is being asked to do. Unfortunately, while it is easy to manipulate
assessment and teaching to produce surface approaches, it is harder to
encourage deep approaches.

It is a pity that the author does not devote more attention to this basic dis-
tinction in approaches to studying, which is remarkably easy to misunderstand,
as 1 know from trying to teach it. The misunderstandings lead to inaccurate
extrapolations. Among the ones I have come across are that science students
do not need to use deep approaches; that students who take deep approaches do
not remember the facts; that deep and surface approaches are unchanging
characteristics of individual students, so you teach each group differently;
that surface approaches do not occur except in 'weak' students. Instead,
Wilson engages in some picador work aimed at the methudology of the Gothenburg
studies. Here, as at one or two other places in the book, the author has
emphasised criticism at the expens. of fuller explanation. The style is
perhaps more appropriate, at these points, to 2 student dissertation than to
a book aimed at teachers. In spite of these weaknesses, this chapter is of
absorbing interest, and readers are sure to discover evidence which relates
directly to how they teach their own students. 1 would urge them to read it
in conjunction with another recent review of the Gothenburg work and its
developments contained in Entwistle's Styles of Learning and Teaching (1981).

Chapter 7 of Student Learning in Higher Education takes us into the thorny
territory of Gordoa Pask's investigations of styles and strategies of complex
learning. Modestly, Wilson says that 'It is not within the competence of the
present writer to do justice to the many facets of Pask's work on learning'
{pp. 132-133). Nevertheless, he provides an excellent critical summary of
the main results and theories in a very readable form. This compliements
earlier reviews such as those of Daniel (1975). Readers are advised to steer
clear of Pask's own writing unless they have masochistic tendencies.  Pask
distinguishes between operation learning (where the student concentrates on
building understanding through procedures and logical relations within a topic)
and comprehension learning (where the focus is on {escription, analogy, and
interpretation in a wider context}. Unlike deep and surface approaches --
with which they are sometimes confused -- both types of learning seem to be
necessary for full understanding of complex subject-matter. An important
practical issue is how and when to use each strategy: ‘'versatile' learners
are able to use both appropriately, while studen“s can also be shown to have
general preferences for one style or the other. To complicate matters
further, each of the styles has a corresponding 'pathology' of learning. An
over-reliance on comprehension learning leads to extravagant generalisation on
the basis of insufficient evidence. Operation learning may degenerate into
an excessirely narrow concentration on detail and facts -- the failure to see
the wood fer the trees,

These theoretical ideas are of significance for how we help students to learn
more effectively. Recent evidence that stylistic preferences are related to
personality suggests that we might usefully offer more variety tham is
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customary in many sibject areas in the cheoice of teaching and learning methods.
Pask's work on 'learning to learn' also lemds support to attempts to make
learners more aware of their learning deficiencies as a way of changing their
attitudes and learning processes (see, e.g., Baird and White, 1982). The
research «f Gordon Pask is moteworthy for the contrast it embodies between the
power of its theoretical ideas and the weakness of its empirical studies.
Attempts to replicate his tests have often failed to produce meaningful cesults,
while application of his concepts has been very fruitful.

. The best of the remaining chapters of Wilson's book is the one on the moral
and intellectual development of students. Ome of the reasons why it is hard
to predict academic success in higher education is that students change during
their experience of it. Knowledge of what tkese changes may imnvolve is a
valuable tool in the lecturer's armoury. The work of Perry, for example,
shows how students may develop in their forms of thought from simplistic
dualist thinking {right vs. wrong) through relativism towards persomal commit-
ment.  Students at different stages will respond  “ferently to the same
teaching. Being sensitive to students' individuai requirementis shonld help
them to develop as learmers. Having said this, we should also be on our
guard against labelling studemts as being at one particular ‘stage of develop-
ment' or having ome particular way of learning. Wilson's warning in a later
chapter should be required reading for lecturers:

Most people are somewhere 'in the middle' with regard to any particular
measure or trait. There is a danger that labels which conveniently
summarise the extremes of dimensions, which are themselves psycho-
logical artefacts, may be attached to individuals rather than to
particular behaviours which, in certain circumstances, individuals

may manifest. (p. 137)

The caution, needless to say, could also be applied to the way we use common-
sense categories of assessment as teachers.

Other chapters of the book deal with cognitive styles (a discussion which
might have been more explicitly linked to that in chapter 7}, the context of
learning, student peer groups, and implicatiems for theory and practice. The
chapter which exanines evidence on how the departmental context affects student
learning is good as far as it goes, but it does nmot go far enough. 1t was
written im 1979-80. Since then, research at Lancaster and at the Australian
National University has shown that fumctional links c.ist between students'
perceptions of teaching and assessment in academic departments and the
approaches to studying their use. This chapter would have been more effect-
ively placed after the discussion of approaches to studying in chapter 6,

and a revised edition should incorporate the up-to-date findings, which have
implications for course design.

Wilson's chapters on models of student learming and implicatioms for teaching
and learning are not the most successful part of the book. His discussion of
Biggs's, Laurillard's, and Entwistle's partly-developed theories is of
interest, but his own model is too incheate and gemeral. The practica’
implications, surprisingly, are presemted rather briefly and in a tone of
received objective knowledge, which may not be what the acthor intended.

He is a better writer when he allows his personal feelings to show through.

Despite its generally thoughtful approach, the volume as a whole suffers from

three main difficulties. The author has not entirely overcome his prejudice

against qualitative methods of data collection and handling, methods which

@ tinguish so many of the major advances im our understanding of how students

ERIC 121




Q

118 Higher Education Research and Development Vol 2, No 1, 1983

learn. They have their own forms of elegance and rigour. Nor has he always
provided complete enough explanations of basic concepts to enable non-

specialists to understand them fully. Finally -- and this is no fault of
Wilson's -- the book simply does not offer a comprehensive review of the
research field. This is by far its most scrious weakness, My advice would

be to read this book, but to buy the revised version which 1 hope the author
is preparing. An increase in our understanding of how students in higher
education learn has taken place in the last three years, and what we now know
has even clearer implications for practice. [In particular, educationally
significant connections between student performance, approaches to studying,
and perceptions of the academic context have been established.

In this last respect, Australian university teachers are perhaps more favour-
ably placed than those in Europe and elsewhere when it comes to keeping up-to-
date with the recent researcn. While much of the pioneering work was carried
out in Europe -- at Gothenburg {Marton, Saijo, Dahlgren, Svensson), The Open
University (Gibbs, Morgan, Taylor), Surrey {laurillard, Hodgsem), and at
Lancaster (Entwistle and colleagues) -- the immediate future for thz research
area seems to lie with studies in progress in Australia. lmportant work is
currently under way, to my knowledge, at Newcastle, Brisbane, A.N.U., Monash,
and Melbourne. At Newcastle, for example, John Biggs, who has b~en invelved
in this field from the beginning, is currently exploring ways in whicl.
decisions about learning strategies can be matched to students' motivation
patterns. At Melbourne, Betwick and Bowden are assessing the effects of
combined learning skills/siaff development programs on students' approaches to
studying. The results of these investigations will be awaited with interest
by all who are concerned with better teaching and better learning in higher
education.
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Acodemia Becalmed: Australian Tertiary Education in the Aftermath of
Expansion. Edited by G.S. Harman, A H. Miller, D.]. Bennett and B.I. Anderson.
Canberra: ANU Press, 1980, ISBN 0-7081-1364-8. 260 pp. $8.95.

The End of a Golden Age: Higher Education in a Steady State. Edited by E. Gross
and ].5. Wastern. 5. Lucia: Queensland University Press, 1981 . ISBN 0.7022-1625-9.
144 pp. $26.

A New Era for Tertiary Education. Edited by T. Hore, P. Chippendale and L. Weat.
Toowoomba: Darling Downs Institute of Advanced Education. 242 pp. No ISBN
number; no price given.

A Time of Tronbles. Edited by 1.E. Anwyl and G.5. Harman. Melbourne: Melbourne
University Centre for the Study of Higher Education, 1981. ISBN 0-86839.379.7.
181 pp. No price given.

These four books are a1l reports of various confabulations and conferences,
mostly fairly high level, that have taken place in the last few years to con-
sider the present sorry {?) state of higher education in Australia. The
style is frequently bland and bureaucratic, a lot of punches are pulled in one
degree or another; but just occasionally the blood shows tiirough. The
situation the speakers confromt from various angle. is one not unfamiliar in
other parts of the worid today:; a barbarian gove-nment determined to treat
education as just another part of the industrial system. [If it can't show a
profit, scrap it; or at least get somebody to take it over, sell off the
surplus assets, and set up a holding ¢ mpany to make sure none of the kicking
and screaming subsidiaries gets to know too much Zoo soon about what's going
on as the mergers are nurried through. Is this a passing phase or something
that we have to live with for a long time? Have the morals and the methods
of the Stock Exchange come to stay in higher education?

Quite a number of the speakers touch on this question, some face it head on;
but there seems no consensus as to what might be coming next. No clear ideal
of an educational system emerges from these many thousands of often eloquent
words, the scatter of statistical tables. and the few marginal research
studies. I found many sharp insights, much intelligent comment, several
penetrating paragraphs, and quite a numb:r of well orchestrated papers; but
no overal. convircing philosophy of education; 1little attempt to place the
recent happenings in a long-term, neaningful historical context; 1little human
)
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consideration of the people who keep the System going -- those at the %iunt
end of a stick of chalk; and hardly any mention of the micro-chip, its
fearful progeny, and their possibly far-reaching effects, Ther. is a lir le
sociology in The End of a Golden Age and current events inevitabi, crop up
throughout; but the long and deep view of the world which higher education
claims as its special contribution to the affairs of society harlly ze.s 3
look in (with a few honourable exceptions). In a review of Such & laige
number and such a diversity of papers it isn't feasible to deal with all tne
interesting points which abound. 1 propose instead to take just - few
quotations and ideas, and use these as detonators to explore the shifting
scene.

Academia Becalmed is the earliest of these books im point of tims. It con-
tains the papers given at a conference at ANU ip the summer of 1978, together
with a few pertinent pieces of the previous year's vintage. Right at the
beginning of the introduction Grant Harman remarks that the sudden change of
fortune in the mid-seventies ‘caught many academics and administrators by
surprise'. Apart from substituting 'most' for many, I would entirely agree.
As 1 said earlier, the long view is not common in academia; though it is
frequently claimed as one of academia's majer csntributions when a case is
beihg made for the virtues and funding of highor education. In this volume
occurs the only paper that has anything much to say about the supposedly
central concern of the whole business -- teaching and learning -- when Ernest
Roe makes a measured plea for attempts to improve these activities. Even he,
however, is forced to admit:

A recent Study ... has brought home to me very foreibly something about
tertiary institutions of which I suppose we are tll aware but which
mostly are allowed somewhat uneasily to sleep. It is the extent to
which the decisions we make within institutions are political (in which
I include economic), expedient, convenient and the extent to which they
are not based on educational considerations. I know there are a score
of excuses for this. Indeed when this kind of issue comes’up for dis-
cussion people Say that we are engaged in a struggle for survival or,

to be less dramatic, a struggle for the equitable distribution of scarce
resources.

He goes on to urge that whatever the daily struggle we Should not lose sight
of our ideals. We must cultivate a double vision, focussed both on the enemy
over the parapet and the holy grail in the innermost recesses of our minds.
And is it 'scarce resources' that have produced this Siege mentality? I
didn't notice academics any more inclined to look ahead in the years of plenty
just gon.: by. A.M, Halsey (quoted in A Time of Troubles} makes the same
point more generally:

I would want to urge that our thoughts for the future should cease to be
based on a futurology of extrapolation.  Such a projection of past
trends, apart from its intellectual triviality apd whether or pot it
forecasts optimism or pessimism, is academically boring and politically
evasive. There is an alternative fu.urology <hich is intellectually
challenging and politically inspiring. It is to decide what future

one wants, second to analyse accurately what prcsent one has and third
to work out the pelitical, economic and social paths from the real
present to the desired future.

How one woula like to see Halsey's ideas being put into practice in Australian
or any othzr higher education. It does happen at a few cclleges here and

Q
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there; but the great majority of teachers persist in burrowing down their
narrow subject tunnels and resist strongly the notion that they should break
surface and take a look at the starce and proportions of the world in the
brigh: daylight above.

In all the books, but especially in & Time of Troubles and in A New Era there
is much exposition and discussion of the (apparently) eternal triangle:
universities, CAE's and TAFE. The kind of confused debate that goes on over
such institutions is not unknown in other countries and stems from the afore-
said lack of clear purpose. Because higher education itself has nothing much
to say about overall organisation it leaves itself open to the kind of
political *divide and rule’ which is currently apparent; to the constant
struggle for status and the upgrading of qualifications in which all institu-
tions engage willy-nilly. In A New Era Terry Hore, in a more percipient paper
than most, emphasizes the way our vision of the future shapes both what we do
and how we treat our students. It does not matter whether we articulate our
aims clearly or leave them to be guessed at: the shaping process goes on
inevitably. Why should we have a threefold division? [Does it make any kind
of educational sense? How does it relate to the present or future needs of
society? Few of the speakers do more than glance at such questions. Instead,
as Erpest Roe says, they deal mostly with questions that are expedient, econo-
mie, political, or organizational, as any gang of entrepreneurs might do,
whether in the razor business or not, In this connection I found Grant
Harman's '"Notes op Possibilities for Multi-level Institutions" in Academia
Becalmed of particular int-rest. One of the curses of our present system is
that it consists too largely of horizontal institutions in which the sacred
course and the mightv examination compel rounded individuals into square com-
partments. I would like to see more vartical colleges, as Harman suggests,
with individuals and groups coming to study at all kinds of times and levels.
This would invelve having more institutions with a restricted subject base,

but with a greater concentration of books and learning aids, and a much greater
atteption to what people want to learn rather than what teachers want to teach.
With the help of modern technology such things are more than possible today;
but they need a vigorous debate within higher education itself to justify them
educationally. The universities, in particular, i they are to live up to

the claims of their apologists (of whom there are a mumber in these volumes)
must apply to their own operation the strict standards of research and think-
ing which they boast as their hallmark and which they recommend so strongly

to everyone else and practise on everything else. Perhaps (I speak softly) a
upiversity is a concept that has had its day? Certainly most of the defences
that are put forward here carry little conviction to anyone not already within
the magic¢ cir¢le. But let us have the debate and let us have good educatiomal
research to found it on! Then, whatever the future, higher education should
at least be abl. to be true to itself.

I mentioned earlier that one glaring omission in these books is any proper
study of academics as people. In The End of a Golden Age there is a brief
consideration of the sociology of the professions, together with a short
research study of the academic p-ofession in Brisbane, but the study misses
out a lot of the things one would like to know and depends too much on people's

own ideas about themselves. It exemplifies in many ways the kid-glove |
approach that too many people have towards universities and all that pertains |
to them. [ would like to have seep far more contributio.s from practising
teachers in li'gher edv .tiop in these reported seminars and meetings, as one
part uf tne fuller upderstanding of the whole process which we need, and also
some really thorough study of the academics from the point of view of social
psychology. Instead people mostly figure in a dehumanised fashion, as
awkward statistics, interfering with smooth organisation. It is, of course,
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difficult to combine the bureaucratic and the humane, but the etfort is worth
making.

Looking back at what I have written perhaps 1 may seem to have carped too much;
but ir so it has been for good reasons. Like Goldsmith's village school-
master, 1 love learning, and so am inclined to judge its faults severely. I
thin: higher education is importont; but 1t makes great claims -- and if it
fails to live up to these claims 1t does itself a disservice. It must study
itself, must base its pronouncement- on its own best principles, and not yield
too easily to every political and economic wind that blows. It must not just
react in surprise and dismay after the event; but prepare its thinking and
planning robustly to meet the future, so that it 1s ready for the ups and
downs of fortune. The great uxpansion of the previous few years was actually
a highly abnormal episode in academia: even a tiny knowledge of educational
history will tell us that. It is significant that the Queensland papers
refer to the recent past as a golden age. If I think of a goiden age of
painting, or of drama, or any other great expressian of the human spirit, I
think of periods when great practitioners were alive and great work was done
-= like the Elizabethan era in British drama or the late nincteenth century in
French paintinz. Higher education is a.:s0 one realm of human sxpression: in
however muddled & way, it is one of the growing points of the human conscious-
ness. has it thercfore of great people and high achievement that the Golden
Age editors were thinking -- or was it just money and numbers? I wonder.

“ipally I think one may say that HERDSA can draw comfort from these books.
There are plenty of lively minds pondering on higher education in Australia,
but not nearly encugh. There is much room for more and much nced for massive
rescarch to be done so that myth and hunch do not have things too much their
own way. And let people not be shy in their thinking!

Colin Flood Page

0000000000000000000000000000C0000000C0000000COQ0O000

Creating o Community of Inquiry: Conflict. Collaboration, Transformation.
William R. Torbert. London, John Wiley, 1976 ISBN 0-471.91655.1, 184 pp.

This book relates the author's attempt to create a summer school, which under
the aegis of the U.S5. Office for Economic Opportunity and in association with
Yale University, set out to assist cconomically disadwantaged students to gain
college admission. Torbert came to his position of founder and director of
this summer school at the ripe old age of 22, with a background of study in
organisational development.  The school operated during 1960-68, and the book,
written almost ten years later, was based on an extensive collection of notes,
papers and tape recordings.

Torbert's personal aim was to create an atmosphere in which his school would
transform itself into a real community of inguiry, a schoo! trying to

change in pace with its members’' changing urderstanding of its mission
and of their own needs.(p. iX)
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To this end he attempt>d to permit his staff and students to form their own
structures in line with their perception of their personal and intellectual
needs. He emphasised the need for each of the individuals including himself
tc expose personal fears and ambitions and to cultivate an authentic (and
functional ?) style of communication., His techmique of action research
involved forcing himself and his people to return again and again to basic
questions of personal and organisatiomal objectives, and to resolve these
questions in practical situations rot so much by simple dewocratic means (e.g.
majority votes) as by working through areas of conflict in pursuit of
enlightened unanimnity. The book therefore oscillates in mood, with a
dominant optimism and idealism frequently punctuated either by an agonising
description/analysis/appraisal of the utterances and motives of the partici-
pants (not least himself) or by a statistical interlude wherein a group
meeting, for example, would be deccribed in terms of percentages of construc-
tive remarks, etc.

Torbert concludes his book with an exposition of a theory of stages of organi-
sational development. The theory was arrived at ifter the summer school
experiment had ceased, and theretore awaits experirental support. It is
derived by analogy with Erikson's theory of stages »f personal development and
envisages an organisation as moving through a -atrix of behavioural, structural
and spiritual (!) phases with growth in each phase from relational experimen-
tation to successful activity to self-recognition. The theory permits an
organisation to fail altogether in its early stages or to freeze (into a
bureaucratic mould} at later stages. Movement through especially the later
stages is dependent upon growing openness and self-recognition of the indivi-
duals involved and their ability to maintain and communicate their ideals.

The theovy is attractive as far as it goes, but it does not deal with the
design of organisational structures for viability and self-renewal -- a vital
question for any organisation which cannot provide open face-to-face communica-
tion between all of its members.

It is tempting to dismiss the book as hopelessly idealistic, given the author's
ostensive task of converting a wild bunch of violent, illitercte street-arabs
into college material. (The reviewer admits to having led a sheltered life,
but some of the reported havoc among Torbert's group beggars the imagination.)
But I cannot do that as long as the problem remains for societies: what to do
with their economically, educationaliy and socially disadvantaged members.
Torbert's solution may or may not be workable, but those we know to be work-
able are without exception morally repulsive.

At another level, one might criticise the author's endeavour as having been
doomed by its organisational defects 1t wes arguably unworkable for an
organisation to introspectively formulate its own ideals, objectives and pro-
cedures while operating with funds granted in the context of a higher-l.vel
program which had its own more rigid and narrower ideals. Alternatively, the
structure which permitted one group of students and teachers to go through its
process of development for a year, and then expected the survivors to absorb a
new batch of recruits (ignorant of that development) under changed circum-
stances without damage to the original ideals, could be argued to be inherently
unstable and badly designed. Again, one might suggest that the operation of
the school was flawed by the lack of preparation of the staff, many of whom
seem not to have understood what they were doing, to whom, or how.

But I prefer to commend the book on two levels: firstly as an outspoken cele-
bration of those dreams and ideals which all educationists have (or should
have] but are generally ashamed to confess; secondly as a graphic example of
@" : kinds of organisational conflict in which well-meaning attempts to create
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cohesion in a society have the effect of tearing it apart. These conflicts
are cemented into our society so well that they become invisible, though their
destructive power remains. {To take just one trivial example from the book,
Torbert faced an irreconcilable conflict between his aim for students to
develop through authentic self-expression and his responsibility to a2 college
warden to keep the building intact.) Avstralian readers may find, as 1 did,
that Torbert's effusive and emotional style grates upon them, and that his
use of neclogisms and jumbled prouse is distracting. They may also find
themselves sufficiently intrigued by the enormity of the problem which Torbert
set himself to return to the book, as 1 did, a second and third time, with
growing intrrest.

Paul Best
University of New South Wales
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Browsings

A surprisingly neglected area in the higher education literature ic that of
curriculum and course design. Two welcome contributions are D. Rowntree's
Developing Courses for Students (McGraw-Hill, 1981) and A.J. Romiszowski's
Designing Instructional Svstems (Kogan Page, 1981). The titles are indicative
of the approach of each au.hor; the latter will appeal to those who can
interpret many boxes linked by innumerable arrows and expressions such as
*pre-prepared paths towards predetermined goals'.

There is also evidence of a revival of interest in professional education with
the appearance of two new books from Croom Helm: P. Jarvis, Professional
Education; and R.J. Brownhill, Education and the Nature of Knowledge. These
should be read in conjunction with Phyllis Keller‘'s very 200d account of the
general education programme at Harvard, Getting at the core (Harvard University
Press, 1982), which is reviewed in this :ssue.

The significance and complexity of the ethical issues which car arise during
the conduct of teaching and research are not sufficiently appreciated by many
academics. T.L. Beachamp et al. have edited a useful collection of papers on
the topic of Ethical Issues in Social Science Reseprch {Johns Hopkins Press,
1982). The 1982 May/June issue of the Journal of Higher Education is entirely
devoted to the topic of ethics and the academic profession and contains a good
deal to interest anyone engaged in teaching or research.

There are many journals which we may not routinely scan but which often contain
material of relevance to our work. For example, a recent issue of Sciento-
metrics included papers on measuring the quality of scientific journals,
judging research performance, and assessing academic productivity. It is
widely held that judging the quality of research is a simpler task than judging
the quality of teaching. 8. Cele et al. in *Chance and consensus in peer
review' (Science, 214, 881-886, 1981) have produced evidence which challenges
this belief. They obtained an independent set of peer reviews for a sample
of proposals submitted to the U.5. National Science Foundation and found that
one in four of those which were funded would have been rejected by the second
set of referees and vice versa. The journal Certified Accountant has a
somewhat ambiguous title, unlike The Journal of Irreproducible Hesults. Many
of our readers may not te familiar with The Skeptical lnguirer, the journal of
the Jommitice for the Scientific Investigation of Claims of the Paranormal.

It is thoroi,nly recomnended for the sceptical and humorous tone in which it
reports on such items as the Squamish Bigfoot hoax and creationist cosmelogy.
The Spring 1980 issue includes a2r account of a travelling antipseudoscience
lecture act by ‘Captain Ray of Light* (Professor Stalker of the University of
Delaware). Stalker found that serious critiques of pseudoscience made no
impact on students so he embarked on a programme of comical debunking which
has, it seems, proved to be much more effective.

Who can claim the record of being the most durable don? According to the
Guinness Book of Records it is Dr. Routh (1755-1854) who was a Fellow and then
President of Magdalen College, Oxford. for a period of 79 years. Alas, in
these days of retrenchment and early retirement none of us can have any
prospect of matching that. The record for the youngest undergraduate is held
by William Thompson (1824-1907), later Lord Kelvin, who enrolled in the
University of Glasgow aged ten years and four months. It seems highly
unlikely that in these days of increasingly mature aged enrolments his record
i1l ever seriously be challenged either.
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