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- Women in’ Advanced Educatlon -
—-—M Advancement For Whom'? R
- - ]an Cfraney.and Carol .'O"D'_onﬁell- R

, Thls article traces the,rise and dechne of the advanced educahon sector’hlt points out’
. that the formation of tlge sector results in large part from the political efforts:of male ¢
dominated: professmnal vrganisations and educational institutions to delineate and . |
~« enhance their.spheres of influence. This partly explains the differing course structures - .. .
~ faced by male and female students, and the enrolnient pattems of the sexes, There is - '
thus the strong suggestictisthat the lower pay- and mienor labour.; market position of o
women is related to their lack of opportunity to organise to pursue their industrial .. R Y
 interests both in the work place and in the educatlonal mstltutxons that lead toit. . L

‘ 3.

. We. argue also that mcreasmg partxc1pat1on x;tes of women in advanced educahon P
;. do not necessarily lead to enhanced labour- market chances ‘How womepn will fare in *
_the workforce depends on whether employem base their selection of employees
. primarily on the applicants’ length of educahon, tﬁ;e of quahhcatlons, or-sex. -
* This’ point is elab:xated in our discussion of ‘¢hanging CAE emolment,pattems for
~ women, and has in\plications for those involved in forming pohmes axmed at ", '
"amehoratmg the »rate of female youth unemployment : '

-
R A

'le Vzolence in Ausba]m ‘ » 5 A
h Carol O’Donnoll. B.A.(Qld), M. Ed (Sydney) Ph.D. (Macquane) is an untenured tﬂtox
. inthe School of Education, Macquane University. She is "co-editor of ‘the book .
L  Fe amzly Viclence in Australia,and author of The Basis of the Bargam Gender

- Scboo]mg and Jobs to,be pubhshed by Geo:;ge Allen and Unwm
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ADVANCED EDUCATION ENROLMENT PATTERNS — AN OVERVIEY, ot \

. S S S g . o ‘*\\;\ SR ~ N\
. e e T o LN e ' - K
Advanced education-as a distinct sector of tertiary education was created A '
in 1965 by the Fedetal, government as ‘a response to the’ Martin Report of L
", 1964. Over the first decade of its developument, its' growth was rapid. . v
e, .—-In-1968_the  advanced_education sector housed 3.5% of the 17-22 age group. . In :
\/ 1977 it housed 9.7% and ‘was numerically three timés" larger.f“”‘Between~1968~—————~~—
"and 1977 there was an’average annudl increase in efirolments of 13.6%.- (1) !
‘ However, in 1977 recession conditions finally caught up with advanced .
. ‘educatfon.., Since then, first year intaké has: been held constant at the i
"2 1977 level and . overall enrolments began to decliné after 1978. At the L
»* énd of the, period of growth between 1975 and 1978, the: pumber of students _;v;
in (CAEs: had«increased by 27%. Increases irr 1978 were of part-time . - Lt
v, students only, with a 1%. decline in the number‘of full-time students. ' Since B
1977 there has .also ‘been ‘a .decline in- ‘the humber of. students in the 17-19
age group, reflectihg the-falling proportions of school .leavers movipg o e
directly to higher education. There has been an increase in'-the number of ‘ .
older students (30+), *especially older female’ students. There has been
" an.increase 'of . fefiale. students overall in spite of the declining parti-l" B
. cipation of young female studénts. In 1975, 46. 9% of newly enrolling '
_ students’were women, ‘and in.@980 women were 50 3% of new enrollees. (2)
Women have constituted about half of new. enrollees since 1978.;
“ P ~ ‘ AR -
Women s participation in advanced education is concentrated in three fields°
teacher education, liberal studies and’ paramedical studies. In 1975 these .’
‘fields accounted:, for 81.8% of new feméle enrolmerfts for first qualifications
" and 45% of male enrolments.v "In 1980 these fields" still accounted for 67.3%
of first. female enrolments, but.only-29. 3% of ‘malé enrolments.’ While ’
enrolment of "men. and women: in CAEs is almost equal, more women than men )
actually graduate. . The higher dropout ‘rate of male students appears to be
comnectied to-their greater likelihood .of being part-time ‘and/or:older than
Y female students. - The proportion of female school students moving directly .
) ‘from school to CAE training. fell from- about “32% in 1974 to about 25% in EEE
1978 ‘while the male proportion remained stable at about 20%.. - _ .

1 -~
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" The above trends are not indicative %ﬁxd/p;rticularly bright future fgr women._.
© As we shall argue later, the nature 6f their participation -in advanced educ-
.- ation must be linked to the pahcity of their workfofce options ‘in a segmented
- labour market. where 84,4% of women in;the workforce dre in overwhelmingly
female occupati s employing 10% of the male workforce. (3) WomeR)are
concentrated in of the<§{/§2i§pations listed by the government statizii:i;;.
(4) . More than a qudrter of the ¥emale workforce is in sales, cooking, :
waitressing, housekeeping, caretaking and cleaning. A third of. the female _
workforce is in the clerical area. Just over 10% of the female' workforce is
in nursing and teaching, -occupations at' the top ‘of the female workforce - *
hieratchy but which hold a doubtful professional status. (5) Even in occup- -
ations that are predominantly female, positions of epower.and status. tend to
~———be-held-by-men:——-This- dis-particularly apparent in. teaching, and appears ‘to be

wapt
N

, . . .an increasing trend. (6) Within a particular occupational field,‘occupations
with higher status and which have the option of private or self-employment
* tend to be predominantly male, although the field as a whole might be pre-
: ; dominantly. female. This trend can be seen in the paramedical field, where
- pharmacy and physiotherapy have a ‘higher proportion of self employed males
than females. Occupations in the field which involve lower - paid hospital-
type employment are predominantly female.'

The advanced education sector.enabled innumerable industry-related tertiary
training and work areas to be. developedvlargely for ‘men, witH.a status
"equivalent or identical to those entered through university training.  ‘The
.¢ . narrowness of the range of female occupations, the great need for teachers.
"during. the 60s and early 70s, and increased demands for higher education,
* meant that proportionally more and more women enrolled in teaching or teaching—
" related courses at universities, CAEs and former teachers’ colleges. “Women
«also crowded 1into paramedical therapies and the social welfare area. Such -
training usually leads to governmen{ or government.supported employkent, so
‘that its utility as a job ticket depends partly on ‘government commitment to

-the area and on relatively high rates of government expenditure.
. A . .

, -

DEFINING THE ADVANCED EDUCATION SECTOR ~ * '+~ . |
. " The Martin Report, which led to the development of advanced education as a )

distinct sector of tertiary education, was born of an era of continuous
economic boom unprecedented in Australian history that produced an accelerated-
need for tertiary trained. workers. = The boom was linked to growth An
technically advanced, . capital intensive industries, and massive’ infusions of*.
cheap migrant labour into 'unskilled menial work.. It saw widescale upward
social mobility, especially for Australian born males, into technologically -
based white collar occupations. ' The service sector also _expanded, an area
. of traditionally-female employment. Concomi tant expansion of social welfare
.~and other government services meant increasing female employment in the fields-
of health education and’ social welfare areas generally. o
R
Sir Leslie Harold Martin, an academic and a director of IBM, chaired. both the
Australian Universities Commission and the Martin Committee; Three- of the
fourteen nmewbers of the Martin Committee were full-time corporate executives.’
- ‘ irectors, several others had close corporate connections, and the academic
repfesentatives on the committee were biased towards the sciencess - The _only
humanities or social science member was Professor Peter Karmel, Professor of
Economics; proponent of’the then popular vidw that education was a dominant -
factor in economic growth. In the words of. the Prime‘yﬁnister, Menzies, the

-
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'-_(unsuitable) young people to attend (and fail) at university. It saw degree_;ﬁ
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committee was "widely representatiVe containing not only expert opinion but
business expertise and financial experience " It contained no women. (7) -

b

" It propoged that in addition(to universities, an Institute of Colleges and a-

. e . . R . Lo - . . -
s “ . . W . . .

The Mar;%E Commit tee recommended a tripArtite structure for tertiary education.

Board of {Teacher Education be established in each’State, to receive Common-
wealth ifinancial aid on the same basis as universities.f It ‘stressed the. .

' comparability of these institutions. with universities, asserting that the lack
of comparable institutions caused undue pressure to be brought upon m53§ ' o

courses as a possibility for these neweinstitutions in _the: future, and more’
basic, diploma courses as the appropriate starting point. . 1t.made no comment
about! the proper balance of degree and diploma courses. Balanced development
etween the, three sectors was to be ensured by the newly proposed Tértiary _
‘ducation Commission. - ; e '

A o

Defining tﬂe status ‘of education and training institutions, and fields of
.study and qualifications within the tertiary sector, is an ongoing problem.
Before ‘the Martin Report there was a binary system of: . tertiary education )
compgsed of technical colleges and ‘universities, with considerable ‘variation
from.State to State. Teachers' colleges and technological institutes also
provided vocational training for particular workforce needs and, compared
with universities, were poor relations in the system. . In the early -608 .
technological institutes grew in power and importance, _many with a tradition ;
of conferring degrees that were accepted as equivalent to university degreesu
‘Universities in some States had long been offering diplomas, .and sometimes
degrees, - in applied, vocational fields of training, such as:pharmacy “and N

. physiotherapy, which technological or other institutes handled in other States,

- notably in Victoria. .University failure.rates were a constant and growing
problem. It was cleaf that a massive expansion of tertiary education was
necessary, that it needed t¢ be boosted in more vocational directions, and

- that divisions between- courses and sectors had to be clarified

Y o
Federal government response ‘to the Report was positive and fast. By June - .
1966 the newly formed Commonwealth Advisory Committee on Advanced Education -
had released its first report (the first Wark Report), which attempted to
translate the Martin recommendations, into a working plan.and outliped
strategies, financial and otherwise, ‘for the achievement of the newly
envisaged advanced education sector. - e

The Martin Committee was xtremely vague in its description of the functions
of, and. differences betyéem the various tertiary. streams, an aspect of the
Report that’ received ifmmediate criticism. (8) . In:the views of some o
'commentators these problems are incapable of resolution. (9)° Prescriptions -
" expounded in the Wark .Report include that. advanced education should be
" diverse, should be ‘primarily vocational, should be concerned with applied.
courses and research rather than. th t centred around - disciplines, shoyld -
) emphasise teaching over research, an should-develop a close association with
industry and other relevant organis ions. (10) -

It has. been claimed ‘that an underly ng assumptién of the advanced education
. sector was that it would piek up the "weaker brethren" and relieve univer-
-sities of (the burden ‘of catering for the "Jower level' of matriculant. (11).
vscudies of\tlie social Plaaﬁuzzckground .and academic attainﬁ%nt on entry of
university and advanced ed ion students'suggest that the oft-quoted maxim
f "different but equal" was not quite the case.  The advanced education’
sector has consistently had a higher proportion 2f less academically able

v
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students, from lower socio—economic backgrounds. (12) . The lower academic
" abidity of advanced education students'was a visible problem when tertiary
fees were charged. Far fewer advanced education students than university -
students held Commonwealth scholarships, yet because of their poorer back-j
grounds their need foy schélarships was greater. (13) . . : S

Women were scarcely rep,resented in the advanced education sector in the early Q.\

— years. Their-absence was unnoticed by educational planners. The two Wark .
reports clearly -envisage the typical: CAE student and staff mémber as male.

They emphasise coordination with industry, for both students -and staff. They
express concern that staff salaries must be "at a level .which will attract
"men of quality and give them a sense 'of career opportunity”.  The 'slight
concern expressed in. the Martin Report about women in tertiary education (dis-"
cussed later in this paper) was quit forgotten in later considerations of
women in advanced education. i o -

s

; e

Lt
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Inltheestablishment of the advan¢ed education sector, ‘certain existing
institutions were approved as "colleges of advanced education" and - financial
aid extended to them on the: same basis as to universities; provided they
vere teaching "to the standard of attainment at ‘diploma but not at . degree

- level". Twenty-six institutions were recognised initially. These. were- the
institutes of techdology and major technical colleges in each State and -some
small specialised colleges for art, agriculture, nursing, pharmacy, speech .- -

d therapy and occupational‘therapy.: In the race to line up for recognition

" and funding the Victorian institutes and technical colleges were first off .

o the mark, having already been grouped by the'Victorian Government in the

‘Victoria Instituté of Colleges Act, 1965. In the first Wark Report of 1966
the Victorian Governmepz is listed as submitting proposals for advanced educ-.
ation status for 10 institutions, seven of which belonged to the newly formed
.Institute of Colleges. :In the second Wark Report of 1969 Victoria is listed ™
with 19 recognised CAEs as against nine in-N.S.W., with a much larger pro-
‘pulation. . The Victorian initiatives can be understood in terms of the power
of its technological institutes and technical college, some of which conferred
degrees through association with the universities. The Victorian action
ultimately helped make the technological institutes in all States the tall
poppies of ‘the advanced education sector. These were, of course, male
&ominatecholleges, running primarily male dominated technical and business
riented courses.l__ i t . 4 .

- In the early stages of the growth of the sector.the only real ‘representation
b miles wag In art, liberal studies epd paramedical : therapies, and in
isdblated nursing and teaching courses. The paramedical field.was a large
field of study in the sector. from the first, with between two-thirds and

- three-quarters fehale enrolment. With the exception of teacher education,

it is today the largest drea of study in the CAEg.. " Nursing has not generally.
been incorporated into the advanced education sector. ' The Wark Committee
gave approval -to the incorporation of post diploma nursing courses within: fhe

. paramedical- field of the advanced education sector, but was wary -of making a
commitment to diploma. level training. - This was supposedly ‘because of the
size of the field (90,000 registered nurses in Australia) and the fiecessity
for trainees to have access to appropriate hogpitals for extensive ward duty..
Even the .modest qﬁoposals for some incoirporation of nursing within the-

advanced educatioh ‘Sector, as recommended by_most reports. on nursing, including

.

cr
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the 1980 Sax Report, have been shelved for the time being. The inclusion

of more nursing courses‘dn CAEs is still- ‘on the agenda, in spite of long-
standing opposition from the _.M A. : __" - T

lAt first it had been planne that diploma and not degree courses ‘were to be.
- ‘taught at colleges of-advagc ation? . Institutions such as the Victorian
- College Qf\Eharmacy saw t they would 1ose some” 6f their’ status, .as: they. .
. had long conferred degrees: equivalent to ‘university degrees. Pressurq arising -
- from this fear .led to the Federal Government appointment of the Wiltshire

" Committee ‘in July 1968, which‘repoffed in June 1969., The Comm;ttee presented 5%

- a new system for dlassifying: courses in the .advanced’ education sector whﬁdh : *f“

E included both diploma and- degree courses.- 1Itsobserved that a number of,
] advanced . education courses in a _pplied sciences, engineering, architecture,-l
building} and business studies were  the, same length and 'level.as corresponding
university tourses. : e system for the accredita on of. courses was included- S
in the. Reportr '’ Accredifation was,” and still is, an involved and complex ’. '
_procedure with proposals .channelled through- comuit}ees at State-and then at
Federal levél.  'The’ technolagical and commercial ourses -mentioned above, S

-l

' f_ many of which had gained. degree status before tW¢ economic recession took hold,

had a fasterfand smoother voyage to degree status thanxthe later arrivals to

K .
. - . ' ' .
LR B L . * - e . .

~.associations and.professional registration boards over the length and status;

" of. -advanced &ducation courses was an impdftant fac%or influencing’ develop- . _; R
-,”ments in advanced education. ‘It operdted to enhance the status of courses-

" predominantly studied by men.. The most nqtable case was the Institution of -

" Engineets, which accredits ptactisin engineers dnd has influénced the educ—

ation of engineers, . The Martin ‘Report Supported the. Institutien of. *--

= Engineers rule.that 'a four .year- training course, was necessary for engineers ’

‘accelerating the growth of bachelor degree ce;rses in engineering in_the’

*advanced éducation sector. The’ Institutes o) Physics, Chemistry and M

) Architects have had a lesser;?though significant, #ole in’ influencing c0urse

- development in CAEs. ' Professional Associatfons in- Cartography, Radiography, T

i Surveying and Town Planning'have also. pressed for changes to ‘advanc&d educ- v

1I,ation courses, Zhe tenden y-has‘been to upgrade to the)highest level d4n - . o

'”veach field ad taging pro SSional ields that Were quick off the mark, ' -« .
ﬂbowerful, ‘and h d a good case for upgrading through links with universities.

z:HE HVCQRPORA ’IYQN OF IFA CHER EDUCA’HON ;

Sy P LTI PR
. . - N i Lo + -

e

yAlthough originally the Martin Report had envisaged a- tripartite structure to
tertidry educatibi:with a Board ‘0f’ Teacher Education separate’ from an ~..\;
Institute ‘of- Colleges,\teacher education becamé incorporated into the . :

Robbins’ Report of 1963, it was agreed that low and vakiable standards ~y
. teacher” trainsng ‘resulted. from: State -education” departments funding-the traid-
*ing and employing its products. . The Martin. Report had proposed some multi-
;purpose rural colleges‘that would include teacher- education. * The Statea
supported these - plans, bécausé it meant that: funding wquld cease to be a
. State respdnsibility. The gecdnd, Wark Report refers to'proposals frqm three -
‘States ‘to include teacher training in CAEs. (14) It was clear that tHe . -
~inclusion of teacher training under the advarnced. education umbrella would mean
“that ‘a CAE would be. made viable in-a small centre that : could not otherwise
: ,provide for tertiary education. (15) There were obvious benefits for- all,

_ ] o . @ S oo
e c“ ‘1-23‘ . o LTS
R & T P

.

" The’ power ‘and influence of male dominated professional'gnd para-professional ’ cf f:

9

_“‘ . _Iv. "‘."-','l'

. advanced .education Sector 1in. 1973, In?line with the findings of the(British ST R
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and teacher education was o6fficially and totally hauled under -the advanced
.-education umbrella in 1973, following the recommendations of the Senate
‘Standing Committee on Education, Science 'and the: Arts, which reported in June
1972, However, since 1969 teacher education had become an increasing part of
.the advanced .education sector with the acceptance of teacher education in
multi—disciplinary regional rural colleges, and at Hobart._
Women's present equal representation in the advanced education sector came
about through the incorporation of teachers' colleges. This ‘move overnight
doubled the number of CAE's (from 39 to- 78), added greatly to the number of °
students; radically changed the ratio of full’ time to part time- students;“and‘"“f'f“
equalised the sex ratios. Teacher education thus became the largest Field of ]
“study in’the advanced education sector: The dramatic‘effect .of the inclusion:
of teacher education on the number and sex of ‘students ‘in ‘CAEs can be seen _
from the . following. table. The- eﬁfect of the rapid“decline in teacher training ,4m
"can also be. seen.' . . o -
As well as’ entering.the advanced education race well after the starting gun,
. teacher education entered without such watertight claims to upgrade its
courses tQ degree status as the technological'courses. - Different conditions
applied to teacher education in each ‘State ‘and. teacher education,. coupled with
a degree, was already carried out in-the universities. * In general university
trained teachers entered the. workforce with a more advanced standing and a .
. different career structure ‘from college trained students. - A university degree
" was, -in genéral, seen as essential to secondary teaching, except in the times
of critical teacher shortage when - "junior secondary courses' were spawned to
get teachers into high schools fast. The teachers' colleges which became
- CAEs were largely devoted Yo training primary teachers. Primary teaching
courses had been only receptly 1engthened from two to three years. The

TABLE_lt ‘Numher of newly enrolling students, per: cent of female students andii'”
: pex cent of Teacher Education students, 1971 81 .

-1971--1972 1974 . 1975 1976’-19‘77 1978 1979 1980 1981 .

Total ' 17 408 20 078 44 659 58, 165 55 845 61 264 62 243 62 149 65 , 757 68, 389

\ . % Femalé 25 27 45,3 46 6 _ 47,2; 48 5 49.§ . 50, 9 ,50.3 ..49.4‘ i
%Teacherd_: . -.,‘ “ ?jf o o . l'f_lrw"f R _ttﬁl‘.a
education 2.7 - 9.1 41.8 " 44.0 42,6 40,8 . 40.8: 30.6 : 26,8 25:3
students ' = o B A o

B ‘Source: Australian Bureau ‘of Statistics, Colleges of Advanced Education, y

. selected years 1971- 81. -

Lo
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o rise in the proportion of female

. specific about any of them) and noted th
»interests of the nation". - It made no attempt to explain why’ there was a poor-

v'proposals for fefiedying them. Its general proposi
.pation in tertiary education were oriented toward-2
“out of school early. The special disadvantaged situation of girls-was not
"dealt with in its recommendations. In a report grounded in the belief that
‘education is a key factor in economic growth, it is. surprising that the-clearly

13 'mgberEduddﬁouReséder dndbével_ppmea}va'z,gvd‘z, 1983

c .

Commonwealth Advéiory Committee on Advanced Education (CACAE) gave consider—
ation to longer courses for a small number of specialised pre-service courses

but proposals from _some States that all three year pre-service courses be

- lengthened to four - years were not: accepted. The bulk of teacher education

courses continued as three year courses, and every proposal for degree status
was rigorously scrutinised. (16)  The National Enquiry into Teacher EducatIon
(the Auchmuty Report) of 1980, recommended that a:four year preparatory . course
be set as a target to be achieved in the 80s, against widespread opinion that
such action is not justified, largely for economic reasons. - Degree courses

_in primary teaching were being. introduced in N.S.W..only-in ‘1981. - -These-

courses are more narrowly wvocational than similar degree courses in univer—
sities and ‘do not supplant diploma courses. :

WOMEN. IN HIGHER EDUCATION; THE MAR'HNAND FOLLOWING REPORTS
. . . ) . . L . . ' _' o .

‘Women gain a cursory mention An the 500 page Martin Report. In a three- . -

quarter page review of the situation of women in higher education it commented
on women's low representation in university enrolments overall, and their
extremely low representation in fields other than humanities. It claimed that .
thére was a "wastage of talent" among women., - It noted with.pleasure the 4%
:gtudents at yniversities between 1953 and
1963, and made a brief comment that thg quality of science teaching in girls' .
schools might be so low as to preclude some girls from a scientific or science
related career. It also- drew attention to the barriers preventing the full
participation of married professional womem in the workforee (without being
at'the situation was "not in the best

representation of women at uhiversities, ‘nor why science teaching was poor at
some girls' schools, nor why there had been an increased participation of
women in universities in the last decade. In its projections for future
university enrolments it estimated that by 1975 there would still be twice as .
many men 3s women attending universities.

Thus, while commenting on the:' wastage of talen;;§;;;ng\woﬁén‘~itiaccende it

as inevitable and likely to continue. 'ﬁhile comménting that in some respects'
Australian women were disadvantaged in comparison to thodaiilkrseas counter-
parts, and whi e locating two likely areas of digag . ~offered no.

oY increased partici- .
Pe boys and girls who drop

demonstrated wastage of female talent was condoned. ' The Martin Report clearly
assumed . that women would not be contributing to economic expansion through
gaining the technological education the Report promoted. :

The two Wark” Reports of the. dommission on Advanced Education (CAE, 1966) and

‘the Commonwealth Advisory Committee on Advanced Education (CACAE, '1969),

negledféd the very modest start made by the Martin Report and scarcely. mentioned
women at.all, - The second Wark Report made brief ‘mention of the retraining of '

~oldex: ‘women graduates for the resumption ‘of professional careers. The .
_question of pilot courses for diploma nursing level was also raised. -~ But the

place of women in the advanced education sector was not subjected to an. informedh_

‘analysis by policy makers in ‘that area.' ha

14
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The Williams Committee into Education and Training deliberated in l977-78, a.

claimed that certain colleges shqﬁEd have a special direct relationship_with
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'(Pe Schools Commissioﬂ?s GirlsL,School and Society, published in 1975, a

d§§gehensive analysis’'of the educational inequality of women, re-examined in

depth issues that the Martin Report had mentioned in passing ten years-

earlierr It drew particular attention to the sexist ethos of schoold and the

ways the curriculum preempted career choice for .many girls. : It was. based on .
concern about . the.social and economic implications for women of the ' wastage

of female talent and of sexually divided workforce and training systems. By = ¢
that time the .advanced education sector. had reached its peak, with established .

'patterns of male and female participation. Some of the dangers of these

patterns were pointed to in Girls, Schools and Society, but these warnings were

' ignored, - R g

. .

;o R . . . . .' . B ‘ . -

time of economic recession. . Expansion of many Australian industries was no

“longer - expected. The task at hand was not to expand -education and training

butgto cut enrolments. and expenses. At the same time widespread concern and .

higher expectations for women in education and. the workforce could not be

disregarded. The Williams Report, while commenting on differential enrolment
rates of men .and women in universities and TAFE, had very little to say about
women in CAEs..” In addition, it failed to examine the implications ‘for women

“of focussing on TAFE at the expense of other (more expensive) post-school

sectors. ~ Its treatment of women was fragmented, cursory and inadequate.‘

The Report's proposals for the strengthening of one large CAE in each State is
evidence«of the powerful position of the technological institutes. which
entered the advanced education sector early. These institutes bound them-

-selves together separately from other. CAES under the Directors of Central
‘Institutes of Technology (DOCIT)..._ In its submission to the Williams

Committee. the DOCIT group claimed that- these colleges_shou1d~be«—recognised -ag——
"senior" institutions on the.basis of criteria they themselves advanced. It '

Federal duthorities, similar to that of universities, and that they should be
separate from other CAEs. Men make up- the bulk of the students in DOCIT
colleges. (17) The Williams Report's discussion of rationalisation .of the

‘advanced.education sector has led to proposals that 30 CAEs .be amalgamated,"

most 'of them institutions in which teacher training predominatesand female
enrolments\are high.

[y

The era of expansion of teacher education is now over: The incorporation of.

.teacher education into advanced education added only one member to the CACAE’

to speak on.behalf ‘of the area. Little. resistance to. government policy has

‘been exerted from this direction. A non—growth directive for teacher educ-

ation was included in the May 1976 guidelines to the CAEs-for the 1977-79 _
Report. -Enrolment in teacher educatien, especially in primary courses, is

" now declining and is well below.the 1977 level.

E
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TABLE 2: Number of students commending degree and diploma teacher education . '
- : t  and paramedical studies courses at collegeg of advanced education
DRI in Australia, 1974 to 1981 o

\ - e

v

Dos 1974 1975 ° 1976 - _7'-197“7 © 1978 . 1979 . 1980 1981

*

Teacher : . S Lo " B . % '
education 16,578 .21,174 .18,699. 19,919 lS,;lZ* 15,249 14,%&2. 14,62s . :
. ' ’ '. ] :
fara::?' . R : '-_.., < '-f S
mediéal 1,207 1,545 2,294 . 2,743 ©.2,768° 2,888 2,784 2,286 T ..
'studies S S R S s S o .
* Seg. Note to Table 3 ‘ . T &

. . . . a
Sourcé:._‘ Australian Bureau of Statistics, Colieges of Advanced Education. ;

A

. B . .
-

Teacher training is drawing its female .entrants increasingly from middle class
backgrounds.. It is no longer a means of working‘class upward. mobility into a’

midd e class occupation, especially: for wémen. The Correy Report of. 1980 . Y
*(18)' revealed, that in New- -South Walg, female teacher trainees were five -times S

s ,more likely than male teacher train to come from professional/managerial .7 .

o backgrounds. ) _ . 2 . B . a

" .Teaching has been particularly affected’by the elimination of Teacher Education
Scholarships at the State level. - While the..effects of the abolition of
Teacher Education Scholarships are not béing officially monitored, research

. done within CAEs indicates that low income: and rural female students have been
—_-...particularly-affected. (19) The latter are students who have little prospect
' of obtaining other tertiary or job training, and- their job prospects in the
present-era are bleak.

It is clear that female students and female areas of study in CAEs have always
* had secondary status. They have been largely overlooked in government
reports: on the sector and they have not had professional organisations strong
enough’ to make their interests heard and taken into account. Male dominated
.ingtitutions and professional organisations, on the other hand, have been
politically active and comparatively successful in pursuing their interests.

TRENDS IN TRAIVING, EMPLOMNTAND IJNEMPLOYMENT oﬁ GRADUAI_ES EE

. L .

Over the last decade in CAEs female areas of’ study have become more strongly
feminised; at the other end of the spectrum, the male bastion 6f Enginéering
and Technology has . experdenced little incursion of female students. Other
areas of study, for example, Applied Sciences and Commerce and Business
Studies, have experienced. the gradual incursion of women students, partly as
-a result of the bleak ros ects available to teacher trainees. . , " '
, prosp , —

But the picture 'of enrolments in CAEs is complicated by the distinction
between degree and diploma levels of. .study. - Whilst the proportion of women
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is increasing in diploma courses,’ the proportion of men is increasing in the

.. ~more prestigious degreé courses, as is shown in Table 3. . About three -

.

quarters of the students. in CAEs are enrolled in either bachelor degree or -
" diploma counses, which-together contain almost all. the students entering
-tertiary training for the first time. . The proportion of bachelor degree -

students lras_ increased from .27% of new enrollees in 1974 to 49% in 1980. The-

proportion of diploma level students declined ﬁrom '52% {n ‘1974 to 26% in 1980.,‘

Women have: always dominated diploma level courses,-and this trend has ]
‘increased. -In 1974 women were 57% of diploma level enrollees. In 1980 they
-were 70%. _Women have also moved into degree level courses and in 1980 were
43% of new enrollees, predominantly in female fields of study.  Some pene-
tration of women into ‘male dominated ‘fields has occurred, but .mainly at the
diploma level. - Male dominated fields have more easily upgraded to, bachelor<
degree level; so that in 1980 .only 8%.of students in the five‘major male

fields were studying at. the diploma- 1evel. " The. proportion of students study-

ing-at the diploma level in the five major ‘female -dominated fields was .48%.
For teacher education the proportion studying at diploma level was 65%. '
The increasing participation gates of women in CAEs and the incursions they
have made into some male dominated fields of study at'the diploma level in-
particular tell us little about women's job prospects. Berg' (20) 33sumed
that employers would normally choose the job" candidate with the. most years of -
education. He was arguing against those economists, such as. Becker ‘in the
‘human capital school (21), who claimed that employers would‘only employ the
person who had the appropriate type of qualification for the job. From the
latter perspectivé "the overqualified” would not, supposedly, be.employed in
menial jobs., But the. question of whether the most highly qualified or the

" most appropriately qualified gets the. job'is complicated by tHe potential

-employee's sex. . In contradiction of Berg, for example,’ studies of” the Hunter
Valley' show that the male ex-student is more likely to find a job than the

" female ex-student who has undergone many more years of eégucation. (22) - On ‘the .

other hand, CAE graduates are, as a group, harder hit'b mployment than
university graduates. This, particularly in view of the. argument ‘that CAEs
are "more practically oriented", undermines the human capital perspective
claim that employers will not select the ! '‘over qualified". A study of the
differences in unemployment between male ‘and female CAE graduates casts .
further light on the.debate about the relationship between education and work-
force participation. Such studies have caused ‘some policy makers to- argue
that women's high unemployment rate generally .can be explained by their
participation in the wrong areas of study, rathér than by lack of educational -
qualifications. - This argument also needs qualification.  Table 4 shows the:
destinations of male and female university and CAE graduates. ‘ ,
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TABLEI3: Number of students and percentage of ‘female students commencing degree and diploma co&rses in CAEs, by

field of study, selected years, 1974-81.

e T -

. N ._.

) _1974. 1976 . 19780 . 1980 . 1981
' T G o ~ No. ZF No. "~ %F  No. . %F . 'No. . AF: No. ' %F -
BACHELOR DEGREE COURSE R o L o T
Agriculture ' : B © 0 43 250 . 3. 11 . 125 21_ 131 21 204 24
Applied- Sciences : o . - 2,064 21 - 33150 21 - 3,256 , 28 ' -.3,783 .35 3,770 - 36,
Art. and Design” ..~ ‘ ' ©57 60 .. ‘164 47 - 1,526 52 1,718 57 .~J1,962 58
Building, Surveying; Architecture . . 560" '5 669 10 . " 1,024 8 . 1,052 23 1,239 -23 -
Commerée and Business Studies :° - . 4,594 16 6,674 - 18 8,850 24~ 9,283.29 - 9,209 ‘31 .
Engineering and Technology =~ ST L © 2,205 1 0 2,566. .2 . 2,289 . 2 2,85% 2 . 3,211 3
Liberal\Studies » oo .+ 1,708 55+ 2,482 60 . - 4,955 61 5,080 65 . 5,957 64 .-
Music .- : :C’”‘ ; ) ©O#35 _q7- - .8l 64 259 63 . . 318 53 398 56 -
Paramedical ; SRR S 764 767 1,490-.72 - 1,758 75 - * 1,70¥N 73 - 1,842 74
Teacher Education R . . -'874 66 . . 2,355 60 3,254 63 - 5,045 68 5,496 65 ...

e T : DR 13,002 * 26 .. 19 694 .31 ©.27,396 39 30,965 43 - 33,288 44.
DIPLOMA COURSES - = = . _ o R N S
Agriculture e R 323, 19 r»26¢‘ 18 . 236 '21'77 - 165 *-30 . © 84 21
Applied Sciences BRI Uy, 41119 181 - 24 520 56 441 55 . . 451 43
Art -and ‘Design . ) Co e 1,899 56 .. 2,077 55 . 1,648 ‘55 1,387 -62 ° 993 60 =
Building, Surveying, Architecture - 489 19 - 597 -20° . 319 29" . %302 25" - “:190 -21 ;
Commerce and Business Studies S e 2,773 18° 1,789 26 . 1,292 54 . . 527 59 441 69.
Engineering and. Technology o . .- 959 2. . 5497 2 248 0 . 96 0O - 718 1
Liberal Studies L S 1,650 53 . %' 1,220 62 . 1,324 60 1,042 60 - - .808 62
Music " —_— L © 1027963 . 260.62 . 22560 192 .65 . .. 99 .66
Paramedical Lo T . : . 443 83 -804 68" 1,010 76 - -1,083"- 78 1,329 .76 . .:
Teacher Education - . ' : .. 15,704 AN 16,344 72 12,058 " 79 9,102- 74 :' 9,128 67 -

24,930 58 24 085" 63 18,880 70 14 337 69 13, 601 65

Note: A revised classification in 1978 resulted in the classification. in other fields of study of courses that inl

previous -years were: :allocated to teacher education. . For example, Bachelor of Education - Mathematics, and

:'7Graduate-Diploma in Teacher Librarianship are .now included in .Applied- Sciences ‘and Liberal:Studies respect-=-'

“ively. This re-classification accounts for apparent increases in female enrolment in certain fields from
1978 on." Q. '
Sou © ustralian Bureau of Statistpif -Colleges of Advanced Education 1974-@1 '53

P
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“TABLE 4: University and’ CAE graduates unemployed on April 1 of the year .
o " following graduation, by sex, 1974 81

N : e

| | SEEKING EMPLOYMENT UNAVAILABLE FOR EMPLOYMENT ’
- ' GRADUATE - Unjversity _'CAE. University"l " CAE (
‘ OF .. _ .igraduates graduates _graduates : 'graduates-
%M. % F. % M ZF M ZF - IM - XF
) . . [ - : . . .
41974 . 5.4 4.6 11.0 4.4 °1.6 5.8 . 2.0 3.7
1975° 7.6 . 5.3 7.5, 6.7 2.0 © 5.9 1.8 ., 6.6
1976 e 7.4 7.3 6.2 6.8 3110 6.9 o 1.7 . 5.5
‘1977° ¢ "8.3 9.8 ..7.8 10.5 2.8 6.6 21 7.0
_ S R , S SRR L
1978 - 7.9 -10.6. 9.8 15.0 = 2.4. 7.3 - -2.3 . 8.2
1979  .: 6.8 9.6 12.1 21.8 2.7 -7.0°. L7 . 7.5 . ...
S S e AT S
. 1980 697 1L2 0 9.9:22.2 26 8.1 210 9.7 .
1981 - 7.5 -'11.4tli;;o;5';21f2]19 4.0 9.7 35 - 1L.9
e S ft‘:' _ . - v.‘ v Ty

[

~Soufce: ’ Destinations of University and Colleg;,Graduates, ‘Graduate
' Careers‘Council of Australia, 1975 81. .

. 1981 data supplied privately by the Graduate Careers Council
‘'as the official publications no longer include these,details..'
) . (=g ‘ . .

Over the period there was a steady increase dn unemployment for all graduates,
except male CAE graduates, whose high init unemployment rate can be

*linked to’the sudden decline within engineering and building industries. -
Overall, women had higher unejgployment rates than men, and female CAE " =~
graduates had the highest unefployment rates of all graduates, with about.30%
of themic making a successful transition from education to the workforce
over the'l hree years. To avoid unemploymens, women seem increasingly to
.have placefl themselves in the "unavailable for employment" category. ., The .

\. . pattern of unemploymen@ seems to be linked more losely to sex than to the

C L type of higher education’ institution attended. ﬁ;.

t
B

v The fields Gf study in which female CAE graduates had’ the highest unemployment
. levels - in 1978 were. humanities, social -work, education, earth sciences,
*,pplied sciences,. education and fine arts.  -.In. these fields unemployment
~;l.evels wete higher for the women than for the men, sometimes over -10% higher,-
uggesting discrimination in .favour of men at the point of entry to jobs.
Similar though leéss. severe trends have been found among female university
graauates. (2 . . " : . : ,

. The patEérn of unemployment is also related to the fields of work that-males
" and femal s,have available to. them, with male ‘CAE graduates being more likely
ployment in the private sector, as the following table shows.
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TABLE 5:  Destination of vnivers;:y.aﬁd'cAg Graduates, by Sex; 1974-81:

. UNIVERSITY GRADVATES  ° ' ‘CAE _GRADUATES S

g ‘Govt' « Private . . . .. Govt Private .
GRADUATE service ‘industry - hing < Service  ‘industry <, N
‘OF -+ .~ (otHer - ~.commerce / Teaehiag " . (other ' commerce h../_Teachlng.

- than non-govt , ‘.. .than - non-govt .
teaching) Do ’ . ““teaching) -

~ . ZMIXF XM XF XM XF XM ZF iM 4F  AM 4F
1974 23+ 13 200 7 a3 f7 30 28 735 S 11 35 o
1975 19 12 2009 1217 29 324 40 16 12 36 . e

1976 200 16 23 . 9 16 37 27 .19 40 Tl 16 37

1977 20 16 2 11 9 1 23 13 3 7 23 sz R
1978 c.20 15, 25 f' 23 9 ij}jf'zo_fffl 36£a\- 8 28 50 -
"1979 :'séb l;‘;7_ft27'”f'13‘1f,p 12T 21 1 ."3351?'ift 22 37"“n7

1980" /r~z1 718 29 148 11 220 14 35 1L 220 34

o
. ~ .. ] ) . .
‘

:'Squrce' -:Destinations of University and. College Graduates, Graduate
“I . careers (Council of Australia, 1975- 81.. :

:ﬁ’_1981 = 17 29 15 711 210 1235 1 22 -, 36

NOTE: . 'Al;.universities are included in.the~study each year. e ndeer,"
- of CAEs included each year is as follows' '1974,24; - 1978,23;
U 001976,273  1977,59; 1978,63; 1979,64. The "GCCA claimed that the
' samples of CAEs' in the early years were “fairly representative of
the overall graduate population" but there does appear to be an .
unger-representation of colleges with large numbers of teacher ' R
ducation studentB. . . - ’ .
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The most marked and worrying trends for female CAE graduates is their " '
. dependence on employment in teaching and the paramedical'field, .In 1974,
U . employment in these fields accounted for 60% of female CAE graduate employ-
" 'ment, and in 1979 it accounted. for nearly 71%.. .Of interest, too, is the .
type of work done by female college graduates who apparently do not. obtain
) employment in their~field of training. Among such students there appears to
* .. .be’a steady drift (of -about 690 in 1980) towards clerical and secretarial ,
"+ work. . Such a drift must act to some extent 'to push lesser qualified women
a4 - out of the labour marKet as more and better qualified women -compete for a .
i - dwindling supply of jobs in this area profoundly affected by technological. '
®jange and government cutbacks. ' . R ST

 This examination of fgmale college graduate destinations was.carried out

<. -beforethe effects of the latest severe cutbacks in N.S.W; State Government
; expenditure and freezes .on new appointments had begun tqvéake.their mark on
published statistics. The real picture now is likely to be grimmer for
women than’this paper was able to demonstrate, On présgnt evidence, hpmen
"CAE -graduates have much bleaker employment prospects than their male counter-
.parts. . ¥quipped for areas of worktsuffering from funding cutbacks, many of .
them can leok forward.only to part-time work or jobs below ﬁheir‘level of
‘training. (24) - Those who- have managed to gnter.male.dominated'courses face .
‘competition from male graduates in related areas and probable discrimination -

‘based orn sex at the‘level of entry to the won¥iplacé. C L '

[
K4

) o ' . o ": . . ‘

CONCLUSION - "':: " _ . P

. L ' . < ". L, . . o w
"In. this shudy of advanced education'we have showp that the relétiohship v

between education and work is an intehsgly_poli;ical.matter, and the éreater'
~ power of male groups in pressing their interests Has been .one of the forces’
“explaining the current situation of women in the_institutiogs of higher

education and-in the labour market. .

The statistics reveal that the enrolments of female school leavers in advanced’
‘education have been disproportionally reduced with the ehtrenchment of the ’
‘economic recession and with the abolition of the teacher ‘education scholar-
ship. = They revéal disturbingly high and rising’ unemployment rates .among new

female advanced education graduates. They suggest too that employers-tend to -
" prefer graduates with more prestigious training, from universities rather .

than CAEs,. and that:they tend to prefer male rather than female graduates in

~ both male and female dominated work: areas.. These, findIngs have important:’

. . policy implications for the post school;educatipn_éng.employment of women,
suggesting that attempts to change girls' occupational preferences should not
be the only thrust of policies to combat female ‘youth unemployment. = Equally
or more important are policies aimed at ircreasing overall government. éxpend-

" iture, creating.jobs and upgrading social welfare., = Government supervision
and control of employers" hiring practices in orderito'reduge discrimination
istalso necessary. : Co ' ' :

At*present the scope of government economic’ and -educational d erations does
not augur well for women. The Economi¢ Summit wa -dominated by-the interests
of the ailing but powerful manufacturing industry which employs 1§% of the
“Audstralian workforce and which holds very limited prospects for women. : No
" intergst was shown in the productive capacity of .the service and government
© sectidrhywhere many people (and the majority of women) are'employed:  The o
. current debates about ‘low school and post school education participation rates

. -t

i,%‘f_'i  '5 »»;. . . % .. | °‘;23;1fi‘.j ‘,  f?h  _  1{;1- f‘.;i i“'
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N s
have focussed on TAFE as the post school institution to open its gates and fit
. its courses to the rising tide of young- unemployed and underemployed Con—‘.-
- veniently swept aside is the plight of all those young peoplé ‘who, would.once = -
have been expected to proceed from school to university or CAE: training; and '
'who now face .lower level trainingiJlTAFE - 0f all three post school . sectors,
TAEE is the most sexually segmented with women grossly under-represented in .
‘almost all its important. vocational areas with.the: exception of- almost total
female domains such as secretarial studies and- hairdressingn The . decline of
" the manufacturing sector Has meant a decline-in’ apprenticeship opportunities
Under these circumstances getting women into apprenticeships should be one - Q
. ihtust of policy, but it should not be the only one. : ;

-

1

Whilst certain qualifications have become essential prerequisites for specific
‘- types. of work, employers in different areas of. the labour: market differ in 4.
their- selection criteria. . Some may prefer the university ‘graduate, with sex:
. oxr:field of study of the candidate being of lesser importance, suggesting - _vq,
‘that women are well-adviséd fo aim at university‘rather than CAE or TAFE" - o
' courses. Others may select primarily according to"the cagndidate' s field of
. .istudy, and it is this group at whic&'policies encouraging girls into currently -
- male dominated courses appear to be aimed Other employers freely exercise.
a. preference for. the ‘male candidate. °Because a degree may prove a valuable
..qualification in the labour market, the teacher education’ graduate may find a-

o

= .~ job'in the welfare sector or in administration, and 1s™} perhaps better off
- with a teaching qualification than with a trade or secretarial certificate
from TAFE.. : o : e . B ]
, , : o ‘.» o p)

. Some policy makers are veering toward a narrow manpower planning approach in :'
order to deal with. enforcéd belt’ tightening in post. school education. It is
instructive to remember that manpower planning has.not ‘worked particularly
well in the past. During the post-war -economic boom many male teacher
trainees used a teaching qualification as.a stepping stone to a more .lucrative
job in private industry“(25), and there wére teacher'shortages. . To..deny

* young people a university or CAE place today to -study the -course of their :
choice may cut them ofitﬁ m the chance of employment in areas where empioyers I
choose the candidate : highest level of. qualifi&ation. . Necessary
attempts. to aid wgmen to enter male dominated areas of: vtraining in all post
school sectors should'not prewent us . from trying to: defend and extend more
traditional options, especially as these may be just as ‘useful to ‘them in the .
long run . L ‘ P “ . .

It should also be stressed.that many "female“ occupations provide essential S
gervices to the whole community, -and "that women's ‘equal participation with .- _
men in any work area is totally dependent on these services being maintained, o
Estrengthened and'extended. The organisation of these work areas “into :
articulate and powerful lobbies, ‘demanding: better recognition, expansion and
: adequate pay,.is the current ‘challenge facing women who work in them and ?
women who benefit from ‘their existence

.. The post school education area,needs to be aubjected to more searching .
" analysis. 0ld.concerns: for equality of ‘opportunity in :education should be”
resurrected and translated from the policy level into practical, courses of

action which include: goals and targets for .the participation of various '
"groups. - Tertiary education should be- expanded and access to all areas’of it
%hould receive priority consideration. Tertiary quotas should be relaxed .\,
oA removed and student allowances should be lifted so that students .are not
forced to .live below the poverty line. :

ERIC

Aruitoxt provided by Eic:



Q

ERIC

Aruitoxt provided by Eic:

-

' mgber_zducaﬁqn _Reseamb dndDeve1opment Vol2,No2, 1963

. - o ’ s KRS
LI . . : -

e, N
5

- - : ' S
Employers should be forced. to implement fairer and more : open selection pro—a.
cedures. . The -'enactment of Federal Anti-Discrimination ‘legislation with-

"provisions for Equal Employment Opportunity in- all areas of. employment,

145 .

commencing ‘with those receiving any form of government subsidy -or.tax benefit R

would constitute an important start.,
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RTINS Mature Age Study
R Was It Worth The Eﬁort'-’

Rod McDonald Suaan nghts, Burmce Evem’ll
| Anne Qullty, D1anne Sansom

°

There have beeh many studles documentmg the upsurge in the number of mature age B
: students in universities and college,s, and demonstratmg their: academ1c success. . . '
~ It has also been recorded that in returmng to study, adults make sacnﬁces in '
finances, time,. personal relationships and possibly interruption to'a career. This -
paper reports a study which was deSIgned to discover whether, in the view-of mature o
age graduateg, enefits of a degree compensated for the sactifices. The study i
involved 266 such graduates. Of those whose decision to enrol was motivated by
. personal reasons, 90% felt that they had achieved their objectives.: Of those who .
entered university for career-related reasons, 70% said that their degree had helped
" 'them in their. work. Even though some who had resigned jobs in order t¢ study found ‘.
~* themselvés unemployed for'a period. upon graduation, many still felt that they had_ .~ -
benefited personally. But the degree of satisfaction is even higher than these. ﬁgures
: would suggest. For a number of- graduates, their motivation changed from being. .
S essentlally job related to involving personal: growth. By the end of their studies, the L
C satlsfactron of having successfully completed a university course came to be. valued
o ‘more than the career advancement that mxght follow : : : :
L, / R

-

_):

Rod McDonald is duector of Murdoch UmVGISltYs Educahonal Semces and PRUSEET
‘Teaching Resources Unit, ‘which’ ‘has been involved in research on mature age .

- students for several years. Susan Knights (presently a consultant:on adult educaﬁon |
‘in Sydney); Burnice Everall and Dianne Sansom worked on- -the prolect as research S

- officers. Arine Quilty is Semor Admxmstrahve thcer (Commumty Semces) at:
- Murdoch Umversﬁy

. e o
Address for corrsspondenco- Dr RJ McDonald ESTR Murdoch Umverslty,
Murdoch Westem Austraha, QSO Rt '
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.-+ The influx of large numbers of mature_age students is'a well" documented '
-... ' ‘phenomenon. of ‘Australian higher education in the:1970s (Hore and West, 1980;.
' McDonald, and Knights, 1979; West and Hore, 1978). Encouraged by the
-'relaxation of rigid school-oriented ‘entry- requirements, increasing °
] ‘aVailability;of places, and - in the case. of many women - by the- growing L.
-'acceptability of seeking personal fulfilment /beyond the. confines of .:home and’ A
- . family, the peércentage of mature stud—nﬁsshas risen steadily. ‘In one of the .
- . newest institutiqns, Murdoch’ University in-Perth, mature entrants forped a *
-majority of the studént population for -several years. A study carried out at -
-Murdoch 1in -1977 .showed that' undergraduates ‘over 25 years “of age were generally
. 'coping very - wellxwith univergity life anl%éslsvthat they were at no ;v ¢ PR
e disadvantage because of -thelr age. (McDdna¥d and Knights, 1982) Howéyég\ ie. "
was clear that for nearly all.the students their decbsion to undertake a oo
university degree involved some personal sacrifice in- terms of income, family

- life, leisure time or job securityl’ These sacrifices were seen.to.be |- _:-' ji
..~ necessary and worthwhile in the cause of ‘personal fulfilment and expected .
-ng'career advancement.. In order to asseffig how far .the: reeults ‘of: gaining a ._.0-’

"~ degree matched up. to these. students' iditial hopes and} expectations, a Survédy ..
"of mature age graduates was’ undertaken in:1980. Since a majority: of- those - N
‘interviewed in the first study’ had’ indicated career motivations as. their major
- reason. for entering university, special -attention’was paid’ to: patterns of !
o "employment before, during and after graduation. e Ve

The study began with a series of informal interviews with- ten.mature age ot
Murdoch graduatks, after which-a questionnaire was. designed dand posted *out to
the 266" maturegige students who had. graduated from the- university in the . three
years it' had been granting degrees. Since- the emphasis was. ‘on employment
" experience “after graduation, those who had. stayed .on for~further studies at
Murdoch weré "excluded. " However,. graduates who had. taken up full—time study at.
other institutions:- were included as they- could not. be identified in" advance.
With the ‘ sistance of one follow~up letter, replies were received from. 196
students —a- response rate of 73%. -In order'to put their employment *
-experience into context,: graduates were asked- for detdils of thelr: employment
before, during and after their time at Murdoch.. They were 'also ‘asked -about - )
their motives for becoming mature age students and about how much they- felt N
their Murdoch qualification had contributed to -their gaining" employment’ or. ' o
> ,assisted them in ‘their.careers. . Finally. they were invited to comment on the'’

. .extent to which they felt that. their original objectives (both pérsonal and

. career-oriented) had been achieved.,.-

"n _

'The age range of the respondents is.shown in Figure 1. At, the time of the Ty
gsurvey,,162 had been away from university: for three. years, 372 for two’ years"-i.-*
" and 46% for one year. Mature age graduates from Murdoch: University 8 first :
'-'three ‘years had a variety of ' academierbdckgrounds. In contrast.-to. the popular,,
'-impression of mature age entry providing: .a "second” chance” for adults, only. Co
- 15% had entered without formal matriculation, and 68% had previous experience
. of tertiary education. “A majority of - the graduates had. enrolled at Murdoch 3
""less .than 5 years after their previous. studies, 16% had-been ‘away for’between.:
"6 and 10 years and- two had not attempted any formal study for -over 40 years.-si

_.,, .‘. ZB(;
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Number 6f Gra&natés_ T

Figureol:

o

Mobvatzon ' .

.,. A ) ‘ e o= .. . :'

’ The graﬁuates"answers tp questions abOut their reasons"for studying for a '_
'1 degree and the: programme they chose to follow indicated the’ importance of
employment—related considerations. " Seventy-two percent gave ‘their reasons as
primarily career related to upgrade or improve existing qualificatigns” or
“to- qualify for a new. Job . or career . Sevénteen percent enrolled for reasons :

of 8 .personal . nature’ not related to career”, and 102 said their motivation .’ .

“i was.'a balance of the two: ' These results are similar to thoseé obtained in an

earlier :study -of mature-age students at various stages. of their'unde!graduate
s careers (Knights and McDonald, 1978) Mdre' mén than women (80Z versus 601)
gawe career related reasons,.a yery similar figure .to that obtained in a

'ﬂ‘ “recent study by the Open University (Swift 1982). Twenty-one percent of women.

(as opposed "to 13%.. of men) enrolléd:for; reasons "of a personal nature not ’
"related td career™. Although the’ decision to -take a degree course was'.
strongly careen—oriented the,programme chosen was often. influenced by

<

personal interest ‘rather" than”. career . considerations. Only 30%Z of respon, ents ; ‘

indicated that both thei{breturn to- study ‘and ‘their programme of study
dictated by career considerations, the same - percentage chose. to- enrol for
career ’ purposes but chose their programme on the grounds of personal interest,

116% gave "persongl rqasons as ‘the! motivation both for enrolment .and choice of =7

.-programme and 112 were:: equally inflqenc:d by’ both considerations in their B

The respondents wer; askg_
"vpart*-time, eté., before: nrolling at Murdoch, during their course, and after: .
graduation.. :The situation of: graduates .who had been in full-time paid
g-employment before : enrolment ig% shown in’ Figure 2. Among . this group, the

L T B 1

reviouslx fully employed,.there ‘was’ a inght increase in unemployment. O

to‘}ndicate their employment status,'full—time, o
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.« BEFORE ENROLLING - I AFTER GRADUATION °

- Students in full-time paid

R . |8, _employment after graduation
. ¢ . . . ]
- . L B
. . . . N
Students in full-time . R B . o .
" paid employment before - : o o : - ' L -

N B R B | A
. o N=138 ) ) ,

S et - 'Fmployed on part-time basis whﬂeJ Coe
K . ' o] seeking full-time employment .

— - e

2 ’Fun-tjqﬁ study )
‘ A v | . Travelliho.'retired etc. E
' : . Unemployed } PO )
‘...' R v S i P ‘ |
[l ‘7.
'Figure 2: ‘Employment situation -of mature agebgraduates' [
the other hand .a number -of students who had been studying full-time before
enrolling or who had been fully occupied with domestic responsibilities had’ -

Y - secured ull-time work. The proportion of graduates who find employment: in
' ' any year will be’ influenced by a number of local and temporal factors. - ;
However,Lit 1s worth noting that.this relatively positive.result was .achieved .
by mature age graduated in a period of record. unempldyment and at a time when
- the university had yet to firmly establish itself in the local community.
B . a N
Ten of the respondents had ‘been granted leave of absence. in order to’ study at =
Murdoch, and a farther 19 were granted regular time off to study’ part-time, L F
with the result that these students remained "employed”.  The ‘attitude of -
employers was reported to be either helpful or neutral in ‘the ‘vast - majority of
cages. Thirty percent of the respondents had resigned in order .to study at .
Murdoch, and since this represents a high level: of commitment their subsequent
-employpent 1s of particular. interest. -Of the 59 who resigned jobs.in order to’
. study, 13 have not returned to full-time employment but - the remaining 46 have
fmfﬁfﬂgenerally moved upqard'~on the employment ladder,—*vhile—the number employed
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".as teachers or lecturers remaineg steady, there was an. increase in the number -
‘employed in-the professions and the arts and 'a decrease in the number holding -
Jobs not requiring tertiary qualifications. ‘Although employment patterns
varied a little between men and women, .the same proportion of both sexes .
jmproved their employment status. L ' R :

- L
i

. Fiz'zding'Work as a Mature Age Gra'd?za_te , _ T - o o

Those graduates who either returned to their previoug'positioné or had’

- continued in that position throughout their course obviously experienced no
problems in regard to employmént. When asked whether gaining a degree had
helped them in their work, 70% of them said "yes”, and 68% sald it had .
improved their chances of promotion. Of the 74 relevant cases 62 gave at . .
least bne positive answer regarding the effect of ﬁhe“degree on their work
~situation and 12 made no positive response. Those graduates who.sought and

. gained new jobs at the end of their course (juat_undér half of the total) were
‘asked whether their degree had assisted them in gaining their new Jobv -
Seventy-six percent said that it ha"hglped them, 58Z ‘that it was necessary .. -
for their new job and 68% that it was appropriate for their .present duties.
Forty-seven percent answered "yes" to all three of thege questions whereas 182

- answered "no" to all ‘three. _ . o B -

_.Although it had. been suggested that -their age would put mdature gradudtes at a '
disadvantage in' a shrinking employment market (Smith, 1979), only twelve of.
the 90 respondents. who had sought a new job after graduation considered that

- their age had beén a disadvantage. . These were by no means the oldest students .

%,  in the'group: 11 of them were under 40. Nine of the twelve had previously.

worked in unskilled or semi-skilled areas before'entering_university;

». _In the same way'thatjmanxkstudents feel that their age gives them definite

' advantages ‘as students (McDonald and Knights, 1982), many graduates.felt that -
" their age gave them an advantage when seeking. employment; ds one graduate -
sald: "...maturity coupled with experience increases credibility in the =~

' market place.” A total of 36 resgﬁﬁﬂﬁnts believed that their age had been an
“advantage in job seeking.  "However, ohe graduate's ‘comment points out the
danger of génetralising on this question: ‘"It .differs for different jobs ~.my .
present job I-gét‘bgcausejof’my age - others I missed because of my age.” For i

" another it was not so much the question of age but the arbitrary nature of

" ‘employers' age- specifications which caused problems: "Employers wanted 'up to
25' or 'over 35'.. There I was at 28 with no on wanting to employ me on an
_age basis - too“old for some, too young for others.” S

Changes of Career Intentions o T
When asked whether they had changed their career,intentions during the course
7 of their ‘studies, approximatély 30% stated that they had and 70% that they had
not. Those who commented on'their, reasons for change fell irnto three roughly —_—
‘equal groups: those whose interests were drawn to another field during the .
course of their studies, those who found themselves unsuited ‘to their chosen .
field, and those-who felt they were better Buitsg)to another. Only 2 of the
‘respondents said that they had changed their cofirse because of ;aaticipated
difficulties in obtaining ‘employment. Lo c C .
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© "Was It'Wortb It?
Graduates were asked whether they considered their original objectives had
been achieved. Seventy-two pércent said 'yes', 9% 'partly' and 12X 'mo'. (72
did not consider that the question applied to them.) There was no significant
difference between men and women. . Of those who gave reasons for their answer
most. of the satisfied graduates said that the degree had either already.helped
them in their career or would -do so in future. Another group indicated that
they had met their own objectives by the attainment of desired academic goals, "
_from the basic "I wanted a university degreée and now I've got one" to those
. “who are now pursuing new or expanded academic objectives encouraged by their
“,f success at Murdoch University. However, there was a small number of i P
disappointed graduates - some bitterly so. ‘Six percent indicated that’ their
career objectives had not (or not yet) been achieved. Some of these indicated
that the course they completed did. not'provide the necessary basis for their
desired careér direction, but they did not indicate whether they had been
. badly advised or had not sought sufficient information before enrolling. -
. Others completed degrees ‘only to find that’ the professional. requirements they
were studying to fulfil had changed by the time: they. graduated. ‘This operated
in two ways — either the degree was insufficient (as in thé ‘case of one .
graduate who then had to enrol for a higher degree) or superfluous (as in the
‘case of a student who earned her degree under conditions of extreme personal
hardship- on1y ‘to find that it.was no longer a pre—requisite for - the course in
social work in which she wished to- enrol)
With regard to ‘the achievement of personal objectives, there were few SN
‘complaints. A number of" ‘respondents indicated personal satisfaction from '
.completing a degree, or From simply gaining knowledge or being able to © .
. complete the: course. "My original objective was to see what a university was
like, if I could cut the mustard or not. I céuld, so the objective was . e
achieved.” Another graduate confined to a wheelchair: considers the degree now
wins her more respect.from people, particularly those who did not know her
‘wefore her accident. Yet another said that she considered her objectives to.’
. have been achieved: "Because I am now doing what I went through blood, sweat’
and tears to do. -It's still blood,. sweat and tears, but 1t's what I o
wanted.” As well as the positive effects which they had afticipated, or at .~
ledst hoped’'for, many respondents reported other changes in themselves as a.
result of gaining their degrees. The most commonly quoted was an increase in
- self confidence. As one- graduate put 1t: "I feel more comfortable with the-
world -~ less overshadowed.” In many cases ‘this was a confidence that applied
to the work situation, .helping them to feel better equipped to do their jobs
or less.intimidated by more highly qualified colleagues — as one respondent
 sald: "My knowledge and‘jargon are wup to date.” Another effect reported
frequently was an intellectual growth, becoming more critically aware of their
surroundings.. As one respondent, a medical practitioner who completed a
_higher degree for.pleasure and academic discipline, replied< ."It has . igf -
increased my critical faculties, -it improved my self image, and it made me a .-
bit of a pompous bore."  Another ‘commented: "I feel that I'm.much ‘more '
cynica1 especlally regarding so-called authorities, ‘experts and academics: -
This cynicism has.either -led to or come from a growing self-confidence.” Many
others also felt they now had ' a real contribution to make in discussions where
they would previously have deferred to "experts”. Others-commented on a
broadened view of life, a wider, more enquiring mind and the “ability to think
.more critica11y. Comments in this. areairange from the basic development of
new., interests and attitudes to the feeling that a. whole new world has opened
up: "From beingwconfined to one small household, my horizon ‘has’ broadened .
infinitely.” An increase in tolerance was. another unexpected side effect
noticed by several respondents, one of whom, a teacher, said that he now had
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greater tolerance of innovations in education and greater awareness of the '

. problems.of his students. - Other graduates considered that they were more . .
. relaxed, fulfilled or just happier. Some of the graduates, whilst making .
positive comments, commented on stress and tension - particularly strains on .

relationships with family and friends -.but an equal number felt. such
relationships had benefitted or been strengthened ‘or that family and friends
" now hnd greater respect for them. - ‘ .

£

CONCLUSION " o .

It is important to include these subjective judgments and- assessments

.alongside the description of employment patterns since the employment :
categories thémselves,-give only a superficial picture. Graduates who have - ¢
.glven up_ full-time but dead-end positions to become mature. students- may still
feel very satisfied with that decision éven though at the end of the course

they find themselves in. the dole queue. The overall employment statistics are
encouraging in themselves but the level of satisfaction reported by

respondents is even more Important. A comparison of motives for returning to
study’'with achievement of objectives indicates 4 high level of satisfaction on- -
both career and personal grounds. Of those. motivated by personal reasons, 90
achieved their objectives apd career objectives were achieved by 82%. - From ;5
this study it appears that mature ‘students have every reason to believe ‘that

. the sacpifices they make will be amply rewarded., The reputation of mature age
students as successful undergraduates can be ‘extended to their situation: after
graduation vhere they again score highly both in taips of employment
«achievement and personal satisfaction.. : )

v
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.~ . 1-year rates: $28 individuals; $17-Students (wi py.

.. Institutions. Outside USA or Canada add. sarpostage Visa an | M ,
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ABSTRACT LT '
"Although there if an extenslve hterature avaxlable on mdrvrduahsed msttuctron and
self-paced learning; ‘much of it concerns partxcular methods. and systems. This review
_ looks at the development of mdrvrduahsed instruction, identifies issues and problems -
" common to all variants and agsesses the evidence on outcomes in terms of student .
" achievement, student access, costs, and the role of the teacher. It-is concluded that: -
mdnnduahsed instruction is unhkely to reduce costs; ‘may improve access but not-
: automatlcally for all targetvgroups, requires a- commitment on the part of the teachers -
* to be effective; provrdes a range of strategies which extend the optlons avaxlable to ..
' educators mtent on 1mprovmg teachmg and leammg - -

.
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" .self-contalned unit of study that a student ‘can.work on alone or:with :

‘- MRODUCHdN

.

1'5_6” o : fﬁgberEducdlion ResedrclzjandDeveIopmen.t V_o,1:2, No{2, 1983

.

A review of 1nd1v1dua11sed 1nstruct10n or, as it'is sometimes called
self-paced learning, presents a number of problems. The terminology used is
‘very confusing. There is no clear theoretical base and the programmes and .
strategies usually .considered as forms of individualised instruction are
often different in kind and intention. To cope with these problems I have .
begun by discussing the terminology used and the development of various . -
approaches to ifdividualised instruction. Next, instead of reviewing in turn
the various types of " 1nd1v1duallsed instruction, I have identified and
discussed .issues and problems common to all-the variants. Finally, ‘I have
used some of the more reliable evidence available to assess the'outcomes. in.
‘terms of student ach1evement, student ‘access, costs, and the’ role of the
teacher. I have not conc¢luded by endorsing any part1cular approach, rather I

" see approaches to individualising instructionas providing a range of

" Such approaches have often been called self-paced learnlng because th1s was

options many of which will be more or-less appropriate as solutions to -
specific instructional problems depending on the context and the 1ntentlons
of the educators concerned’. . S

-

Ind1v1dua11sed 1nstruct10n refers to a var1ety of educatlonal approaches 1n i
which, in contrast to traditional group instruction, the curriculum is.
organ1seddto meet the learning needs of the students on an individual ba31s.
seen as the most significant feature of man 1nd1v1dua11sed programmes, as -
for example: the- Keller, System of Persona11sed Instructlon (PSI) or-

Programmed” Instruction (PI) However,'self-paclng turns out. not always tdk

‘more useful term as it prov1des a wider ‘frame of reférefice, . Ind1v1duallsed
instruction itself is an umbrella’ term with a very impréeise meaning. It
‘really refers to a family of. Strateg1es not..a strategy. Furthermore,

if we look at some types of 1nd1v1duallsed instruction -commonly 01ted we . can
see differences” in kind, purpose and presumably outcomes. For: examples PI -

_ (Programmed Instruction), LAP (Learn1ng Activity Packages).and CAI (Computer
Ass1sted Instruction) are the means or resources for: 1nd1v1dua11s1ng )
1nstruct10n, CMI (Computer Managed Instruction)“or Contracting. are ways to

‘be the most s1gn1f1cant feature so that individualised 1zstruct10n is the ﬁ@b’_

manage the delivery of individualised instruction; PSI-and IPI - 6?‘

iInd1v1dua11sed Prescriptive Ifstruction) are coherent zstems or
programmes of 1nd1v1dua11sed 1nstruct10n. ‘ .
L ‘ ' L ! E N

Compound1ng such confusion is the 1ncon51stent use of many terms. PI can.

- refer to a* product such as a: tape/s11de set or a text, but:it can-also:be

used as a term referring to the process of .a systematic, approach to
curriculum development A 'module' can be either & unit of instruction or a
package. As a unit ‘of instruction a. module is usually taken to mean .a -
mininium ;supervision. Tt is short and built around one or two obJectlves .
(Goldschmld.and Goldschmid, 1973). & subject or course.broken into such a |
" series.. 6f ‘modules which students can plogress through is then - called

"modular 1nstruct10n' However in a Victorian Technical and Further

Educatlon report (AAAC .1975) .we find a different use of the term 'module't
~:which 1s seen as a much longer and more complex ypit of work. This is
51m11ar to ‘the use of 'modular!' by Quinn (1978) who argues for a change in
. the. U.K{ educatlon system to modul ation on the Américan pattern where.

subjects. are. discrete.units of 12-14 weeks" ‘comprising a- course. Thus there ,ﬂ.’

can be 'modules' which are the bu11d1ng blocks .of a ubJect and - .
modules which are differently or anised subject 1ength units: formlng a
couzse. In the f1rst 1nstance L have 1nd1v1dua11Sed 1nstruct10n T

‘ -
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‘ﬁhereés in the sécond;it isapOSSible;to have tréditi&ﬂhl-teadhing within the -
"long module.- - - : : | ) ol

A further source of confusion is the use of the same terms with different -
meanings by proponents of different approaches to education. The best
example of this 'is the use of the word 'independent'. Independent learning ..
- can mean a student works alone or it can mean that ‘students direct their own
learning and study. Many self-paced programmés promote independent learning -
in the' first sense only. Other programmes to-encourage independence in- the
latter sense have moved towards student-directed learning which can involve
- a range 6T'f%aching/1earning strategies. from field study.to attending .
lectures. Underlying the Various‘meanings of 'independent' is a difference
*in goals. Is the aim to transmit a body of information or a set of skills as
efficiently as possible? Or istthe aim to develop the learner's capacity to
learn? These questions are related to the issue of who controls the learning
process, teacher or student. Adult educators particularly are interested in’
involving students in making deécisions -about How their courses are run to.-
.meet their geeds.- ’ . P IR S
The growing interest in the adult.learner as .participator in course design
“.and in the learning process is ‘paralleled by a shift in emphasis, interest
-and concern of many educational psychologists. Much of the early work in
individualised instruction derived from behavioural psychology. Cognitive
psychologists stress the active nature of learning and memory (Glaser; 1977;
Wittrock, 1977). The learner is viewed as.an active processor of -
information who. interacts with and modifies the stimuli for learning. This .
"view has led to greater research interest in mathemagenic: behaviour and in

* the development of the ‘skills of 'learning how-to learn'. ’
These changes in meaning and cbnfusionS‘of‘tefminology-ariée in part from -
he ‘historical development‘of:individualised:instfuction. Iﬂaividualised_ S
‘instruction began as a reaction to the problems. connected with large group
- . . Anstruction.: These :problems are-well-known: <instruction proceeds at one._ .
. j rate; the teacher .spends most of he; time imparting. information and has not -
: :{_the time to help a student with,spetial difficulties; the quicker students.
get bored and the slower ones .fall behind.in frustration; although students
have .different abilities and prior learning skills-théy are nevertheiess-g_i
given the same treatment; at the end of the subject some students; usually .
the higher achigvers, have made progress:and others have not; on a course . -
»  level the students are all expected to undergo the same treatmeént for . two or .
: threefyears‘desbite differing in ividual, personal and_VdEatiénal’néeds,a ‘

By contrast in individualised’ instruction the starting point’ is that -eVery
., -learner is unique and the instructional programme must adapt to the learner. . o

.To do this ways are sought_to present instruction to students in:some form e

" other than lecturing or teacher talk which demands group instruction, so - '
that the teacher can address individual needs. Many of the early : s
individualised instruction programmes began with the idea that learners were - -
‘different particularly as regards rate of ‘learning. From this arose. -.
programmes to allow students to work at their.own pace. Howevér, this _

. approach soon came under much criticism because it was seen that-although .
the student now controlled pace (and éven. that. is questionable in PI)
‘everything else was teacher‘controlled and in fact couldibe said to be more
highly controlled because it was more Structured than ever before. If .

~-individualisation is always accompanied by detailed task specification.it
‘may actually deny an. individual even the degree‘of“ihdépéndencé.implicit in
the anonymity: of the traditional class (Dressel and ‘Thompson, 1973).

. 4 .
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One way to- counter such cr1t1clsm and the problems that arose. in. ~ "
1mplement1ng such programmes was to vary more than pace,: part1cularly :
learning routes‘ or teach1ng strateg;es and types ‘of presentation. Such.moves
‘to develop learner-centred programmes were, more in line with -the oft o
repeated claim that this would produce. the mot1vated 1ndependent learner. It
.. led log1cally in-some cases to attempts to offer thé student ‘choice, not
only of pace and learn1ng route, but also of obJectlves and ‘assessment. For-
if the ‘aim was to meet student needs, then’ presumably not ‘all students in a’
subJect or course wanted the. same outcome, and if they took different
-learning routes. they might appropriately requ1re different types of
assessment. -Different learning routes could involve: group ‘work -for it was
clear that some students-~do not prefer to work alone. This development was’
 strengthened by criticism from those in the humanist tradition (e.g._Rogers)
"-who were concerned ‘with social interaction and personal development. They -
saw much of ‘individualised instruction as dehumanising and spoke of the need
to personalise and humanlse teaching. For them individualised instruction
. . - was more of an att1tude or’ phllosophy of educatlon (Keuscher, 1975, Turney,

1973).

'The meaning of '1ndependent' changed from usually meaning 'aloﬁ@' to mean1ng
more -often 'self—d1rected' This. change strengthened the claim that. :
1nd1v1duallsed 1nstructlon was for - creating. 1ndependent, 1.e. self-learners,
and for some this became the most important aim. - With this came a change in

. the méﬁnlng of the concept of the teacher. At first the teacher was. seen as
the manager of learn1ng, ‘which term can conjure up pictures of the ‘teacher
as a master mind. organlslng all the details of: the teach1ng-learn1ng
situation to maximise students' productivity. But with the change in- :

: empha51s towards student-directed learning 'manager sounded too d1rect1ve,
even manipulative. A student: directing his own learn1ng needs a faq111tator
rather’ than a manager. The facilitator helps the¢ student decide on his’

‘?obJectlves and. programme and acts. as. counsellor,_tutor and resource.bn ‘

— "The developments that have Just been presented represent a sh1ft 1n-, ,
th1nk1ng, but not on- the part of all educators. The: developments outlined ’

* are not strictly chronological: criticism of some forms of individualised.
instruction as béing mechanistic .and too prescriptive were made from the-
start.  What we are left with in pract1ce is a range of programies. which can

_be:seen to lie along a spectrum ‘that ranges from complete teacher control of .

~the components of teaching and learn1ng (obJectlves, pace, strategles,
assessment) to complete student. control- (Boud et:al, f975, Gibbons,. 1971; °

Ofﬂrabner, 1973),. " This spectrum should not be confused with a progre551on

* from teacher control to student control with. student control of ‘all e
components belng the ultimate goal Different degrees of control of the

..:‘c1rcumstances. For example, in a course on using exp1051ves safety. demands
~ ..-highly prescr1pt1ve procedures, there i$ no room for dlscovery learn1ng.
However in a. discussion of'a 'Upified- Vocational Preparatlon' for .
pre- employment courses (F.E:.U., 1978) a prescr1pt1ve approach that could’ be
‘organlsed in a. controlled,phased. way so that students are’ almost certain to
learn is reJected because' : - : :

5.

B

»

~Apart from the requlrement for the young person to place h1mself
. entirely in-: ‘the hands of his tutor, and “thus tend-to develop a .
. " . relationship" of dependency, it confirms him or her in 'the. conv1ctlon -
: .. that learning is a process organised by 'someone who knows better!',
. it does mot help the growing person to. learn how to learn from his “:
or her own unorganlsed exper1ence.~_" R s o :
. . *ﬁD
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-Although the 1dent1f1cat1on of a spectrum firom student to teacher control:
-enables us to&dlstlngulsh degrees of prescr1pt1on in specific programmes it
'is not a sufficient basis on. which to organise a discussion of: the issues

" .involved in 1nd1v1dua ised instruction. We are not looking at a group of
. distinct teachlng metHods but at strategies, materials and: systems that can

" .

" aré: cumulative and |
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" involve an extensive range -of educational expertise and issues such as the
use of media,. whether to use objectives, human relations and ‘so.'on..To
.establish some order out .of this variety the discussion of issues and
problems that follows is organised around what are seen as four key areas of

: dec1s1on-mak1ng for a teacher individualising 1nstrupt1on. These‘are:

* How to organlse instruction . - * B P
* How to present instruction ‘ oL
’ ~ - * How to assess student learning R . co e T
f How to manage the teachlng/learnlng env1ronment.- to S
. . L [

MORGAMSAHONOFHVSTRUCHON FE

et e

6

, P . R
The Qrganlsatlon olenstructlon ra1ses quest1ons concernlng obJectlves, unat
ncing. :

: . ‘ : ‘ S a
In many forms of 1n§lv1duallsed 1nstruct1on a subJect of course is’ broken
into discrete instr ¢tional units which are *sequenced in some way-and,
'presented in a form access1ble to the student. The student then works
through the’ units. {The instructional units are referred to by this name or.:
as modules. The -notion of breaking up-a subject into Hlts came from ‘PI but -
units” in most 1nd1¢'duallsed instruction:programmes  ade bigger than PI- .
frames. Experlence eems to show that this organisation of 1nstruct1on can
be ‘appropriate for ub jects - that - -are composed of heéirarchical skills, that
an be presented in a linear: form as .can some : .

t ‘organisation will also 'suit subJects that cdn: be.
broken into discret¢ sections as can’ geography..But it is less’ clear that it,
suits all. subJects.,Nor egge (1976) cites study skills-as .an’ example whete
mastery of all suph skiJ1s does not.nécessarily mean the studgnt canwrite -
well. Other teache s wofry that'breaking a subJect ‘into-units threatens:
,1nte%ratlon and additiopal units are-needéd’ in order to draw :it together -
again;, It could be |that.\the problem is how units are created rather" '
than the divisiofi''itse (Bridge and Elton, 1977) ~To organlse “this way..
means.modifying the notiog .of 'coverage'. To many this is no problem ‘because’ .5
in most trad1t1onal course 'cowérage means that the teacher talked about n;“
or referred to so much subject tter but’ the student usually learnt'a great
~deal less. In most 1nd1v1dua11sed by ructlon prograiimes ‘the stident is
meant to learn all that is presented 'sb ‘that . the’ teacher Has. to dec1de in.
advance what is essentlal and’ put only that in the: un1tsthoud et al’ ;1975) R
estimate that.a PSI: presentat1on covers. a third .less than-a tradltlonal
presentation of the . .same” subJect,eThe adVantage of this is that now the Cae ':; 5
student learns more thoroughly what.is important. The d1sadvantage is that . .'.
‘the student may have.léss ‘choice ‘than in a traditiopal. course as to what he, “!
learns. Some teachers try td get around this by structurlng the. course w1th v
core and opt1onal un1ts (Cohen and D'Iverno, 1977) N X TR

mathematics. The - un

’

It is often-stated that 1nstructlon w1th1n un1ts, and the unlts:themselves,
ought to be sequencedxﬁoglcally 1ntoL

'
-
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] than teacher-d1rected,group 1nstructlon.-

'(Duchastel and Merrill, 1973; Davies, 1976;. MacDonald-Ross, 1973). Critigs

" them’ what" they must ach1eve.,

. to _training programmes fob press. operators and -tool and‘die makers ¥

W Lo
H

! ‘»'» ‘-
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der1ves from the exper1ence of. PI, and its underlylng behav1our1st theoryk;

where instruction was arranged in small steps.'It has been supported by’ the
learning h1erarchy theory of Gagne which advocates sequenolng learning

according to a hierarchy of pre-requ1s1te skxlls, and the. systems approach

to curriculum development where sequenging a prescriptive learning-path )
seems a logical step once the obJectlsig were- ‘established. However there are.

a variety of ways to sequence instruction and units.' In an experlment Mager_
(1961) gave students control of learping and-showed that the sequence

- followed by learners was not the same as that which an instructor would

normally follow. The students did not begin with basic, theory but asked .
‘about the whole and then proceeded to the: parts’ which Mager summarises ' ‘as -

moving from a simple whole to a complex whole. Anothea approach to . B
sequencing is the: 'spiral learning' of Pipe - (MacIntyre et al, 1974) A o
student is given an overview of a ‘whole concept then taken in a series of = - "
passes through the material addingmore detail, qua11f1catlons or exceptlons ‘
until all the ref1nements have bee introduced.’. There are.other o
"considerations in sequenclng a ti ht‘sequence will inhibit attempts to glve?
students choice in units to be studied and make" it more difficult to allow

students to enter a subject or® cours s at différent levels. The tlghter ther ..

' sequence the more llkelyothat students will be doing the same thing,at ‘the

same - time which could create management problems (Pupel and. Knaack,.1975) .
_There is:no firm evidence that any method of sequencing is always . superxor :.\.,-»?
(Hartley, 1974; Horan and Lyn,-1980). Tt seems likely that there is no one
correct sequence but .rather- different poss1b111t1es. ‘The r&al problem is.
 when' units are:so tlghtly ‘structured that thé. teacher-is likely:'to -be .
1mpos1ng her structure of thinking on:-the students which can. 1nh1b1tvf_~'--
"learning. Thi§" is why a-programmed text can be ‘more’ rlgldly,prescrlptlve

'9_ -f
,'.._ S i

\4 1nd1v1dua11sed 1nstructlon programmes each unit: of instructlon has N
cle rly defined- obJectlves.«In vocatxonal and technloal education the units =
.dre- often struictured round ‘,Jectxves derived from job and task analy31s.,7
The debate on the- de31rabi11ty of . obJectlves, and ‘particularly behavicural : .
obJectxves and” their effectiveness’ 1nufa0111tat1ng ledrning, continues , s

‘see the obJectxves approach.as producing an 'ends dom;nated’ view.of cou.
design, a:closed system of knowledge. Proponents argue. that obJectlves
clarify the ,purposes of. educatlon and help the students' learnlng ‘by sh

élther/or issue.- ObJectlves can: be used w1thoum'
learnlng outcomes. Students can be asked to fo ate their own ObJeCtl €8
- or aiked to choose from a set-of given objectives those of importance to: y
themse s“as has been done~1n a ‘range of programmes from’ graduate courses

(Cornwall’ 1976; Johnson and’ Ruskln %1977 Warren, 1978). Objectives do
have to be behavioural, they can:; ‘be expressed as hypotheses or be _' .
experlencezreferenced (Dav1es, .76 Charles, 1976)

1nstruct10na ndevelopment from
fornactlon (Low,.l980),
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”é9‘ﬂ| -Programmed texts-are an even more structured:version. Thé_phyibﬁs’ppoblém-

‘ e 1o F
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-F?ﬂﬂﬂﬂV?ZNGFH“STRIR:TYCMV" R . i;"f'f“uig-&“;--“ L
Presenting inétfﬁction»fequifeé,fhé"ﬁéaéher;t@;hake?dééisidﬁs-;g;;é;medlé;g[
.and teaching strategies. In some programmes,-péiriculafly“RSI;iﬁHe5Subjé¢tf:

with. textbooks they can be hard for some students to-study so that study

. is presented with written materials, rather like a correspondénce course. As (22 o

guides or questions along with objectives 'and self-tests may be included.
with: written materijls is that the reading level?mAy_ﬁdt'be.apprppriate. L
Work is being done‘on learning from texts‘(McConkie,@l977),‘iﬁformation T %
mapping (Hartley, 1978) and other .ways to assist’ the reade:_bygmaking.the:}
structure.clear with flow charts, diagrams;and carefully designed layout.. "
: ; (R T . R = e T

v

é

".Not ‘all information is best presented ih written form, nor do-afi;stiudénts, .. i

~prefer this style of présentatidh. Other programmes have ‘developed ' ¢ 1,

" multi-media approaches - with. programmed. books, task simulators; tape/slide.
sets, films and filmstrips, models and so on, Earlier research tried to

determine the effectiveness ‘of . the media.dlternatives. Romiszowski' (19785;'

n b :

“concludes that;/research.on alternative metiia ‘has been generally . ' .
. inconclusive. Differences have usuallybéen traced more - to- the intrimsic’ |
_ -quality, of fthe partigcular product,.a well-writteéln book or a well-made.film
- ,arather t épﬁ;queneral'charagteristics"of”thggpé@éymyygich,ggduin some way
;. sbe. matchied” to ¥éarner, characteristics. The mohe ‘pertinént questions to as
" are to do with the appropriateness of various medik :for:'specific purposes;, -
for example, highly detailed. factual information.is.§uitable for printed R
.material whereas. television and film'can be used appropridtely for teaching - .
. motor skills where the medium's’ability %o slow down high.speed action, *' o
‘repeat movement and give close-ups-is uséd.tq'adv&ntage-(Camgbéll,‘1981);7x;,,'

; e PO ; ) A Lo
:Another approach tofpresent%pg-inStruction?iﬁ”indi&fﬁualiseﬂ instruction is 4
‘to develop packages or modules round objectives.and topics; A module as a4
self-contained, independent. ‘unit of planned-learning activities can ixcthd
a variety of media such'as" tape/slide*kits.(Goldschmid and Goldéchmidﬁ&lg;
. Murray,. 197%). A module presents only{a,few'gbjectives'aqdmcan;beAvery2?"
short (Burns, "1974, suggests 1-3 hours work). - Modules are qrganised.on a-
functional basis integrating theory and practice in subjects requiring
practical work. -~ = - : o Lo e

. Looking very similar to a module as.a mode ‘of presentation is.a Learning .
.‘Activity Package (LAP). A LAP has a list of objectives, spec¢ified activit
and ‘post-tests (Chastain, 1975). A LAP can provide a”variéty'of'aCtivitie§
“and resources, and activities may include svisits into ‘the country or.talk:
with peers on praeticaliactivitiéé%’f@§ﬂregards‘the-internal,structuring{of g
packages, modules or LAP's, the .same” considerations about sequénce already.
discussed applf.,'Moﬁgveducators advocate alloWing"stﬁaent%,a choice of . "t
activities -and resources’ to-allow for more than|one learning route '~ = %
.(Musgrave, 1975). Thére is little research on modules and LAP's. One study .-
‘of high school students’ showed that although performarice was the same,-
' students preferred the LAP with choice ‘of learning.activitfgS"(Gedrge;~; g
1978). The advice of Tunks (1975) points to problems with the undiluted use
6f LAP's:he suggests using LAP's only two, three orifour out of five days-
aﬂdiStructEﬁiﬁg4in the-g{Qup activitiess . . R : ‘

Wl i . e e

Some advocates of individuéli§§dvinstruqtionudid’ndp-see it as a s

» itself and developed the pd§sibility and logic'of using a variety o:
teaching strategies. for different parts:and aims..of a subject or. co
‘most well known.approach was the audio-tutorial meéthod developed-by.
. Postlethwaite (Creager and Murray, 1971). This method is suit

- Pywith a mixture of theory and. practical work'agdShasjbéenluSeiv

T e R
S £
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‘students in 1nd1V1dual carrels by tapeasllde along with plant mater*"ls and
equipment for doing practlcal activities ‘related tp ‘théory set out,ln a ;o
study guide.’ Weekly group tutorlals focus on problem-solv1ng skllls (BreWer
1977) ! !

-

' mentloned This is. ‘a recognltlon of the ev1dence that\students hav
different learnlng ‘'styles.. There -are mapy models of - learn;n yles
~ ,avallable' such: as- field-dependents and fleld-lndependent %W’ :
" convergers and d1vergers (Hudson, 1966) ser1allsts and " hé dist (Danlel,
1977). The problem for the teacher is. that ‘although eac 'moﬁel ‘makes. sense:
r., - and there is clearly some overlap, we do not .have a worklng'theory of how
i students Jearn which can integrate all the different mbdels”of learnlng o
,styles’w1th ‘learning theor1es (behav1oural information processing, 4
':.cognltlve psychology)' dnd learning strategies.to giide practice.: This lack
:9f"a_working theory of learning styles and strategies makes it difficult" to
?dcsxgn mater1als or’ package3=to match 1nd1v1dual studbnts' learning, :

exrand strategies is that therb s evrdence tha -learnlng style preferences .
.."change from task to tasky Hunt (1977) glves as;-an example the teaching of . '
RaE '}prev1ous experlence of
fd'mathematlcs or statistics has been charaoterlsed by failure may prefer’to -

.. learn in a- hlghly structured setting where he-1s‘gLven cont1nuous p081t1ve '
i reinforcement - from ‘each response he makes._But'anothef student may f1nd :
ot these same. character1st1cs restr1ct1ve and.borlng.“Such a student may: heed

o
o

leaﬁglng styles and

dr mnfluenclng ‘choice of
‘ 2

task‘and the1r perceptlon of ‘the’ task 1tself 3
. interaction’of . students' personallty and PI.show. “the ‘perceived
- “difficulty of the task ipteracts with anxlety d- 1ntelllgence (DaIlds,;_
' .1976). We are dealing it seems with 1nteract;ons ‘more complex than’¢gn be
-handled by’ matchlng styles or personality traits’with teachlng-learnlng
strategies or learning materials. . The ‘evidence suggests’ that ,closely” -
integrated and carefuliy constructed. texts, may have 1nh1b1t1ng effects'. on
: studeny’learnlng (Bfew and McCormlck ¢1979) and the. same ¢ould-be expected
. "to be true’ of‘packages 4s ‘the style’:and strategy chosen'by the: .tedcher -is;
:'probably the one that suits her personally and ‘npt necessaglly all the - ,
_students. Moreover,- the ‘more t1ghtly cohistructed” the materials or packages - - .-
" -the less room there is for students.to’ ;modify and adapt act1v1t1es and :

;?mater;KlS‘to su1t th¢1 ‘prefe

A further cpn81deratlon is the 1 h
* as packages.are introduced. Much ‘of “the’ early development fflnd1v1du511sed
. instruction was ‘resource intensive. and media, oriented. The pr ducts were -
. Seen’ as: separate from teachers,.neutral- components in’ the- .clagsroom. and .
_*largely ‘indépendent’ of the teachers.' However, there is ev1d'Lce that the. :
. ‘Coriditions of learning affect student :Gutcomes howeven:'ell idonstructed the ..
““ . resources. In a study of the.yse of a learning’ packag,*w1th'a computer,
U (Elton and. Laurlllard 1979) the follow1ng ‘conditions ard‘lrsted as: :
oo, 'affectlng performance- lstudent preparation for.the package interaction’ of_
_.the:package w1th lectures, the log1st1cs of computer use, %he role of the
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-;\question/aﬂswer._The differenée is only.in the medium. Looking at

o

'

y . .

. . . . . 3 . LR P
academic'étaff; the asseSSpenE ‘of computer related work .- .all, the

e’ a.nd o o

’

: fiPTe There is”increasing interest in the léarning environment ,rather than , [, -
; an .ty

N ‘resources as. such. Indiyidyalised instruction is more than putting "~ * - .
ontént into packages oqukitkz-the“ﬁay}these packages are used isequally’
mportant. This interest is supported by work on how students ‘learn..

Cognitive learning theory -sees ‘the s

. ‘materialsor’ stimuli to create meaning. This process can be facilitated so

that emphasis' is shifting from the investment.of resources in the ~- . .
development of instructional materials to investment in the instructional: " ',
- environment (Rothkopf, 1977)., .. - R U A o T

It is worth looking'briefly at CAI here as its use relates to, two important "

. issuess how to meet an individual student's learhing needs without ' .. . e

developing separate materials for each student (an impossibility) and the .+

teaching modél's implicit,in any given resource or package. What.is L
interesting with CAI is’ that researchers,and:developers,jperhaps'because“CAIg

" has'been used.as a'research tool for studying learning, have been more aware

of the assumptions. and implicit teaching-learhing models underlying X
diffetrient.uses of CAI..This is in contrast to much of the writing .on LAP's,
PI’and other individualised instruction programmes that is often ° o
distressingly superficial.  Some developers of PIsand later individualised
4instfuétion varipiits assumed that because students were not folldwing. ’
traditional large groyp .instruction a revolution in teaching had been

‘practice, as based. on} a'model of teaching that is talk/chalk and -
applications of CAI withfmicro—prqces§ors,lHoﬁe and Boulay (1979) see eaéh”l
programme as located.on a dimerision that ranges from 'leafning by being ». . .

. reviews of CAI'is that the medium is not seen»to'produde.ofw§tself*§
different. teaching~learning model. Whether the students aré using GAI-or

.,'kits: packages, tape/slide sets.or written assignments in class, np¥thing

very different in ‘terms of the rélationship between the teacher andthe T
student needs to have taken place:=What happens will depepd-orithow CAI o
_is used for instructiom. ™ e e Tk o DT

*One development{¢ifat may hold promise of ‘more radical changéyas. regards

- learning strategi$s is interagtive CAI with cybernetic strategiés of AP

" programming. In ‘& conversationi] mode the computér is programmed to learn”

- from the learner.as well adto;teach. The computer learns to interpret ‘ .
individual learning strategies and preferences for:teaching style ‘and adapts = -
the présentatibh'accdrdingli*&ﬁbmiszow§¥i, 19%§);: e R - :
’ . . L ~h L e A

3 * . . - . i " .. . .
ASSESSING STUDENT LEARNING - , sy
s ; . '_-f{ i : . . .. . . ’ B
T -mos't individualised ihst;uctioh programmesuassessment is seen to have: two

""" function’s:  diagno$tic before and during the course/subject, and -summative at

is used to‘deterﬁﬁhe progres§ion. Basic to the use of assessment in most
‘individualised instruction programmes is the concept of pastery. Students
-are not exposql to @-subject and then assessed'fon normative measures and..
ranked, instead tests are criterion-referenced; that is they test for

the .end of each unit and subject. Assessment during or at the énd of units: .

.. Specified objectives.which students aré expected to master. Mastery is

M'usually set’at 80% or-90% achieveli¢ht and the students re-do a unit or'ge
through alternative in§truction until they can reach the desired standdrd.
R D o SRR SR S

3 ,(

fa.
e

¢

.

told'-to 'learning by,discovery'. They see drill and practice as an abube of ©'
. the potential of educational technology. The significant point about such /- '

tudent:as actively engaging‘with"*"u - .

e

* achieved. But Howe. (1978) sees PI and CAI, when it concentrates on drill’ and B



apt1tude = f(tame spent on a task/tlm‘ineeded)

A corqI arylls that if‘given. the ti e all students: ‘can achieve mastery. {_[,V
Whlle this~inplies complete or maxxmum learn1ng gf a subject of unit as the
obJectlve, in practlce it often méans’ a’ minimym level of .competency for unit
_progression-or for passing a course: in vocational and techn1cal education
the‘criteria can be competencies that are hased on occupaticnal analysis. .- ~
This leads to competency-based or performance—based approaches which often.
involve some degree of 1nd1v1dua11sed 1nstructlon, Mastery thus 1nvolves two*
key: ideas:’ a,-. : : Jg

. . we

that assessment be crlterlon or performance referenced
that given time all studentsmcan master the obgeetlvas
un1t/s bJect (allow1ng for quallty of 1nstruct10n)

3
N
<
4

0. T . some questions. - Although in - theory al _may :
‘achieve mastery 14. ven enodgh tine, it-may not be feasible in practiice.. - *~
Pucel and Knaack (1975), in d1scuss1ng technical and further educatlon, ‘see
time taken to complete a Job as. an imporant’ part of vocational assessment

. which would not allow -time to"be completely elastic. The question of the:

'1nterrelatlonsh1p ‘of time -and learning has bee® closely studied in recent . ¢
‘'years. In a review of stud1e§ of learning-as & function of time Freder1ck ’
and Walberg (1980). suggest & non-linear relatlonshlp among time and other
factors. It is becoming clear that what a learner is doing in“the time-
available may ‘be more important than the amount of time avallable
(Sh1mron¢ 9763 Lev1n et al, 1980) T oot P

In apt1 'ehtreatment stud1es researchers have examlned the relatlonshlp
betweenahptltude and achievement for 1nd1v1dual$Sed methods allowing.

.2 " variable- t1me avallable and r; q‘}rlng mastery, and:for conventlonal methods.

' The results do not support’ th mastery model pred1ctlons that.

-aptitude-achievement correlatlons will be lower for such individualised

methods. In meta-analyses of PI,:PSI, CAI and the: audlo-tutorlal approach

the effect on the apt1tude-ach1evement correlation was very, small at best

. (Kulik et al, 1979a, 1979b, '1980a, 1980b). Kulik et al (1979) conclude that: -,

'Ind1v1dua11sed instructionjy, in which students are free to vary the time and

manner- of. 1earn1ng, does nof éem to narrow the gap between gifted and .

dlsadvantaged learners' 1e e_can be: pract1cal difficulties in translating

the concept of 'mastery p slce. Where units are cumulative, mastery of

successive steps only adds»up’to mastery, of a subJect if the analysis 1nto

specific tasks is good and complete. (Brldge ‘and Elton,’ 1977). Mastery is

usually and loglcally accompanled by student—pac1ng. Where pacing 1s

B

what.ls to be taught and 'mastered' One solutlon offered is:.

it, and to prov1de-more than one chance within ead
-students to see~how they are dolng and 1f poss1bl ;do,hetter (Cryer .
. and Manwaring, 1977). St L S R
. e R o » :
Most formg of ;né1v1duallsed instruction involve cont1nuous assessment. -
Of ten there«iS'no end-of-subject or course examination although ' ‘
? . end-of-course examinations can still be used. In some cases a form of
' contract’ is:made with a student to formallse a procedure of continuous
: p " assessment. It can be agreed beforehand that if the students:'do 9 of 11
ba51c units they get. a C, if they do. 11 they get a.B, and if they do a
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speciai extra proaect they get an A. In ome courses p01nts are glven‘for
" completing certain pieces of. work.’ Th1s ‘is .a‘system’ reminiscent of
" payments ‘'in industry and the comments: of EItcn and’ Laurillard (1979) on ‘the
place of grades or marks are relevant. Théy suggest ‘that. although stidents
will not work for no marks, after.a’ Certaln point extra effort, ‘will be N .
forthcoming only if - 1ntr1ns1c.1nterest i's engaged Contractlng sglndeed an
attempt to generate fotivdtion and can be seen as an aspect classroom
,management rather than assessment as such * i :

" Whatever the method of cont1nuous ‘assessment used mon1tor1ng student .
progress tHroughout a subject or course requires extensive record- keeplng. R
-Records ofteén comprise detailed student profile cards and their mdintenance

SO %can put a. large clerical burden on teachers. One solution advocated for this

" is; Computer Managed Instruction (CMI). In CMI the student does.not interact
w1th the "computer, .it is used to’ manage instruction. However, the: role of
' CMI can -be more than-straight record keeping. It can mark teacher
constructed tests, and on the basis of these marks and others, record
details of the student's basic skills level, interests, career intentions

» and any -other deta11s, route the student to a new task or teacher, or
to repeat all or part of work just completed. ‘This 'routing' is done by a*
persona11sed message prodyced .from a store of comments. The. computer
stores:.a record of the tests and routing instructions. and can produce ' .
a full report for the teacher of . .any student at-any ‘time (MacMahon; 1978).
An example of this is given by Cross (1976). At the Miami-Dade Community .
College in Florida a ,response system with variable. prescr1pt10ns (RSVP) is

. ..bsed for students at’ home or. -on campus. For each module in the -RSVP

programme a. student’ takes a ‘ten item mult1p1e choice test. RSVP analyses the
-.patterns of, response and identifies for the student whether he missed a main
idea or question. The student*is then directed to.certain portlons of aiTvV
documentary page in & textbook or section of a learhing modulé. RSVP can _
report results on an individual and gumulative basis. Although the programme -
‘'was rated a success: by students who were mostly older and off-campus, Cross
cautions that questions-about the use. of objectives, the va11d1ty ‘of the.

" prescriptions and the usefulness of feedback ‘to teachers remain to be
answered. In other words CMI improves the efficiency of the de11very of
certain types of individualised instruction but questlons about the1r .
effectlveness‘remaln unanswered. . '

‘.‘_,.‘\
.('
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Managing the teachlng/learnlng environment involves cons1derat10ns of
classroom'management and logistics. Aspects of particudar s1gn1f1cahce are
.timetabling, pacing, withdrawals, student characteristics and ‘group group.
In some individualised instructional programmes . studefits’ mget in usual
classroom hours but instruction is individualised within that time period.
“In other programmes self-instructional materials are axailable under
supervision for large periods of the week so that students can choose their
own time to.dttend. Sometimes these materials are available-as a supplement
to other. class work (Manwaring, 1977). or the éntire course is available this

© . way (McClelland, 1977; Lambrecht, '1972). One programme in automotive

mechanics had p1eces‘of equipment in carrels with tapeAslide kits which were
available all day to allow every student experience with shandling equlpment
which was not possible in conventlonal demonstratlon/practlcal classes
(Hunter, 1974) v ) ‘ g Y

~
J ' o ~

An important issue to be considered is how the work shou}g‘be paced. In some

Sl e v C et e e
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of the early wr1t1ngs it was suggested that self-pacing was an 1ntegral
feature of individualised’ instruction. Some ‘authors .thought- that once
. .student$ could learn at their own pace motivation. would 1mprove as’ well as®
achievement.. Organising instruction to allow for student pacing was ‘thus:
seen .tg be highly desirable. There has been a lot of research conducted of
P relevance to the question of. pacihg, especially.in relation to PI' and PSI. '
Both these appiroaches have been researched ‘as to outcomes of component '
features as well as the approach as a whole. Studies of PI do not support
the expectation that student pacing will . -improve performance over scheduled
instruction (Impettere111 and Finch, 1971; Campeau, 1974; .Leith and Tobln,
'1968). Hartley (1974) further suggests that in PI whilst the learner has
some’ control over the pace of her work, the ‘overall pace 1is ‘determined by
the person who wrote the programme and who decided the size’ of learn1ng
steps and graduations accord1ng to d1ff1culty.
In PSI student pacing ‘has been. called 'one of the most 1ntegral components
of the PSI format' (Ruskin, 1976) However, a review, of some 39 studies of
PSI which includes a thorough component:aralysis conclud ’gs that student -
pacing is not necessary for PSI to be effective (Robin,” 1976). . This
_conclusion is supported by other reviewers (Kulik fet al, 1976), Johnson and
Ruskin (1977) suggest that although student. pacing has no -effect on
.examination performance, it could have :benéfits.(which have not been :
investigated) for the teaching of self-management skills."However,.the most
noticeable and persistent problem with PSI Is usually cited as the large . . .
. amount of student procrastinationgand the high rate of student withdrawal .
(Robin, 1976; Johnson and Ruskin,"#977; Kulfik et al, -1976; Boud- et al, R
,1975). This would suggest that 1n1t1ally t least not all .students’ d1splay
such management skllls. -

-
. .

- The quest1on of w1thdrawals from PSI. courfes is not clear—cut. In a recent o
‘study Kulik et al (1979) carried out a meth-analysis of ‘the results of’ 27
‘studies®f PSI and found no- s1gn1f1cant difference between PSI and
. conventional courses in this’ regard This finding is contrary to that of the -
other studies;®cited. One: explanatlon for. the apparently discrepant results
“could be that éducators ;expected that student pacing would improve the
achievement and, retention of the usual 'failing' group of a conventional
.class; the emphasis in’ the - literature on the facts of withdrawal reflects
the failure' of these expectatlons. Procrastlnatlon may .be a problem in all
“courses which is made explicit in PSI. " Keller hlmself (Ryan, 1974) suggests
that not all- students can be expected to pass.
To cope with. problems of procrast1nat1on many PSI courses have been mod1f1ed'
®y the. introduction of deadlines through the: course, charts of student
‘progress and other management strategies. Such limiting of student pacing.
~ does rot seem to affect achievement (Robln, 1976) ‘However it'may mean that
~ other possible benef1ts of student: pacing - particularly’ that of teaching
. self-control and self-management (Robin, 1976; Morris et al, 1978) are lost
- with no certainty that. the problem:is solved, given that the precise nature
.interaction of-PSI - components and ‘their association with =~ :
-procragtination and wi drawal has not been established. Furthermore, : those - -
student who cope and thrive are in turn disadvantaged. 'In ‘individualised®
other than PSI, student pacing has been limited also.'In" "/
vocational and technical education Pucel and Knaack (1975) recommend some
‘teacher contrgl of pacing because: 'Complete- student self—paclng assumes .
that all students will be suff1c1ently motivated. to pursué their learning at
their own best rate and that all of the learning mater1als w1ll ‘be equally
‘ se1f-mot1vat1ng. This assumptlon may not<be ‘true.' o

R
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‘Some teachers .in science-based subjects at.university level as reported in
‘Bridge and Elton (1977) have also set up teacher pacg% courses where the

students have the freedom to control their own work for a week ‘or less, but - -

work on materials ‘specially prepared.for individualised study dllowing the -
teachers timeé to provide tutorial help. This type of teacher pacing allows.
for other arrangements: such. as concurrent tutorials or, group viewing of -
films, and where live materials’ are used is a practical necessity. This is

" " the ‘type -of pacing uséd by Brewer ‘in the Botany course mentioned earlier. Of

interest here is a study of Open University students. It might.be thought
" that courses of this .type are student paced, but it.was. found that students
organised. themselves round assignments so that the courses are more
‘accurately described as téacher paced self-study-(Aspden, 1977).

" The experiencélof inﬁivggualised instruction seems.to suggest that not éll_A
students.who come to various forms of individualised:instruction develop the -

necessary attitudes,.skills and motivation. The following-are given as .
needed behaviours for the success of a'LAP programme: self-direction, = '
respect. for others, group co-operation, self-confidence, self-evaluation,

. leadership and'selffinitiative (Smith and Kapfer, 1974). S oo

- Some students do not have these characteristics. Chaflﬁé{(lQ?ﬁ)Qfalks_of '; 

“!drifters', students who have difficulty beginning work and keeping at it, "
who.are easily distracted and take little initiative. He concludes that
these. students are unlikely to benefit from. individualised instruction.

These studerits appear similar to those identified as teacher dependents in

vocational and technical education (New Hampshire, n.d.). -Such students dow.. .

‘not want. to make decisions and look to their teachers ‘or.peers waiting to:
see what to do. Just how many Students at which level of’education fit this
category is not clear. Cross (1976) in a book on 'new!' students (those -
admitted to American Community and Junior Colleges under open .admission
policies) sees them as more likely to procrastinate and withdraw from PSI
courseés. It is clear that motivation is important and is not necdsSar
‘either stinulated or strengthened by the mere fact of introducing’:<.: ;
individualised instruction. or student pacing as much of; the’ edrlier; &
literature would suggést. Nor can all students be -expected’ to.come: gquipped
to use self-instructional materials. Some assistance in learningilow to
learn may be needed.. Recently at the university level where much:work is
.done outside of class contact hours, there has been a.great  interest in
teaching study skills to students (Hounsell, 1979). 'How to learn' .and
‘'self-nfanagement' skills would appear ‘to be not outcomes of - °
individualis?d‘instruction but- rather prerequisites. ’ '

. ‘ el eibet e el =

In many programmes such as PSI and PI students usually work on their own.
PSI has built into it more tutorial help with the use of student proctors |
‘and somé see this as the humanising element that makés:PSI ‘work. - Others
have criticised indiyidualised instguction charging that an over-emphasis on’
independent study can lead to boredom and aimless activity. In a-'study of
competitive, co-operative and individualistic goal structures and their -
effects on instruction (Johnson and Johnson, 1974), it was concluded that
‘individual structured situations (PI 'and mastery programmes) are appropriate.
for learning specific cognitive materials_and skills but that lack of. N
interaction among students may produce :feelings of loneliness and isolation

~ thus blocking the development of interpersonal and group skills, *..

Group activity is called for too when:the goals of_the course, or the'naturc'
‘of the learning activity, demand -it. For example, in a training programme

”

’ . T

$a,..ly . ‘ 7, Ry
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- for men repa1r1ng photocoplers, the’ programme was organ1sed into self—paced

.units except for the last. unit on,customer ‘relations which demanded ;

*/ interaction and strateg1es'such as role-playing. Despite difficulties in
.timetabling, this unit was desigfied as a group activity (Horner, 1973)."
"Group activities can also ‘be included for other purposes. Bloom (1971) c1tes
\as ‘the best procedure to make use of feedbakk » small group study sessions of -
‘two to three students: who meet for an-hour per:week to reviey formative test’

. results and to co-operate to overcome difficulties identified in the test,,
. Leith (1969) did a 'study.on using PI that showed superior attalnment of

: “small groups: (15) over individual instruction. Even in’ mathemat1cs wh1ch may

.seem’ espec1ally suited ‘to' individual study, a system of prescribed study for.

-~mathemat1cally precocious students has been developed where students work’ 1n.~-

groups. Stanley (1980). thinks .that’ such. 'students need. the" approprlate level
‘and pace.of mathematics ‘not’.as’ s1t-1n—the-corner 1ndependent studiers, but.
1n the company of seVéril other students who are also abl; and eager. S

1nteractlon are\necessary will not surprise students of distance teachlng.
It is to overcome the lack of contact that correspondence students are’
brqught together\for study weeks. Morris- (1977) notes .that: 'The greatest
d1ff1culty fac1ng\an Open Un1vers1ty student is his isolation from others
study1ng the same ‘cCourse. There is- no-one to discuss with, none.to-ask

wn ‘e\to see: when further explanatlon is- requlred. Dlscuss1ng
] .education course, Aylward ‘and Barclay (1970) also stress,
‘student ‘working alone: '... he can spend hours wrestllng
fthat an internal student may have clarified in.a minute
‘or or another student.' In many individualised instruction
5 the’ teacher sees the programme as freelng her to give just this
~ sort of tut9r1al assistance more effectively than in conventional teach1ng,

however, this role needs to be stressed. Chastain (1975) warns- that:

'Ind1v1dual1sed 1nstructlon which is 1nd1st1ngu1shable from a continuous
sgrxe 'of clasSES or- superv1sed homework in which everyone is given the

The aboVe 1ndlc§:10ns that some small.group. work and peer. - and teacher.

.xhé term 1nﬂ1vudua11sat

research.was poor in quality and consistad of comparlng some mode - of
‘indi¥idualised instruction, usually not f'lly explained, against tradltlonal
instruction which was often not describedat- all. The lack of any

descr1pt1on of the context often makeés it hard to’ tell whether what is be1ng
evaluated is a component resource in a classroom;, a new teaching strategy: or

'j . an instructional system. Confl1ct1ng results. and reports of no significant
°d1fferences are common. More important than the lack of conclusive results
< are the more fundamental defects of much of the research. The problems of

implementing ‘innovations are. well documented and they relate to the context- "

R and the people involved. In.an experimental. design the.researcher who

reduces complexity for the purpose of. controlllng variables: often eliminates

the very complexities and interactions that are significant for evaluation.
" A'further criticism of research into individualised instruction is that it
-has requently used group measures to evaluate strateg1es designed to-
encourage individual achievement. Macken et al (1980) in a discussion of
evaluations of CAI, point to instances of incorrect conclusions being: drawn’
because global analyses do not consider all the relevant factors. They.
conclude. 'Such evaluatlons .can essent1ally penallse an 1nd1v1dua11sed

aass1gnment ‘bears s ght resemblance to the prom1sed package 1nherent in

. Lot . . . . N . : D
o . ’ W : - Lo - :
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"Stu'élen‘t.A'cbievemeht . S '
: 'self-instructional' materials that allowed.students to progress at’ their

- teaching mac

" PI'in vocational and technlcal education, Impetterelli and: Finc

"personnel needed to produ

“more. than thlS- RomIszowskl

" would now involve ‘CAI which would be seen as a more sophlstloated and
early 1970's: reported more. favourable results than those in the early . ..
"1960's. ' They suggest that this is because PI has been used more .-4_,r

.EPSI or the: Keller Plan (or Behav1oural Instruotlon, as: it is- often oalle
" was developed according to behav1oural principles of learnlng.,Its four' madn:
" components are: self-pacing, mastery, frequent feedback and peer proctor :

" and demonstratlons are used for enrlchment .and mot1vatlon pnrposes as well
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) programme for be1ng 1nd1v1duallsed. l There are also gaps 1n Ae research-

evidence available: for. example, packages (LAP's, modules) b ve;attraoted ~
llttle attentlon.ﬁ . . - s R .o

.;, AY

'leen the problems and gaps in. ev1denoe the dlsou551on‘H a

‘inevitably ‘patchy and inconclusive. The literature contal".

.how_to and what ought to: take ‘place than solid evidéncelthaty - - )
s
'ﬁf

a lot more aboutﬁ;".

educators’, aspirations are being realised. ‘The d1souss10n here relie

-ma1nly on review articleés which draw together the results of a number .
. 'reasonably well, -designed stud1es, rev1ews of 1nd1vaduallsed programmes’ thag .. oo
) have been subJeot to _component analySls, andhthe results of meta-analyses '

Programmed 1nstruotlon was one of the earllest attempts to present

own rate and usually alone. The essent1al pr1no1ples of PI were seen’ as i

small steps, active student 1nvolvement, rinmediate” re1nforoement and.

self—pao1ng l)egaterlals were presented in a, programmed text or through a{
o

e.or on a tape-slide. Later programmes ‘were present“"’
package. thatfcould include a. variety of mater1als. Hartley (1974
detailed account of the: basic principles of PI:-these prlnolple
cited as if thef ¢re 'laws of learning' and Hartley suggests’ th
have had.more. influénce! than PI itself. The results of stud;es
the effectlveness of PI' 1ndloate that it can. teach at leadgt

conventional “approaches’ (Dodd 1967). However, after a, ye

’(1971)

conclude . that while PIis asqgood as 'oonventlonal 1nstruotlon' if that c ~3

' conventional approach 'is oriented toward olassroom type: (oogn1t1ve)

objectives, complex 'perceptual motor aot1v1ty‘ Hntegrated'w1th problem
solving might better be taught by other means. Cross, (1976) claims that ‘the |
research findings fall shi{rt of justifying the investment of money, time and -
programmes of high. ‘quality. Although PI is '_’-
‘ise for routine’ teaching of facts .and :skills .
programmes can apparently be developed that do.
979) states that it is possible to programme = .
1Soovery method.. However, ‘such .a-use of PI.. ‘" * -

usually seen as of limite
(Davies, 1971; Cross, 1976

mathemat1cs to' teach by the

adaprlve development of PI.

3

In a meta-analy51s of stud1es of PI Kulik et al (1980) whlle conoludlng tha$@~'?
the achievement gains by students were small, noted that studies in -the '.‘i '

dlsor1m1nat1ngly in reoent years in areas where 1t can oontrlbute most

T (%0

In a PSI course the normal pattern of classes is replaced with.prepared:
written units of work and tests.’ Students work at their own pace and as
soon as- they believe they have covered the work, they present themselves: for
a test scored at mastery level. . Once . they pass they go on .to the next un U
otherwise they study the work aga1n and do-another equ1valent test. Tuto 1n
for students .is provided' in‘American courses by student prootors. Lectures

e
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'vﬁl,meta—analysls of . outcome stud1es Kulik et al (1979b) conclude that PSl

- can be demonstrated in a variety of ¢
that learning from PSI is not shortlived\(Robin, 1976; Kulik et al, 1976)
‘and. that students have cons1stently had f, vourable att1tudes to PSI (Robln,
1976 Boud, 1975; Kullk et al, 1976) . )

g

- I

5
as to proV1de classes: wlth group act1v1t1es. Attendance ‘at- these is

voluntary. PSI has beeni used ' fOr:a wide variety of subJects (psychology,
economics, physics, engineering, mathemat1cs, llbrary sc1ences, soclology)

" particularly in-the U.S.A.: but also in the U. K. and to- some -extent in

Australia.. It-is also one of the most thoroughly researched of all teachlng

-methods. The - evidence for its success in 1mprov1ng academic achievement:

seems 1ncontrovert1b1e. Robln (1974) cites -39 studies out of which 30

) showed s1gn1f1cant ‘differences .in favour of Behavioural -Instriction (BI).

These" f1nd1ngs are supported by other reviewers of research.(Cross, 1976
Kulik et ‘al, 1976; Kulik et al, .1979a; Schiller et al, 1980). In a..

generally produces. superlor student . achievement and that 'this super1or1ty

““In a component analys1s Rob1n (1976) 1nd1cates frequent testlng, proctor1ng,
*. unit perfection requirements and study- objectives as contributing to the
.effectiveness of BI but not self-pacing and optional lectures. It is '~

clear’ that- it is- in” nhe Interaction of varlous features of :the programme

"~ that its success l;es.,It seems adv1sable ‘fors teachers using PSI for the

first. time to. userthe- complete set. of strategies as the. basic features form'

- a"logical coherent. structure (Ryan," 1974;- Cross, '1976; Johnson and Ruskin, .. *
1977). For example, since PSI. sacr1f1ces breadth for depth of _coverage, g

L3

mastery 1s “essential (Robln, 1976)

.{f;“fPSI f@ h good deal more. flex1ble than PI. The ev1dence on the effect1veness R

- presence -of groctors allows, gives ‘the student rapid appropriate
. -compensates

o discussion. and enqulrlng beyond the unit work and gives feedback to the"

_teacher on the basis of which she can revise materials. 'In’ a PSI scourse -

"~ proctors also prov1de human_ interaction and reSpons1veness.. One potent1al

.Mlller, 1976—) “Roﬁﬁszowskl (1979), - 1n g

of us1ng¢proctors is not conclusive (Robin, 1976 ‘Kulik et al, 1976) but
the discussion’ sessions with students when materials: are testedg\whlch the' -

te¥feedback,
or any deficiénces: in the learn1ng mater1als, allows for

limitation of PSI is the heavy rellance on the written word. Students. need
an average to above average reading ablllty (Johnson and Ruskln, 1977;. ‘Boud

Yoet al, 1975) .- So'far PSI has been mainly“ used at the un1vers1ty -and college - -
- level and it. is H ’
.conf1nes 1ts appl

clear whether the heavy re11ance on “the wr1tten word

elatlon to 1t and

; (gn 70.“ Y
: ed’ -approa@d

instruction in mathematlcs, questlons ‘th ré?ﬁl;-' 3
which he sees .as being- 1nconciu§1ve.; Bu‘ .ﬁg?ﬁ hat the 1nVestment in
the U.S.A. inthe prescr1pt1v indivi ybn‘o ‘mathematics has not
really paid off. He suggests’ that the: f1nd1ng of Miller “thatsthe Jarge’
institutional appllcatlon to ‘a’ whole school district of 1nd1v1dua11sed
1nstructlon resulted in student ach1evement deterloratlng w1th ‘time can most

se settlngs. - There is also evidence .

pfn ‘the - school because ., .

»_'170' o o I-IjgberEdycationRéseazéIz andDevelop_men'tVoI_Z,NoZ, 1983
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: 411ke1y be accounted for by the teacher var1able. He cites two other _cases of
1nd1v1dua11sed instruction. programmes where a decline in- standards was.

" ‘traced to lack of teacher. interest or. competence. .This suggests thé need’

* for caution before mov1ng to a. w1despread appllcatlon of any: one teach1ng

: approach. Once it is ‘extended- beyond the enthusiastic" ‘picneers. any s -

o innovation becomes.subject. to the very factors. that ‘account: for trad1tlonal -

B [ approaches being implemented at ‘less than maximum efficiency .and . .

. ] effect1veness, such as teachers and students who are unsulted .to or '

.un1nteres£ed 1n the teach1ng approach _ ) T

Meta-AnaIyses o{ Ind:vzduabsed Instrucban B b' .

[. In recent years researchers have sought to overcome the problems assoc1até
‘with a never—end1ng stream of studies with confllct1ng results that. offer.
_‘llttle guidance or conclusive, ev1dence., -Methods of research 1ntegratlon and
. in ‘particular the technlque of meta-analys1s are being developed to .allow"

+ firmem™\conclusions to be drawn.from large bodies of confllct1ng findings. - =
?_Kulm%;an’othefs have -carried out meta—analyses of studies. in-individualised ;
. ~instfuction and have- pub11shed an overview of ‘their findings (Kulik and
Kulik, 1980) as well as _sSeparate meta—analyses of PSI, PI, Audlo-Tutorlals
and CAI. Their oyerall: :conclusion is that 1nd1v1dua11sed instruction has-a-
positive effect on, student achievement at the college level though the”
effect is small. Achievement- gains wer€ positive but small’ in PI (Kulik et
» 1980), audio-tutorials (Kulik et al, 1979b) and €AI (Kulik et-al,
1980a).,However the gains' in student achievement with PSI. (Kullk et al»‘ ' .
1979a) were greater. Not only dlggkéévgaxe a pos1t1ve effect ‘on student S
achievement but the effec¥isize, was 7 which Kulik et’°al translate as -
‘meaning that: the final eﬁ%ﬁiwi ion score ‘of a- typical student - in a typ1cal
" class would.-be raised from‘¥fe 50th ‘to 70th-percentile. Where the teacher
- “variable was controlled by having the- same teacher. present instruction to.
- the control. and exper1mental groups the difference between the effect’of
‘bs1ng conventlonal or individualised approaches was" smaller. Ku11k et al »
(1980) suggest a poss1ble explanation for thls' . R \ S

[ A

"-It seems - poss1ble that 1nvolvement of teachers in 1nnovat1ve approachess"
to 1nstructlof’ may. have a: general effect on the quality of their '

" teaching.- Outllnlng objectives), construct1ng lessonsl\hnd prepar1ng
evaluat1on%ﬁ§§§q&ls (requ1rements in-both- computer-based and - :
personalised instruction) may: help teachers to -do a good Job 1n their . -
:convent1onal teach1ng as51gnments.. o , : oo e

* The d1fference between experlmental and control groups was also less in - -
.. those. d1sc1p11nes thought of as the hard scienges..Kulik et al suggest that . -

" subjects which are less structured benef1t more from the application of. good’ .. .-

teaching pract1ces assoc1ated with 1nd1v1dua11s1ng 1nstructlon. This view
(that it.is.the structurlng that_ is s1gn1f1cant) is. supported by’ the: .

. conclusions of a review of reviews on:the quality of instruction by Schiller - s
et al (1980)‘which .was. undertaken to identify 1nstructlonal.%echn1ques wh1chu
‘have proved successful ‘in promotingxstudent achievement, retention and ’

. attitudes to learning. PSI and Lear;lng for. Mastery (LFM) .were-two. '-;ﬁ*':"“,'

‘_well-def1ned programmes 1dent ied ‘and the authors conclude that, in = -~ * £
.. general, more~structuzed_learnlng—sett1ngs -are- assqg;a{ed—thh“hlgher“lever‘—?"f"”“

of . cogn1t1ve attalnment., i : ' :
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One of the aims of 1nd1v1dua11s1ng 1nstruct1on and in part1cular, of - ..
“'modular -instruction’, has been to. improve student accesg .by removing the
‘constraints of- trad1t1onal institutional attendance pat erns and group’

-instruction. This can be done by presenting courSes in self—1nstruct1onal

.packages or units, available wheli needed by the student. The class as an_,

.organisational unit may disappear. Instead there can be learn1ng stat10n$

where students: work through self—1nstruct1onal mater1als or an open .

laboratory or: workshop is set'up available - for use at ‘all hours. Superv1s1on

'7-1s prov1ded where learn1ng st1ll takes place in an 1nst1tut1on.j e

A descr1pt1on of how to organ1se and manage a "1nd1v1duallsed

- instruction programme at the course level. within an institution of
vocat1onal and technical. education is given’ 1n Pucél - and Knaack. (1975)
Students agree on a programme in consultation with an instructor and this is’

,.entered in the records. CMI.is then. used: to- keep track of ‘the students'
progress. Instructors -are accountable fof'a spec1f1ed number of; learn1ng
- stations in specified locations .and' for the learn1ng of the students:

. occupying thiose stat1ons. Another. account of large scale’ individualised
instruction in three community colleges in the U.S.A. is given by Hess
(1977). Students can enrol and complete at times other than the usual: ..
quarter or. sgmester calendar breaks, §tudents follow: programmes tallored to -

e obJect1ves they ‘have set and ‘may’ progress through modules at the1r own rate--”
] g1ven a mastery requ1rement.,. ‘ _ VR f'ﬂi IR o :
There is llttle ev1dence avallable of the success of such - approaches.-A
Progranimes have been 1nd1v1duallsed and modularlsed exteénsively in the TAFE .
‘system in Victoria’ “but there is no. qverall evaluat1on ‘as” yet and furthermore
“-the -student’ populatlon is mostly apprentices . for whom. attendance and -course’
complet1on are a condition.of employment, An evaluation.of competency—based =

: - programmes in the American college system gives some indication of the

‘problems that can arise with-a différent . student populat1on (Grant et.al,

- 1979). For example, in 1973 a modularised Programme was developed -at College

"IV as an open-access unit of the Grand Valley State College in Michigan. :@

'lInstruct1on was to be time-free and self-paced and geared part1cu1arly to -

. adult. students. Without" go1ng into all ‘the problems’ encountered, it i
s1gn1f1cant that procrastination was a major one and.led to further problems
of insufficient effective enrolments to maintain the viability of the ‘
programme. As the evaluators state free access also means free.‘exit apd they :
‘concluded that for busy adults self—pac1ng soon becomes non-pacing. It was
. " not- enough\to hand students modules: interaction with staff and othér
i students néeded to be built gnto flexible t1me-free colleges- like College Iv-

’ " to an even ‘greater ‘extent.'than in more conventional Programmes. Here, ‘as in

other competency programmes that were t1me—free, the evaluators saw peer .
support and group- cohes1on as 1mportant 1n keep1ng students in'a programme{

» R .
I T Lo e 3

k

ot . . . )

. iﬁ"
. . i *

An 1mportant cons1derat1on in- choos1ng teach1ng strateg1es and developlng-w ﬁfif-“
curriculum models is the cost. Individualised instruction-has- often”been

___advocated_ as_cost—effectlve.—It«ls—amposs1ble—to~compare~the costs—of —
variants of-individualised instruction because -such information is not
readily ava1lable ‘and’ because ‘costing itself is not a’ standardlsed
procedure. leferent estlmates are-based on different decisions about what

" is costed and how; but. it is poss1ble to 1dent1fy sdme of the major ' =~ %
considerations. There are both starting-up and on-going costs:-The -

start1ng-up costs include the product1on of resources, the build1ng of new

Q
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the provlsion of storage for R
~workshop equ1pment. On-going' costs
outces serv1c1ng and maintenance of-
vlequlpment and its deprec1at bn.teachlng personne1 to;assist in’ the
- Setting. up and. ma1ntenancev "quipdﬁnt and. materials for‘student use
" paper, cUpylng,‘flllng equl.pmentJ c1er1ca1 as31stance for student reco. ds
'f'computer ass1soanﬂe qf CMI is used. ~ .

v 4~areas -or chang1ng over of former nhs,
. . Tresournces, -A-V equlpment, carrels;
© . may. include the updating ofre

e
t

. v : 1]
_?‘;The cost effectlveness argument for" 1nd1v1dua11sed 1nstructlon programmes A's
-+: that the greater cost of . ‘setting-up materials and.~ ogher resources. willy
"+ offset’ by the ‘more efficient -use of ‘these - resourcesuonce'the programm s,

_.,Qrunnlng. ‘More. students will be serviced and final per cap1ta costs wlll be
" . lower or, if cost per cap1ta Temains h1gher, the: qual1ty of- the.educationah .
. service will be greater, i.e} more enrolled students will graduate or thq?e RO
graduating are’educate ained to a higher level. Evidence ‘on this var1es.
'In an evaluation of fi vocatlonal programmes (Faust, 1978), it was |
concluded that the st 1ng-up and on-going costs .of -the and1v1dua11sed
1nstruct;on progr,' S were h1gher,than those of- non-1nd1v1dua11$ed .
© programmes. This would appear. to be the case with the'. start1ng—up costs for.. ,
competency based college programmes’ using prepared "learning resources (Grant "
‘et al, 1979)." Creager and Murray (1971): looklng at the use of modules state
. that’ costs will not be cut and«advocate exchang1ng modules between . S
a'1nst1tutlons as a way of keeping costs down. It m1ght be thought that “37' ST
.economies ‘of scale. are the answer but ‘this is not always so, With PSI Black -
and Boud. (1977) show. that whereas the ‘costs of 1ntroduc1ng PSI in a: small N
z'class As.against the cost of:the course. replaced was zero, costs 1ncreased
rapidly ‘with large classes..The main factor in-this appears" to be the cost o
.-of tutoring. In Keller s origlnal programmes,~oT course, the tutors or -
proctors 'as they were called, were ‘unpaid students. In the’ British system .
Tth1s feature of. Keller's. p1an has proved d1ff1cult to rep11cate, hence the
- increase. in costs. , . R .

Another’ attempt at cost1ng of a s1mp1e resource. (study packs of off-pr1nts _,i‘
from journals or newspaper c11pp1ngs collected by'a lecturer and put-in a
‘folder with'a. work. sheét; housed in a 11brary for. supplementary use) not

only showed the w1de range of extra costs to be. considered (she1v1ng,:

‘ folders,'overhead cost, staff. salar1es of the. producers and'the library. ,
assistants) but found ‘that the cost increased yith the number of times a’ v
pack was:used. It was ‘concluded that ‘although each individual pack may not '

‘appear to.be very expens1ve nevertheless with a bu11d-up that is not - e
monitored, . the provision of self—mnstruetlonal materials ‘in these formats
'uses precious resources. at a. surprising rate - (Harris and- Kirkhope, 1979).

" This example 1nd1cates ‘the need to.consider more, than. the cost of any
resource on its. own. Partlcularly th1s is the case where audio-visual R
equ1pment is used extens1ve1y. Such. equ1pment has been calculated to have an
average life of ten years so -‘that 10% of inventory value. needs to’ be set’ o

" aside for replacement|costs (not allowing for 1nf1at1on) as well as. funds o

for ‘maintenance. Machines f&ke loop—proJectors or- tape—recorders are not

foolproof\and tne ‘more accessible and less superv1sed their use_the greater

:*-.-the need"for'constant ma1ntenance ‘and“replacement. There is also the cost of ;

.»: - - the assoc1ated software’ and its updatlng.- ? g _ . e S -

e - o ¥

~_.,“_c_—Not.all the-evidence ra“study oI 1nd1v1duallsed s11de-tape
. 1nstruct1on for tra1n1ng in the ma1ntenance of - hyerfolls, Rumsey (1976)

= fourd* that training time was reduced by -68% -which represented a- great sav1ng
.to the -company. He estimates. the development costs would ‘have' been recovered

__T___after_appnoxamately—sé—students—were—traIneo. It-is notlceable that .savings ... hf
' rea11sed through reduced tra1n1ng tlme 1s one . of the main econom1c arguments :
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Mg,npvel educatlonal system. In the’ cask’of,the former, what is propos

i necessarlly h1gher than that of“the old'. (UNESCO 1979).,

'.1 helping students plan:their indivi Uallsed programmes. 'The

) often g1ven fo;~tra1n1ng programmes in prlv'té 1ndustry° 81nce tra1nees are
. be1ng paid sav1ngs can be—c0n51derab1e.£I

ubilic education-any method - that -
reduces time taken to’ complete a’course ' r dutes the cost ‘for the - student and
indirectly the society. To ‘benefit the in titution, it would requine. more
students to be educated in 'the t1me ‘made’ aVa11ab1e so that 'productrtlty
offsets costs. o %

- A related-argument is that 1nd1v1duallsed 1nstruct1on in '1v¥s difﬂerent
‘trainees u51ng équlpment at different:times. so that equip'en'_need :
ddaced: and thenefore presumably costs (Campbell 1979) Th;s apgument can :
by turned around continuous use of - resources: at-allitraining ‘stations can
be séen 'as recessary to control costs;(_ 1 andenaack 1975).,Th13 ca11s
for @ very flexibly. admlnlsteredmprogr"' N TRYS f
go, their p1aces are filled by others so that: entry 1nto a programme R
continues year round.,QéﬁEr wanyto control costs: suggested by Pucel and .
Knaack:is to put resource materials in an 1nstructlonal mater1als centre’ so,
that they .can be cross—referenced to nore than one- course to: avold costly
dup11catlon. Here they are env1sag1ng a system that 1s qu1te d1fferently

addition to the existing system.and: (The cost of the new. structure ‘is

. ..gl L eil e - Y ."
N LN R i T A

Tbe.ﬂtde ofthe Tbacber ‘,f-,fff | .5_ S RN I

e . . - [ SR

As dlscussed elsewhere, the role ‘of the teacher changes in 1nd/yidualised e
1nstruct10n..Instead of helng pr1mar11y an .imparter of information,'the:
teacher becomes a’ manager‘of the classroom, a tutor, .a resource. Where
.modular, ‘cpurse structures are - fﬁtnopuced the teacher may be\a counsellor

re control over
student the

the components of teaching and 1earn1ng that 'is ‘given to 'th

" more the teacher must relinquish ‘the role :of éxpert: and. b ome_a. 'V

‘facilitator. This will call fer changed attitudes and-the<rewar and
satisfactions for the teacher will bé H;fferent in nature. Thp teachersg,ayh
find that they have much heavier. demands put on. them. (Grant et al, 1979), an

‘any. programme. The attitude of" then eacher is cruc1a1 (Hartley, 1974, Pucel

and Knaack, 1975)r In one account from thé Georgia Department of Trade and’
: lhdustrlal Relatlons, it 1s suggested that not. only do the ‘teachers hav” “to”

teachers ‘can or should attempt to 1nd1v1duallse the1r courses 1 H.~1_
(Fowler and Seymour, 1974)S‘One way ‘to ensure teachers' commltment is t_ S

purchased the ‘teachérs Who are. u51ng ~thie materlals should’be“signlfican 1y*————*——

involved 1n the purchase decisions. so a Gmmitmeént to use them'is presenit /.
(Pucel and Knaack,. 1975). In her. evaluation of- 1nd1v1dua115ed 1nstructlon in
‘vocational . programmes, : Lambrecht “(1972)-.coricluded- that . the enthusiasm of the
teaoher for a new. approach ‘appeared to 'be directly affected by the role the

elopment—of—the-matertals—or—thetr—purchase—for;4ff4——4¥;;
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‘

'espond sens1t1v ly t' students s, needs and cannot modlfy or. adapt mate 1als
-given’ s1tuatlon”(Lambrecht 1972 Hess and Lehman): 1976
517 -‘Th means ‘that the ‘introduction of individualised
1n$truction programmes'must be accompanled by in-service training about the
programmes ‘and: strategies and about new teacher roles. Examples.of B y
1nnovatlon that have been sabotaged or rather ‘just- quietly killed has. been ' o
o chronlcled by Goodlad (1974) Where teachers do not understand vhat is T

Ind1v1dual1sed' nstructlon'has often been. advocat
uality of . educatlon (effectlveness), or cut .the obsts (eff1c1ency) or

t once. Notﬁlng in th1s

ould suppqrt such enthu51asm. The' ] -ror;;mprov1ng eff1c1ency o
IeSs than encouraging. It is unllkely\xhat.anythlng éheaper than a room
“asteacher, .a. chalkboard. and’a’clas w1ll Y.
1n51vidua11sed 1nstructlon. Furthermore 3

changlng the 1nstructlonal method Ind1v1dua11s1ng 1nstruc 1on does'allow :
_variable progress1on rates and’ continuois enrolment whlch may redu;e costs -

by graduatlnga pre. students w1th the same resources in'a gl 3 .t1me perlodf
Whether this wonld.g i
programme is.not ye:
pr1vate 1ndustry,sett1ng w1th pa1d employees.-;,»u St

It does seem that 1nd1v1dua11sed nstructlon has a role 1n prov1d1ng moref
flexible: course‘structures and 1mprov1ng access ‘for students: ‘to. courses
‘but there_are other ways to’ achieve this.- Semesterlzatlon, short courses,

. more llberal exemptlons, cred1t for prier ‘experience, opening colleges on a .
" Year.round basis.as well as expanding extermal course offerlngs are" other f
poss1b111t1es."Ind1v1dua11s1ng 1nstructlon needs to be:seen as only one'.
strategy to improve access -and onewt be used with’ ¢are.’ Especlally ‘this is N
so_where’ the groups being .assisted are’ deadvantaged adults-with:low levels’
—of prior educational. attainment._ Such groups are. led t'ITkely fo have the
learn1ng and self management skllls necessary for successful self—study.‘ A

. _ Where 1nd1V1dua11sed 1nstructlon leads to self—1nstruct10nal un1ts avallable ;
.. o-at. any t1ne.or off—campus we are really looklng at.a varlant~of distance:. .
— ’ je—been—made—to—lqosen—the———f————

have been




- . . N . R e V i -
human1z1ng and d1ver51fying the’ trad1t1onal correspondence course to 1nclude o

‘.., o, greater use- of’medla, group telephone tfutorials, rc51dentnal seéssions and so' -

.. .on: The promise . of individualised. 1nstructlon may be' in a merging’ of ' : e

'@ off-campus and classroom-baSed programmes that ‘combine’ the Jbest -of their -.s¢* 5
o 1nstructaonal strateglesg If such a merging or bIendlng ‘weére. to come about‘ Lo

the" present clear: dlstln'taons in most 1nst1tutlons, of ten™. enshr1ned in
",‘separate teaching: .and: admlulstratlve sect1ons for on-campus and external
fvcou;ses, would need . 3 L . :

: i *
e ea VLo Lo SO S 8 < o
R ® -8 . T . R
;j_As regards the 1mprovement of teachlng and learnlng, from the resul;s Lo f|*°

presehted we ‘can establlshtthat various forms of 1ndlv1dua11§ed ‘in§truction -’ rl

< .can’ produce results as good as trad1t10nal teachlng. Whether: any ‘such | IEEITRE
’ approaches lead to meanlngfully better perfbrmancé is not cleér'except for 5":f :

I PST:., Nor.is it clear Just what. is responsible for- the improved performance.

' ~»It ‘may be that it is" the. 1ntroductlon of structured learningiwith an. .

_improved quallty of ‘teaching," rather than the 1nd1v1dua1151ng as ‘such, that

*+is the 1mportdht 1nnovat10n. Such a distinétion is a fine one: but important.

It wodld suggest. that -we ‘should be looklng to improving all instruction, .

* which would: 1neV1tably Tead to some degree of 1nd1V1dua1151ng parts or all. . 7

. of lessons and’ subJects to: meeﬁpdlfferlng §tudent needs; ' rather than ' s s

. 1mport1ng ready-=made szstems [} flnstfuctlon that'may ‘not be. - BRI aa

particular, teachnng .and - learn1ng env1ronment and the

d fcatures of“a partlcular course. _ :

[N

nst,ucthn It was see 5. ;éncompass a:Varaetyvof stragtegles,vsyitems and
‘résources.’ Perhaps ‘now’ "we can conclude, ‘that, as. a system.ln contrast to A
 traditional teach1ng,~at will solve some problems but.create others. ,
H;-;;»mInd1v1dua1151ng as a-strategy,. or: rather family: ‘tratégi S}‘to improve - .
" "teaching and»learnlng extends’ the options’ ‘4vailable to. teac ers and‘stydents.ag
0 1ntent on. prov1ng -the quallty of the’ educatlonal experlence.-

R ‘a raport . wrltten for: the New So th Wales Department
v . of Technlcal and Further Educatlon, A Review of Indlvaduallsed e i
- Instruction and Self-Paéed: Learmi arring; -Curriculum: Serv1oes Division, N: S*W.-H
TAEE,&4981 All‘op}nlons expressed: ere1"are,’

Aspen, P. J (1977) Lessons fr, the 0pen Un1ver51ty : SR ;
<. ““Elton, .L.R.B. ’eds), 13121367 Inlelaual Study 1n;Undergraduate g 1‘_H ,.’j
.Sciencey: London,,Helnemann.-; . R : o S
. Aylward G.H. sand Barclay,. G. A.-(1970) Teachlng chemlstry w1thout lectures, R
3n Chlsman, D.G., - ed4(Un1ver51ty Chemlcal Education.rLondon, i ol
Butterworth e . g eyl : IR
Blark ‘P.J. _nd~Boud —D. Ja~(1977 lOountlng—the*costs, ln—Brldge_‘W_“"d””
Elton, L.R. B.; eds 178-189. W - ool
5Bloom, ‘B.S. (1971)" Mastery learnlng, 1n Block T H. ed Master
"Learnlng. New York Holt, R1nehart and Wlnston, 47 3 cin
Boud,-D.J., Brldge, W.. and W:t.ll(bughby’r L. (19?5) PSI” now -a
W Apiogress and proble's-
15- 34 -' L
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~ Specifications of a Grading System -
Victoria University of Wellington
In considering:the specifications of systems used to ‘award grades for. student.

. achievement, this paper discisses concepts of assessment and of assessment L
% structure. A two-tier structure of asesssment is outlined. Some examples of grading -
o systems are discussed in detail with'reference to. the implications of objectives:and
' ;'‘passing grade distributions. The grading systems used by New.Zealand, Universitids:

~ vary in terms of the number of passing grades used. This is discussed 'with reférefic
to the work of Mitchelmore (1981) who has demonstrated the relationshiji'bstween
the reliability of assessment.and the uncertainty of (grade allocation as rationale fo

. determining the appropri_gj,‘é‘;,ﬁ"gmhé‘ i

- specification in terms of theigsie
students are to be reliable &nd"
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: mmopucnozv, .

In thls paper, grading will® be consadered as a procedure that produces a single

grade (or class)-to describe a student's. achievement at the end of an assess- °

ment task, a course'or a programme of studies.: The implications of: produc1ng s

such a grade. will be discussed in terms of ‘the marks from which the grade is .

" derived, and with reference to. the structure of ‘assessment in terms of course -

objectlves for teaching and 1earn1ng. Although Terwilliger (1977) asserts ’
: - that ‘the terms 'mark'' and 'marklng system' are’ synonymous with 'grade'. and
"+, ‘'grading system',. the following def1n1tlons w111 ‘be used to dlstlngulsh thelr

" use: and 1nterpretatlon. - : ; .

A mark is'a number a551gned to a student to prov1de a quant1tat1Ve descrlptlon

of performance on-a partlcular test . (Ebel, .1972) or assessment task, 10 g;g 8 i
‘out of 40, 7 out of 10. :Marks. are often réported as percentages, ‘e.g. Q‘-?;a,
Note that’ some meanlng is then- 1ost with reference to the unit score in the
cdhtext of the total attalnabie score;. e. g.lthe "difference between 7/10 and’
28/40 in texms of weighting and number' of marks'lost! (3 or 12). - The total -

" range of marks.to be . allocated in ﬁhe procese of 'marking a component or assess=
ment, can have an effect on mark Spread or. standard dev1atlon whlch affects .

the actualiwelghtlng (Fowles, 1974Y _t,

-

, 'Gflnal_”grade is usually 1nterpreted qualltatlvely as a descrlptlon of student :
T performance or ablllty. It is allocated on the-basis of a single mark (often ’
3 representlng a comblnatlon of marks). .Grading is the process by which marks.
edjand comblned 1nto a reportlng scheme of.(usually) 7+2-discrete g'
; the'imodt. 1mportant :

'é“".';"u)

(1 'whet' .the student hadachleveda p t1cu1ar 1eve1 of knowledge or . a
’spec1f ed degree of competency in the performance of a skill;

”?(1965) put 1t, the quantlty of a- student's achlevement can be
_.élther or both of two ways. R . I

measurement,lu51ng a content or . 'absolute framework,'
‘criterion referenced measurement (CRM). The

- wsing a, 'normatlve framework, he called 'norm
RM).‘ W1th most assessment systems these two modes
ent are comblned in an arbltrary fashion within a
.or when-different components are comblned to give-
Therefore, marks are ‘the common currency of - .
r'deflnltlon of performance (crlterlon-referenced), B
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‘are determlned by the form as well as thercontent of assessment.

@ ‘. '.

philosophical points of view whlch -are dlscussed br1efly. ] i'.:ﬁ;

' (a)' “The Behaviourlst or’ cr1terlon referenced p01nt of view-' once students'

have attained the cr;terlon there are no-differences among them so the -

assignment of " grades?reflectlng individual differences is meanlngless.
For' mastery (although purists dispute the concept of a level of
" mastery) it is common for the criterion. to be expressed as a percent
.-of the maximum attainable (or perfect) score, e.g. 80%.
(b) The Humanist or . self-referenced point of. view: value judgements are
concerned about - att1tudes and. self-concepts as well as about knowledge-
- and skill; these jud nts are 1nd1v1duéllsed about the performance
.of each’ student with réference to 1nd1v1dﬁal change and/or .aptitude. .

m,'

vant Ih a changlng soc1ety, traditional exam1nat1on competence is no

student philosophy is toward. self-knowledge and self-expresslon (Cox,

4Self-change is the cr1terlon and the’ perfarmance of others are irrele~'

-fljgberEducatiohI_?esectcbandDeveIopmentVo]é,Nd& 1983’_;‘ o L _;185;;_('-__;

.
‘londer seen as synonymous with academic. competence, and 2. change - in~~*-

1973). Boud (1979) also: argues that there is much Justlflcatlon for

- Moving away from..an assessment system based ent1rely on. the assessment
of students by teachersy’ .and notesgrow1nglnterest in collaboratlve
self ‘and peer assessment as alternat1ves to unilateral assessment

_The Pragmatlst or norm referenced pdint of view: education is both a
preparatiocn. for~ life (work/employment) and an ‘opportunity. ta, develop::.

M

)

(&

those talents and, abilities which are unlque to each student. ‘The -

pragmatlst is prlmarlly concerned with practlcal ‘choices and conse-
quences’ of  such ch01ces. Because both the,pholces and their® conse-
quences are dependent on 1ndiv1dual differences and sx}lls (and their’
potentlal for development), d1fferent1atlon ~among lndlviduals 1S
functional and gradlng is approprlate. S . J‘

.

e ';

. Grading systems are usually spec1f1ed using numbers or. letters to represent )
" ranges of marks on:a percentage scale. At the extremes, the percentage scale--
.. can be. considered as a"100-point grading system whereas a pass/fail (P/F)

system is in terms of two grades only., Grad1ngrs St
thanione. passing grade>are used to report diffe
.dlscrlmlnatlon purpose e.g. for the awérd o scholarshlps, for,
‘ iérs or entry’ to higher Tevel! of;educatlon or trai
ndicators of ability .and ‘

s ‘that . 1ncorporate more

present samples76nly of certa1n student qualltles which .
A% w1ll be
discussed . 1n thls paper, gradlmg'systems can .overcome the unrellablllty and

,uncertalnty assoc1ated‘W1th any final mark whrch represents student’ performance. :

'gradlng system may also'1ncorporate prov1slon for allocat1ng part1cular kS

as w1ll be seen ‘in the next sectlon.

',

GRADHVG PROCEED« CAU'HON 'fi L

-Some examples of gradugﬁ @stems are dlscussed s0 that the1r Speciflcatlons

“"can be compared and contrasted. ‘The: examples are taken malnly from Australia
-and New Zealand wzth some reference to-a grad1ng system used in the U.S.A. ‘

N a

The follow1ng exten51v§gextract from a 'Guide to Examlners' (Unlver51ty of

. .Queensland 1973) glves detalls of. a grad1ng system and related procedures.

P

vels ‘of performance for

'nly as rellable as’ 'the, marks from whlch theyrare der1ved,

grades to a pre-determined proportion of the class or, peer group of students,q

e B . . . -
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The grading system provides for two types of criteria-fl'objectives;achieved'
and 'academic standard’ (of performance) A seven-pOint numericdl: scale is

N

' Fproposed in place of ‘a six-pOint letter scale. This" grading schemé™ is selected

to.provide an example:of the combination of a criterion referenced With a norm

'referenced technique (Terwilliger, 1977) BT ! 'F

If evaluations in terms of marks on a scale are to lead to reliable‘ e
- grades, which. can be used on an inter-departmental basis for- purposes ]
- such as' the award of.. ?cholarships, they need to- summarize evaluationsbln
accuraxely and to be’ as 'absolute as pOBSlble
l .
- If grades are to summarize evaluations accurately, it is impprtant-'

'\
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£

et

: (a) to have clearly defined, realistic objectives for the course, and
- —to~be able to; rank‘these—”bjectives in ordexr of Significance, w'
~(b) " ‘to structure the learning experience in such a way that: students.;
oL owill have-an opportunity to achieve these objectives. N
' f(c).zto evaluate in terms of these objectives

LY

. :7{ "' .4 N N .
ObViously, ob3éctives w111 vary from department to dg"rtment, and they
may also’ vary- ffom lecturer to lecturer, and from Xﬁuﬁ“ o_year, within

. the one department It is not suggested.that thereQ?hoﬁId be .a common,

'”j list of objectiVes, but that the grades should have\their- roots in’the
‘ ‘ L Athe

§éholarly than those of Dep_
'grades should be given for the
Y

5 e that ths objectives of
P different departments are equal in 1al I this assdhption is made,
it becomes possible to achieve some measure of comparability by asking
staff members to grade according totthe level of mas, hat their

' students display Thus-- v ) L

,7(HD) JAY1 major and minor objectives achieved

"Yé (D) . AL major objectiVes -achieved, some minor ones ‘not. L e
. 5. (C)y Alltmajor objectives achieved, ‘many minor ones not. j:kj*u“ihun
.4 (P} Most of the major objectives achieved, most of the minor oges .
T not. el *1" .
“.3(pc). Some of the major objectives achieved, none of the minor ones
“i.  achieved. - L
2 (N) Only a few of the major or minor objectives achieved {I°

I (N) None of the major or. minor objectives achieved o g .
. . .~r AN
- If the procedure suggested in. these notes is adopted, ‘the same grade
will represent the same degree of mastery in Department X as in Depart-
- ment Y, .although what was: being mastered would be unknown and likely to
differ markedly o o R . . .

T

Thus, in. summary. it is’ recommended that, in their- grading of students,'f"

staff members should = .

.

grouping.these objectives as 'major’ or “minor'; e
(2) ensure that they evaluate in terms of these objectives,ﬂ' .
(3) grade their students according ‘to the levels of mastery achieved,_

(l)f'Begin by carefully identifying the objectives of the course, and by.f
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4y keepmg in mind the pedgendeges of students that m:.ght be expected

to achieve different levels df mastery, although there would be " . .¢
' 1nstances when a. departurg,fIO'_shese pertentages would be~austified.a-m~

SR - e v
- . . . .o 5 . L .- - - . . .. Coe e

. Table l.. Grade Equlvalences 5 ‘ -
vProposed ) Present: S Approx te ‘ ' .
grade - . grade ’ .percenta

‘ ;Academicfstandard‘;

85 - 100,

o HD o Outstandlng performance_

75 -84

* 'Above ‘average.performance -~ v «

s - S

Yy

. S ;
* satisfactory average pass

 Slightly beléw-average.

quote: The percentages and equlvalences given are notd’ to ‘be consxdered
“tory. but:as being for .guidance only.! ' - e PR
'Source-' Gulde to Examiners (Unlvers1ty of Queensland 1973) {} T : .

In the above extract nrecommendatlons -3 are crlterion referenced wh;le 4 S
'keeps in mind':a norm referenced suggestlon. Foster. (1976) ‘seées+thisg  as ' .
1ncon51stent, partlcularly if the outcome is an allocatlon ‘of fixedhpercentage )

. rates for each grade, thus.fixing an'overall. pass/fall rate.. He describes .
such a grading scheme as 'a nebulous entity composed partly of university

o reghlatlons, partly of recommendatlons handed down by boards and commlttees,

R ind partly of conventlon -and copsensus... In other words, it represents current :
acceptance ‘of ‘a repfesentation of accumulated experience of assessment and 5' Lo
.grading in the institution. It is essentxally a pragmatlc approach which- o

‘allows for mod1§1cation and flexlblllty in guidelines . based or- experience w1th .

an 1nclu51ve reference group. consisting of.all students ‘who- have received
- comparable 1nstruct10n (Terwilliger, 1977)." In 1978, the 'Gulde»to Examiners'
P 1ncorporated guide 1nes for (normal) proportions. of students expected. to ' .
achieve- passing. grades (Un1versxty of. Qdeensland, 1978). ' As. shown, ‘these’ ,,-
T guldelines attempt ;to.meet Foster's cr1t1c1sm by ass1gn1ng a‘range to each
grade.w th prov1s1on for a total pass rate (grades 3~ 7) of 80 EOO%-'

-
Sy F -

70 ané; - 9—11% 5: 27-33%, L4 i36- 44%. NI ‘6% .

In addition, the 1978 .Guide makes the point that 'dlvergenc1es from the above

ranges will occur: and should’ occur, and ‘there will be excellent reasons for L

“them'. - ‘But, since the only aspect. of the grading process that.is‘observable o

to the Univer51ty as a: whole" is, the percentage of . students awarded varlous B

grades, departments are requlred to Justify departures from the guldellnes for
o *passing grades. S RO S : L

Lewxs (1972) suggests that._ . A e .fAhJi;'.- ; ;- fﬂf,f?ftf“




>

jbyisettgngustatist cal’limits'ln‘failure rat e@and dlstlnctlon rates,vwe
acr1f1ce edudatlonal conslderétrbqscaﬂ‘thq interests of expedlency.

AL the_ same - time ‘weé help to. perpetuate she 'lie .that afl courses are very.
'much'the"samerwhenmvln“realxty"some“mlght~be"very‘good and- others:mxght-
be atroc10us.: (p 116) 3 S .

. Hohne (1955) also makes the poxnt that uxlverSLty examln sw'referred to?pass B
.and fall almost 1dent1cal Propo igps of students ear after y€ar - rather: than "
ascertaln ‘the : true callbre of udents_and adgust helr fail rdt S R
accordlngly.. ﬁorm referenclng, &he allocation of student perceﬁzages to )
gradés, ralses what Hodgkinson: et al! (1975) conslder to be a .universal problem
w1th,stahdands,-1 e.,.‘the?s ablllty o spec1fy the referénce group w1th mhlch

¥, performanqe.ls_being cggpared '-¥=fg S e

: Pyeﬁr _den a per od of years) as reduc1ng emphasis on the performance .of -one
: clas%%enlyw,thereby reducing competltlveness.b However, he is-of the opiglon -
oo he only reaﬂlstlc method of gradnng is to spec1fy in advance the" apﬁrox-'
’ ) 1mate distribution o grades that is desired for the" ent1re norm group, é g T
' ~15% s=.25%. @ = 40%; 15% LB o=5%. - 4~ --,A_-‘,d ng S

As with the Un1versxty of Queensland example, the grade dlstrlbutlon forda : s
‘ partlcular class | group may dev1ate substantlally from the speclfledvdistrlbu- -ﬁ
) Z{ij:tion. An example from the UsA igd- that of Mlchlgan State Unlver51ty (Dressel,

1961); Az 0-15%; B: 20~ 30%. C: 40~ -50%; “10-20%; . E: 0-10%. . Ebel (1972)
- v.suggests. seven ‘levels of average academac ablllty for classes which might - )
K therefore merit’ different dlstrlbutlons of marks for the allocation of grades. i

AT They are: (7) Exceptlonal- (6) Superlor, (5) -Good; (4). Falr, “43) Average,~
ST (2) [weak; (1), Poor.' It is-of interest to compare these descrlptlons thh ‘the ;
' ' range of academlc standards descrlbed 1n Table l i‘ : 3 o

L ;

_ Table 2 shows the passxng grades used 1n New zealand unlversltles, together
e wi br1ef information' for. the varjous; 1nterpretatlons of . the dlfferent
. .- _grades. .In these systems, the: allocatlon -of passing- grades depends on' mark )
'11; ranges or broad bands. In a recent report on the rellablllty of marking of
ch (UK) examlnatlons, Murphy - (1982) approved of -the’ warn1ng from the’ Schools_*
Councll to users ‘of GCE. and other publldiexamlnatlons that '.... research has':
suggested results on a six® or seven-point grad;ng scale are accurate to about
one grade elther side of that awarded' (Schools Counc11, 1980).

. . . ,ﬁr e L

v I 1961, the Unlver51ty of New Zealand had a 51ng1e grading system.‘ With

d devolutlon, the separate unlversitles have adopted dlfferent passing grade’

'.systems (Table 2) -which range .from' four to.nine grades. The V1ctor1a
inver51ty of Welllngton‘(VUW) system isg markedly dlfferent from the others

.o, . and corresponds to. the traditional (UK) :Honours degree rlassification: system

t',of'a ‘First (l), Second Upper (2 l), Second Lower (2. 2) and a Thlrd (or pass).

s

All the examples descrlbed are’ gradlng systems assoc1ated w1th the lnternal
/assessment procedures conducted by’ un1ver51t1es. A flpal example, Erom; New -
'{ Ze&land,‘ls the gradlng system used by the Authorlty for Advanced Vocatlonal
’ Awards (AAVA) as’ the natlonal examining body for certlflcate courses taught ih
techn1cal 1nst1tutes and communlty colleges. The Authority -recommends. ‘f*_ S
= ='75-10Q; B = 60-74%; C = 50-59%; D = 45-49%; . E = 0-44%. The ‘corréspon~. .
‘F .fﬂ dence of, thls system with that of VUW is. clear,~ the conflatlon of ‘Bl and 82
L ~ grades is'supported by Heywood (1971) with reférence to the’ 1mp11catlons of
the standard .error. of marklng whlch w111 be dlscussed later." : 5 -

| o o 66
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In general such grad1ng systems have two pr1nc1pal characterlstlcs : !

categorles f'pass1ng grades are- spec1f1ed .and ‘the pass/fa11 boundary~rs

o usually spec1fied as*50%. . These spac1flca ions' ar now dlscussed 1n terms
of assessment'structure and mark 1nterpretatlon. T ST

In- the 1ntroductlon, reference was. made ‘to two dlstlnct klnds of 1nformatlon )
(Glaser, 1963) which’ teachers could conslder when asses51ng achlevement, v1z.v Vo
: cr1terlon referenced and norm referenced,' For“a gradlng system this" is - ;'j“~?v
alurecommended by Terw1111ger (1977) 1n the! folloW1ng form-' T T
R :
Lo e Por any mult1—category gradlng system, ‘a two—stagquradlng,procedure
. ‘which: employs;: Jboth criterion ‘and norm referenced methods is'superior.’to .
jf;,exth ‘méthod alone. At the first stage, acceptable ‘performances"are:, RPN
C.rd stlnSUIShed from«unacceptabl% performances using 'minimal. obJectlves"'u"Q
- 'with a spec1f1ed criterion: ‘At the  second: stage,. students who have ": b
Z:achleved “the minimal obJectlves are d1fferent1ated uslng more advanced o
“,objectlves and normswbased upon prev1ous students in the‘s :
o (ps 39) R ) R

Ca L,

lebet (1971) recommended more use’ of crlterlon referenced assessment in pre--" i

l,ference to norm referenced assessment ‘and- suggestsd that there.should be two’ ' T

. _;dlfferent types of “assessment, ThlS concept of twowtypestor modss”of assesg— .-
“’mént ean-be- rﬁqntlfled from‘other soutces as summarlzed ine Taple 3. vThe_,g‘ )

\taxonomlc structure ‘of educatlonal objectxves (Bloom, 1956) 15 . been’ lelded?;x )

. \‘!N

into: two'tlers referred to by ‘Imxie- et al. (1980) as Tier I (baslc ] C
~:ab111t1es) - recaLl/appllcatlon,.and Tler IT (h;gher abilltles)- problem S
Jsolvlng (which .includes essay wrltlng) Table 3. also: shows. the correspondence‘;
-of ‘the two-tier: concept té! the' two: baslc qpbnltlve modes of Getzels and S
Jackson - (1362), and to the’ 'm1n1mum essentlals and 'developmental 1eve1' ; l
- of- Gronlund (1970). Gronlund's approach assumes- that' effective teachﬁpgiand

;assessment requlre a: clear~cohceptlon of" the desi ed learnlng outcomes.,

Learnlng outcomes that
'1ow—1eve1 outcomes th ! g 1 students and
] that Servesns prerequ151 és‘to further learnlng in’ the-jrea,v Those e

outcomes at- the developmehtal level represent goals toward wh1ch students

may show degrees of . progress but whlch ﬁhey canfnever fully ach1eVe.,’

(p.41)

Lei

sus for suchJ two-t;er structure which Mj{
m1n1mum .pass- B) $

. Ther rs'thus a conceptual cons
7prov derfor approprlate 1nterpretat1on of
ed". ategorles of pa551ng grades...

Q
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£ Table 3: Modes for ;he~two—t1er structure of assessmenﬁ& ) . :
.- — - - ‘_ = - = - oy
ST EVALUATION- S Sl Rev151ng the 'Qevelopmental levél .
TIER II-. SYNTHESIS : g;gg:;Magéiéisgs known, . ~'Goals towards. . - v
©. .- ANALYSIS - T “exploring éhe . which students ' .
T S B © - . r.undetermined, may show w
e L ot S -constructing © progress.'y,. - . .
T T ) ot ©*" . .* what might be.' . ; R
G Ty 3 C . .f??? & e .
‘éigﬁ_ff:'“2g§§;§:§;g?ON' Basic'dbilities | 'Retaining the - Minimum essenti®ls
LOTTER T : RECALL/APPLICATION -known, learn1ng Low-level :
. KNOWLEDGE b = e
N A M o + . the ‘pre- ., - outcomes/ coe e
AL o o ., ' determined, . - prerequisites ¥ :
. . R o 0 conserving what- . =~ i
\, S L e . 4 B . s . . oS is.! R . o .n,‘ F’T - o
S e L _ . i ‘
' -+ (Bloom et al., (Imrie et al., ~ - (Getzels and ,(Gronlund 1978)1
: ©1956) - - 1980).° = . Jackéon, 1962) T
: CT S - L R . A ~¢ ’
:"MARKHVYZ'RPRETAHON o R A

« . K oo
. B

In determ1n1ng the spec1f1cat10ns of a gradlng system, it i3 necessary ‘to’
retain an appreciation’ of derivation'and ~dependency.. Grades der1ve from marks
which depend on student responses to.the _questions of assessment. Or, as -
Isaacs (1974) puts 1t, ' the, essential prerequ151te for meanlngful grades’ is
‘meaningful marks'. When .discussing ‘the meaning of marks, Travers and Gronlund
© (1950) risked stat1ng the obvious in. commenting that uniformlty of-use of a .
‘marking (or grading) system'depends on 'the extent to which the syste as . “ .
been carefully deflned and the degree to wh1ch staff are, famlllar with
definition'. : :

. . - . RS '

‘Definition of a grading system can start log1calIy w1th the 1dent1f1catlon of
50% (say) as the pass/fallfboundary. It is reasonably" obvious that within one

institution or educatlonal system, the pass level mark for-every examlnatlon .\§
in ea¢h course or. subject, cannot be exactly .50% w1thout Some mark adjustment . -
to compensate.for well-known examination deficlencles such as sett1ng/marker T 0

‘reliability, sampllng, time dependency, etc, Also, assumlng the same average- .
quality of students and the same cotrse objectives etc., the examination - .. - -
paper for a course one year may be more easy or more difficult than in the

previous year. Since:50% is a 'fixed point' for the gradlng system it follows .
that sets of marks’ need to be adjusted accordlng to certaln speC1f1catlons.[ o

These’ spec1f1cat1ons relate to three pr1nc1pal characterlstlcs of a set’ of " L
. marks for a gréup or: class of students: the number of marks (students), ‘the .
. mean,- and the standard deviation. In addition, the (final) set of marks to.be :
used for grade allocation is usually the outcome of. combining sets of marks'
~from assessment components such’ as assignments, -practical work or the = . ¥y
'+ questions”eof an examlnatlon paper. , When ‘sets of marks are cqmblned to form-a
'total or . comp051te set of marks, another parameter becomes 51gn1f1cant - the ]
correlatlon of each component set with the total. The distributioh or ranking
. of the final set of marks is dependent on the standard dev1atlon and correla- .
tion for each set, and. their product determines the ‘actual welghtlng of the gﬁ;_ )
component Thls we1ght1ng 1s 1mposed by these factors and is generally N
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dlfferent from the predetertﬁmgd qr planned we1ght1ng ’Wlth oﬁﬁous mpllcatlon%
for gradmg (Fowles, 1978 q‘ B v st @ V - e
bl N ﬂ 1".’”. QV L :: .- - X} ' T _~ "‘:; B ﬁ '

cOn51der the general cde of one set'of marks for m—coursefassessment ‘(courge- %
.dyork) being comblned with % set" ojge amination marks (end- urse assessmtnt) e
- The two se% represent different drements of dlfférent stud ities. =

,For an extermal ex ation: system sych as that -of the MRVA ke spe ified,  we
r,oportlons fo@: comb h:.ng courseworkteznd exa.m1nation are 40% and GQQrespec— T
m’. tlvely. For an internal exam1nat;£on system (e‘ g.. VUW) the proportlon °. . the. - G
" final ﬁeglstry-controlled examina¥ion ‘can Ybe zero. (100% in-course asse _nt) T
or not lessg.,*than 40% The same pr1nc1ples apply. RPN w T
When proportlons or we1ghtmgs are spec1f1ed three pr1nc1pa1 mtgrpretatlons
can be considered: - ST , : s ‘
“ [N ,‘ ] . D ..V-A' . ", . 5'.-'5 L . fﬂ

“(a) " An assessment component allocated 40% (say) means no more than-J.t wlll
be marked out of 40 or, if a d1fferent mark range 1s used the» appro-
C prlate proportion®will be calculated. e iy ~
~(B)'" A ‘camponent allocated, 40% means that it should contrJ.bute 40%,' on L@
- average, of-the: -marks awarded fcr all the? gradmg rquj ments. " This *
interpretation considers the question of_dlfferenceu of{difficult -
(Thyne, 1974) with reference to, the average ‘or me%n ﬁa 33 Mfzstudents v
" (regardless . of ipdividual rankmg) € AR \
(c) A component allocated 40% means that it should contr' te 40% in effect * "
to tf(e f1nal ordering or rankJ.ng of#¥ students. ';hls terpretatlon :

@

_requires ‘considera .on of. stancbrd dev1at1on and correlat1on deter- .-,._ H
.. mine the difference ‘between the actual and tﬂ@ specified we1ghts when " 7
¥, sets of marks are combined for gradlng purposes. ST ‘ -
: I . @ ~‘.-.’- v '/ . . . M ! -

s Y FN

Acceptlng the. f1rst 1nterpretat1on to 31gn1fy proport:.gn whether ‘the assessmen
wcomponent is marked out of 40 or 108, the marks-are,still studﬁnt-speclfa,c
«~regardless of. how many “for how K students are. in the class Qr group.  'For a’g

group of students,. however, the means ofy. ‘coursework marks. (G) ‘and bf examina-

tion marks (E) need to be related to the fixed pass mark (50%) and. o each. .
....other (40:60). ' For exam le, badjusted means for coursework and for e&a}nlnatlonﬁ’
 (ana- therefore for the'total-or site set of marks) might be specifie as
- 60% (therefore, T0T4-x%x-60_ + 0. 6 % "="60%) ¥ Thls is the 91g:;1f1cance of'the
- second interpretation. \\\~————— . - +

) L | )
The th1rd 1nterpretatlon of. we1ght is w1th reference to ranklng and" con51dené

. the- spec1f1catlon of standard deviation: (or‘ 'spread)y, for allpcatlon of grafles; .

* the adjustment for the correlation effect to be cag-led out ‘as-a fmaigs;age &
of mark 1nterpretat1on. Cont1numg with the AAVA example,, the. rank (p051t1on : ﬁ." i
of students in the* final set, of marks is. determlned by ‘the relatlve “stan d LT
dev1at1on of the:component. sets of marks.’ L(If lall. students ha theé same e
coursework mark the. standard deviatlon would be z8ro- and"dake " contrlbutlon "'

* to rank’ p051tlon which would then be’ determlned by the" examlnatlon rank only;‘

.Therefore, the adjusted standard dev1at1ons are: spec1f1ed -in .the ratio. 40 60

-For two @erfectly ‘correlated. sets' of marks wltﬁ ‘a standurd dev:.at1on of 1277 w0 M
(say), on d percent scale’, then the standard deviation (s ) of the. combined e
set would be 0.4 x 12.+ 0. 6 x 12 = S, + S_ _'v12._ In pracgl?:e, the’ cbrrelatlons .

. ‘would be less tHan. onewand ‘the total standard’deviation would be S, G‘Ar 12

. = 0. 6r_12, where r.is the correlatlon of -the compon/eﬂt with' the togal *Since . «

" 'r; and r_ are usually lesg than.one, S is ‘usually: Tess than” S us: .. As ;¢
o well ‘as %‘he ratio of - standard deviations for coursework NE-> ). ai d for ‘examina-. .. .. ...
“tion (8.), their respect1ve magn1tudes should also be. spec1f1ed ‘For the mark

ranges of 40, and 60 be1ng discussed, standard dev1atlons of 4.and 6 ‘would be
_ample above, depe

Q
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on-the'significance of<the correlation‘_'effeé't';'~ T . _'!'

“A pr1n01pal characterlstlc not yet dlséussed is N, the number of marks or - R

B students If N isssmall (say less than 10) tive statlstlcal 51gn1flcance of '
the above conskgerat}ons has 11ttle valldlty for mark 1nterpretatlon - It is
«>conce1vable, for example, that a small class of dJllgent,-motlvated, able
students at’an advanced level of study will all score high marks and all merit.

. A.grades. In this case and in general, the’ level of ability of the ‘class } o

" could be specified, in terms of the extended norm-reference of "experience of . |

; :dlfferent classes.” The 'seven point " ‘scdlex (Ebel, 1972) ‘Biscussed earlier 1n ‘ ﬁ'
. theypaper, can be sﬁhpllfled and a55001ated w1th dlfferent mean® levels for

' mark adjustment~ : L : : :

9 Below average (55%), Average (60%), Above average,(GS%ﬁ;"‘ e
T Well above' average (70%) . e ”f.,”' o -
' How ‘many- grades should be used to Teport student achlevement Ain° terms of. the "
+above épéc1flcatlons? Mitchelmore (1981) suggests an answer to thlS questlon
with: reference ‘to the: dlffgrences'in types of asSessment used to produce: - fv
- marks‘, Mitchelmore” proposed ‘the following criterion: "a grading scale is - .
‘acceptable in a-given assessment 51tuat1on if the average probability of a .. .
* student being Begraded within one scale polnt of the original grade ona * =~ .%
parall 1 assessment 1s at least 90%. :

[ - .o e

;'ﬁwhen a student 51ts ap exam or hands in an a551gnment the subsequent ‘mark : L
.represents a sample, only, of student ‘gqualities in the-context “of a course of
“study. - It is uncertain that the mark. is an’ exact measure (also because ‘of
time dependency, marker. reliability, etc. ). Thig uncertainty is referred to
as standard error (SE) which is the standard,deviation of the set of marks that .
‘a student would. obtain on all 1maglnable pa*allel assessments (with as-mean.
equal to the.student's true score). Mitchelmore 1nvest1gated the .application
of -the proposed criterion: the results axevsummar}zed in<Table 4» :
. . e . taL . ® L.

B .- "‘ . ‘ .. .’ .. N :': \ ) .“..v ': . ‘{_.
; s C . . " . . ~ LN ¥ s .
U‘}'I‘able 4:, Estimated SE's apd maximum acceptable*.numbers of grades -
o ¥ for selected mu ple-che&ee—and—essay-tests . . .
S : ; - '5# : e o e 3
r;! . A . T L o6 7 Maximum = ’
- . v ‘p. . .(’ ‘ A' - - ‘ 0.;_,1 .. g;tlﬂ\ated . &ccéf)table "_:';::V}:—”—”
et Type . o v mestlengtn | - [loutor gogy’y  Temetrof
R « gradesr o
N TRl o "”f e ,
....Multiple~choice" '.ﬁg§;-::_ﬁ”’”20 items - -f_.J&B (9 ﬁ) NPT 5.4
e T Y 50i1tems e 3 1,ﬂ6!2) o Vo7 }
FER I -’,.gf‘__ e ‘_,__floo_lteme“ Lo aaslue L9 -
ﬁ' Lo " .'-T. BRI “, ..' | e '_l'. . L A
i Essay with - falrly li hr/ 50 marks_.;_ g g7- 1141--~V CwL o4
' objectlvers rlng ‘ 3 hr/100 Tarks.f], - 10 kélO)' o »f:. ; 5
Essay Nlth hlghly T li hr/ 50{marks AR 1{”'(32) T | * o L
_ subjectlva scorlng AR | hr/100 mqyks“ C 16 (16) .'.?‘ L4 : . -
‘ ] . . .t . T e
i‘g..ﬁccordlng‘??*the cr eslon stated, assumlng a pass mark of 40 per qpnt, a o %
distj nctlon.mark of 5 per Cent, and approxlmately equal grade 1ntervaIs'5' “ )
‘ be%een these two scores , o P T S -
& ‘f . x
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' In practice,. as noted the final grade is usa11y determlned from a comp051te

., mark; Mitchelmore suggests that' a six-point, scale wolld be appropriate for the .
combination of five short multiple-choice ‘tests.and a final essay examination.
In such cases, the marks or scores for each component (suitably welghted) should
be recorded, with grades_used only for the total assessment mark. - Imrie (1981)
" discusses’ the need to confirm weighting intentions with reference to standard -
dev1at10ns and correlations when sets of marks are comblned. T -

2 ° : . : : : S , S

CONCLUDING COMMENTS , .+ "+« .l =~

D

, - - - n : B

Sqme grading systems have ‘been descrlbed Justlflcatlon of a system and 1ts
o use for the allocation of grades, depends on approprlate specifications w1th
reference to mark interpretation and- assessment structure. Usually the gradlng
system has been established as’ 1nst1tut10na1 policy in terms of the number of
grades and their correspondence~to marks on a percent scale. Accordlngly, the
planning of assessment’ procedures should take into account the type .of assess—
ment -appropriate to 1earn1ng outcomes and -to the implications of. measurement
uncertainty. The two-tier structure of assessment provides for dlscrlmlnatlon
. between crlterlon-referenced and norm—referehced measurements : -within a _single

[}

“assessment component or for the whole course or’ subject.. The teacher or examiner
Ashgzld specify the intended’ weightings, means, standard deviations and correla-
’ tidns for the. prlnc1pa1 assessment components contributing to a f1na1 grade.
' These intended values can then be compared with .the -actual values for evalua-
tion. of ghe assessment and for mark 1nterpretatlon. ¢
@ o ; .
. Furthér spec1f1cat1ons of the grad1ng system are requ1red for’ mark adjustment
.so thaty the grade boundaries (including the pass/faliqhoundary of 50%) can be
applied con51stent1y across institutions, disciplines, levels and’ over a perlod
. of yaars.. The spec1f1catlons for 1arge classes include the meah (consistent
with an estimate of the quallty of the group) .and the standard deviation for,
pr1nc1pa1 components of assessment such as coursework and the final examlnatlon.
Computerised grading packages are available to’ "assist with the adjustment and
-——~—1ﬁEerpretat&on—proeedures~reqa&red«se—tha%~apprepriate—profeSStena&—judgement—-—“
can be used for the a11ocatlon of grades. :

E s
‘”lnAccordlng .to the cr1ter1on of Mltchelmore (1981) it would seem that the [ '
. Victoria University of’ Welllngton and the. Authority for Advanced Vocatlonal
. Awards grading systems ‘are well able to cope with the wide range -of methods -
. (and therefore of SE's) used for in-course and. end-course assessment. It ‘is, . .-
KA 'however,‘necessary for a grad1ng system to be represented quaIitatlvely and
interpreted con51stent1y The marks awarded-for, dlfferent assessment components
: .at different times during a Eburse and then-comblned at the énd-of -the.course,.
+ - should represent standards of. attalnment understood c1ear1y by Staff and <
‘students-alike. Careful definition and awarene§s will assist gredtly, with the
profe551ona1 respons1b111t1es for ma1nta1n1ng standards.

B

'Guldellnes c1ted earller suggest that ‘there should be similar grade dlStIlbu-.
tions from.subject “to 'subject 'except where special factors exist'. - One &uch
‘factor not, ‘mentioned has_been clearly: ;dentlfled from. work -on - student evalﬁa-:»~“
} “tion.of courses %Cllft~and Iﬂrle, 1981). In ‘some courses, students respond
—TrrmthatTthey 'want €0 do as well as possible' and identify | (reallstlcally) the'
" grade associated with that" intention. . In’ other .courses, high proportions of
the course enrolment 1nd1cate an-intention %just. to pass'. On this basis, 1t'
-is not p0551b1e ‘tobexpect similar grade distributions and therefore not- reaSon-‘“
.able to lmpose invalid unlformlty. In general there is no academic or ‘

.

Q
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.educational Just1f1catlon for ;a fixed pass/fa11~ratlo T a Qﬁota might, of
‘course, be’ used for admlnlstratlon purposes.. ) - TR - ~

"Any grad1ng system _ should be- fa1r and conslstent ‘The pr1nc1ples and - procedures
" of a grading system should be stated clearly so that.the respon51b111tles of
'staff and the rights, of students are 1dent1f1ed It is the professional res-
.pon51b111ty of' staff to be competent in‘all of the.assessment procedures

" required 'for the allocation of grades; it is the right -of students to know

. 'the spec1f1catlons of any gradlng system wh1ch labels them permanently

R - .
‘e PR e

'_"AcKNOWLEDGEMNT-,_, e e
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. - .o .

+ This paper has been 1mproved 51gn1f1cantly by the helpful comments of. referees
and editor. ‘I am grateful to them for their time and trouble, and relieved.
that they d1d not use a g;adlng systém for th;s paperl !
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_An 1nterdlsc1plinary course or subject is one that attem ts to 1ntegrate and ;//{/
:Qutilise the'findings and pr1nciples -of: moré ;than one. academic discipline, C
+ 1 TRis: approach contrasts with multi-disciplinary.studies in which disciplines A
v are J taposed but.the”relation_between :them.is. not.made_explicit in :
-;.teaching’(CERI ‘1975, p. .25). nterdisciplinary studies should be seen as
;;extensive range of possibilities covering: comb1nations of d1sciplines where
-~ 1inks - arelnot well-developed, subjects, or courses . where there is 1ncreasingly
- evideént 1ntegration and fully integrated .interdisciplinary . courses - (Group L
., for Rese',ch ‘and: Innovation in Higher Educatlon, 1975a) o = R
W-Z.-,“J , S :
1. Jdifficult to- sustain a case for 1nterd1sciplinary stud1es without
*‘*nce o specific proposals. Experience in colleges of advanced education
: )»and univers1t1es demonstrates that a’great meny constraints must be -
erfome ‘if an 1nterd1sc1plinary approach is to work satisfactorily.‘ Course
T subJect proposals must therefore .be examlned closely to determine whether
<adequate attentlon ‘has been given to ant1cipating potential problems. ;-:'
“Aspects’ of partlcular importance-are thé adeqpacy, of the planning process and
®. the . availabillty of-resources, Perhaps the ynique’ advantage of. N L
.‘1nterdi$c1plinary studies is; that they active promote a cross-fertilisation SRR
: {of 1deas vhich is: generally ‘absent in & single®discipline or - '
»1multx-disc1pllnary approach “An issue such as world energy needs may be
'3exam;ned from the point of” v1ew of & single discipline, -394 Sociology or
. Electrical Englneering, but separate disciplines’ do ‘not - -provide the basis. fOr
'_Acomrng to grips with' a full range of issues." On the other hand,- an ’ o -
-1nterdisc1p11nary study of energy needs may involve an Sxamination of. thep-mnggnf}f;
) full range ‘of "soeiological , polltlcal engineering and econoriic, factors.: "It .~
;--:1s 1ikely that. participants who.are otherwise 1nVolved in a single d1sc1pline _;
wiax develop greater sympathy w1th otheér d1sc1p11nes as' a result of this. Do
" % .gPproach, - ‘Once ‘& strong comm;imenxqIo_lnierdisclpllnary.studaes-amergasqeam——_—————~
1dzsc1pline-based approach may be less fulfilling=and-challenging to the T
lecturers concerned.- : . - e

2,

.=Coursesdevelopment 1nvolves a ser1es of . admlnistrative decisions which prov1de_

1 el framework for a study ‘of formal and 1nformal processes ‘These processes are’. .
highly complex ‘and may 1nvolve negotiations w1thin an_organlsatlon ( such “as. a
CAE) and 'with external bodies. In examining. Energy Studies at' CIT :the focus .

f,is ‘on” 1nternal negotlations d1rected to securing resources and providing an -
;organisatlonal base.: utgects
HE

1nnovation may notibe ‘new’.dn the absolute sense but 1t is pérceiyed aj'new
by members of the community. into which it is introduced (Collier; 1974)." &
framework for the analysis of the decisions made in curriculum plannipg has




PR S

:obtaining a mandate for the development d? the course.- Following initial )
approval the central issues surrqunding the cours¢ are identified and
’trategies are developed t® deal with problems.ﬁ During these phases of the
;nnovation process, the course pPlanners ‘are: striving to establish the .
zlegitimacy of’ their innovation and.if initial strategies are poorly conceived
‘he prbposal may fail. - = .0 R R

-

l‘It is often difficult to innovate in established tertiary institutiogs. Lo
ginnovator must contend with ‘'networks of closely interlocking procedures,

' policies and mutual expectations based ‘bn .past- experiences’. (Group for-,

Research and Innovation in Higher: Education, 1975b, p.a§3) As a result,

'}innovation may not be an orderly or continuous pbrocesg (MacDonald and Walker,
19763, Shaw, . 19755 Wellard, 1980).  There may-be. considerable delays. in making
“,decisions,'a need. for- intense lobbying and lengthy: informal- discussions -

; outside the’ committee system (Noble, 1982) -Alleof! these features ‘were: present
. in the development of the Energy Studies proJect LT i

Energy Studies evolved 1n response to a growing interest in interdisciplinary B L
-*—studieS*within~the—Enstitute———En—l9¥8—a—working—party—oa—interﬂiﬂcinlihnrv'w‘f“ =
studies was- ‘set up by the- Board of Studies,” the: Institute's senior academic'- BESE
. board. It’ ‘recommended the establishment of one or more centres for inter-‘”'
disciplinary studies and. suggested that, .in undergraduate coursés, at least.
- one elective subject should be chosen® from a range of: interdisciplinary N
: subjects. ..The report was ‘not acted on by "the Board of" Studies during 1978 and¢"=¢
- -at-the time: the future of. interdisciplinary studies seemed to rest on . R
: initiatives by existing departments and schools. jl';:r ,_,u. ...: -,.‘lv’ﬂ T

Despite a lack of enthusiasm in’ the Board of Studies an informal working partyiﬂ
. on interdisciplinary Energy Studies was established’ in late 1978 The efforts‘; B
‘of thé working party to obtain a mandate. fox ‘Energy. Studies were encouraged byjﬂ'“‘ M
the appointment of a new ‘Director who was keen'to foster interdisciplinary
-initiatives. A maJor break—through occurred in 1979 when the working party
_m—rﬁa—msmmr ”“t or‘$20 ooo.;

u‘ :.'3

Energy issues wére selected as a focus for interdisciplinary studies largely
‘ because’ of the interest of some staff ‘in this area, Existing courses and -
~subjects gave inadequate attention o energy trends and problems, despite a. .

- world-wide concern with whether energy needs coul® begmet in ‘the long term.,,, .
Members of ‘the working party were drawn from’ the Schooﬁs of" Business Applied o
Science, Engineering and - General Studies, and ‘from' the Educational Development i
Unit Because ‘the’ members comprised a- good cross-section ofmthe Institute it
was considered likely that Energy Studies electives would ‘be 8£fered in most
undergraduate'courses.nv' T

S . : .n,

The key m ers of the working party were the chairman, a lecturer rn ERR IR
Engineering, and the: secretary, 8 tutor: in. Economics. Throughout the proJect

- the 'working’ party relied heavily on the enthusiasm ‘and. organising ability of '
these members., Unfortunately, neither the chairman nor the, secretary was: )
tenured &, fact which: proved s1gnificant later in the life of ‘the proJect. ,f<"
-As a. member of ‘the: working party my. role was to advise on, appropriate S

-i“strategies“to_be_followedn1n piloting the - elgctiVes through the"- eommittee

““system - (2)}‘ Afull-tife: research officer ‘was: appOinted to’ cosordinate the
proJect and his knowledge of energy trends and problems was invaluable. S
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. R . . . . ey
Innovators may use negotiations o surmount constraints or minimise their L

i impact._ This strategy may invdlve: compromises ‘on. course content and structure Eo
:.® to.secure the approval of submissions. - In his study of curriculum chapge'in'a 5
college of education, Shaw cc cluded that a successful inngvation “imast. be . Y
reasonably acceptable to th group interests (for example, ‘other. departments)
on which.it impinges.: It is & largely. public process Ain. which the best, result
is a solution where all get most of what they want raﬁher than‘a reluctant B
i compromise (Shaw,.l975) ) LA SR

. = )
_The' development of Energy Studies involved protracted formal and informal
negotiations in which the. working party attempted to - establish its: legitimacy;
i' Research papers’were. commissioned for publication with the aim of” providing a "
-resource for. elective: subJects and short courses.’ The" papers were written by,y;.g.j
members of . the working party. and external consultants on topics such ‘as" worldf',ii'
energy resources, the renewal of "Melbourne's ‘public. transport system, and i
develo fng energy.- strategies for. Australia.. This activity was peripheral to
-al_goal_oilhaving ergy'Studies incorporated in “the. Institute -
Cours s. A major aspect: was “the preparation,of submissions for considerati
by e mmittees.” By the end of 1979, the. Board: of Studies ‘had. approved the - -
concept of introducing. energy studies" electives, providing a. basis for' '°
developing detailed. syllabuses. The néxt’ step was. to gain: the: approval of.h
‘each Sehool-in which the: electives. would. be taught and:the final endorsement
‘of the Board of Studies.\ -The- working party considered that five of the
“Institute's. six schogls would be likely to accept Energy Studies, the o
exception being ‘the :School’ of Art and DeSign which had shown no interest in BTN
© the project. - “jj“. SR L TS SRR ﬁ 1“ Yo

s anxiety'to establish legitimacy the working party probably ) s
n.culated in- seeking preliminary approval of ‘its’ proposals.. ‘There . was" no o
'-=frQQuiremeat—that—neuusuhJects_shoulduhe,appr_xgd in prineciple prior to -3 T
final submisSion., By imposing -an- unnecessary stepy the. working party’ Ieft
itself With.insufficient time to achieve ‘the: introduction of. the electives i
.1980: - ‘result, much of,thé momentum,.of.the innovation ‘was. ‘lost. .The: &
: workingﬁ ty - faced the prospect of:a"further twelve montHs of planning and'
) deliberation Without being able to pOint to substantial concrete achievement

During first semester 1980 the working party made submissions to Schools

".Boards. Members of the: wogying party ‘took responSibality for. piloting the i
submiSSion throUgh their own''School. - Where: necessary Schools were.. asked to’

amend their regulations ‘t0. facilitate the. introduction of Energy Studies .

electives. Informal negotiations ‘took’ place wmth potentialioppOnents and !

) individuals perceived as, powerful The negotiation proceSS‘was successful and

'in July 1980 the electives were: approved by the Board of Studies._. )

?ﬂ; secure funds for the proJect‘ fi- _,:‘_ N

There was considerable organisational support available.
Energy Studies. The | Institute s_Director gsve. every encouragement to tr
working - party and- personally launched the . publication of Energy Studies.
*'Papers. A551stance in“Iaﬁntng—and-admi 1 ‘ nnrt WES nrovided bv
... the Educational .Development. Unit. :The- original'w ' ,
- the Energy,Studies Co-ordinating Committee whic reported dfrect to the Boar .
of. Studies.‘ This change was: Yritiated. by ;the working party to strengthen the e
. organisational base of the proJect.: Staff cdmmitment remained” strong and :
eight members of staff were. involved over the years 1979 and. 1980 S

Q
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- CONSTRAINTS AND FROBLEMS

‘q Despite the persistence of the innovators,‘the Energy Studies proJect failed
- to ‘achieve’ its ma“Jor goa.l the 1mp1ementat1 n ‘of ‘elective: sub,jects.v The main
:'ereasons for this failure were organisation constraints which? proved
insurmountable._ As has’ been shown, the ‘Ener Studies electives’passed
‘successfully through the warious stages impos d by the Institute for the
. lapproval of new subJects. Unfortunately, the. organisational structure of
IKY and departments Was’'a’much’ more., powerful constraint than had.been
S - ed by the working party._ G ,J e Tl 5ﬂ‘ ﬂu"

! concept organisational readlness 1s a convenient ‘means.. of analy31hg Do
organisational constraints.” In course development Jthe readiness of a: CAE to*“
“initdiate & ‘course relates to  both: problem awareness -and'. solutiqn awareness.r_ L
Problem awareness is’ 1nfluenced by . env1ronmental-and organisational conditions.”

‘ Where the, environment or‘technology is. changing rapidly CAEs are likely-to be o
prone tq inrovate,. . Solution awareness is the degree of” technical or

- conceptual originality in’ the proposed course .and the ex1stence of. precedents
operating elsewherd; 'Organisational’readinessfisfenhanced'to.thefextent;that\
-dcourse proposal is- ‘dompatible:with existang programs: (Delbecq o) T
reflection, some: of these requir ments were not present at CIT

By 1979 when the Energy Stu les projectuwas beingsplanned, funds to tertiary ,f;,v.'
educatiOn were’ severely restracted At erIT “funding- arrangements in ‘the.period
studied ‘were geared to the’ needs of departments and-schools. Interd'sclplinary
teaching" was given &-low. priority and - departments were reluctant t‘\release
Tstaff unles; epartmental ‘budgets. Mere compensated. . It ‘soon ‘became: clear’ that
teaching 1n Energy Studies would be. w'voluntarm activity for" 1nterested members
" of - staff.’ Although several iecture s'were prepared to’ donate the1r t1me to, :
teach1ng Energy Studies ;this did not . extend to.the- co-ordinatlon of the
roject. : . ; - ‘ . :

v

The ex1stence of dep itments W FORI

Departmentalism “has- ‘been described by one writer as® 'the besetting sin’ of,the‘

-‘academic. profession' (Perkin, l97h e th) ' ‘Academits, invest’in developing -
an personal specialisation and. see;- encroachments by other specialists gs-a’
~threat-to;' property (Burgess, 1977, P."99), "'This" ‘lack. of organisational -
" reddines ‘is especially ev1dent in. 1nterdisc1plinary studle departments
typically:do not. throw: their 1nfluence on 1nterdisc1plinary r " (Mayhew and
Ford,.l97l‘ p. 107).”.The experlence ‘of- Energy’ Studies confi,
f1nd1ngs. . An’, alternative approach nmight- have been £0. establish
’ department but in a climate of fisdal restraint thisuoption

A Nuffield;Foundation Group for Researdh and:Innovation in Higher Education . :
,V l975a) .observed’ tHEt 'Interdisciplinary work often 1nvolves a:p. ofessional R
" rigkifor. ‘those who" embark on-it!’ (p. 23)'“~If a lecturer becomes heavily ¥ :

committed to- 1nterdisc1plinary studies;f here is ‘a p0531bility that “he or she;,

wiLl forego: opportunitieslfor advancementcuhich may.be-available to~colleagues
“ who! remain’ firmly discipline—based. A related problem -at 'CIT: was that; three
key'gﬂﬂovators, the chairman, secretary ang earch officer, held contreact "
app01ntments.. Two positions_v e { Ve hen the contracts expired and -
“the’ third -person: obtained a. position elsewhere.‘ As as esult ‘the project was . .-
deprived of. drive -and’ enthusidsm at’a- crucial ‘time in ts development. This
further- undermlned the~read1ness'of_CIT t implement Energy'Studies. g
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' the elective subjects were not. fTrered Ain 1982 or 19B

":wﬁco-ordinators or: leaders members of staff wit tenur d positions. To do.

xff_development as happened with Energy Studies.

o202 T " R ngberEducahonResearcbandDeVeIopmentVoIZ NoZ 1983
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" . By the end’ of l9Bl the Energy Studies Co-ordinati . ittee had lapsed and :

f f ,;Nevertheiess, the
. failure of the Energy Studies proJect should not be overstated as, a number £
* benefi s flowed from: the original investment of funds and .staff: time.v Then

| resear h officer assembled a substantial tesource bank of audio visual :ang
pri aterials which have beentused by students in Economics, Politics and
Engineering. Some existing subjects were adapted to include segments .on-

o Energy.. The Energy. Studies Papers proVide original’ articles dealing with
:2 contemporary energy ‘problems.  There are - continuing initiatives in Energy
Studies ‘at Chisholm. A member ;of the. original working party has developed ']

‘ Energy Studies subjects which will be incorporated in’ degree courses in 7

7 Engineering. - He is usingvthe resources -of *his departmentrto indertake and ‘iT'“ L

. éncourage research in areas such as energy conservation and ergy in ff“;~T:““
transport. ‘It is planned to- offer short courses, including Sn energy. BN
education program for teachers., These initiatives build on the: initial spade

. work of the Energy Studies project and w111 ensure that Chisholm is prominent

+ in the energy field. ghfnﬁ o ‘ ! . e o L

AN innovation may be Justified not only for its specific achievements, but for A;”
_the inSights it. proVides into organisational responses ‘to’ change. The- Energy
‘Studies project tested commitment to interdisciplinary teaching.. It attempted
to alier the: internal boundaries ‘of ‘the system in: ‘which~ it operated by .
sintegrating: disciplines, challenging furding arrangements and ‘cutting across
- 'departmental. strictures, The experience of Energy Studies is: ‘relevant to ..

_5finnovators working within a highly departmentalised system.. A strategy whieh’
.. .may be successful is to find a base: in a: suitable academic department.. This
"a:entails obtaining the agreement of’: the ‘head of department to support the L

n*prqject in the initiab sﬁages ‘and.’ to give an “sllowance” of time. to. the .o 1
co-ordinator,’ There' is e risk that ‘the project will be identified With al

> jparticular department bu ~the advantage is that it becomes part of the. @ o
; existing academic structure.: The project is therefore more likely to gain

! access to resources.‘
LR ’

fﬁinﬁavators must continue to work towards achieVing organisational suppori
foutside the department, including efforts to secure additional resources.’
'Th e arrangements must Ye: understood and accepted by the head of department'
i which the project is based..
adopted is, likely to. depend'
SAf- research funds ‘are attrd
g'planned, it may be deSirabl

;-ncontributions:t,"nterdisciplinary studies.a
: ;involved in-an interdisciplinary project may do 1ittle to enhance their.'
';’bareer prospects.‘ The.

-'}cherWise may threaten the Viability of the P ject ;orucial phase in its
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dihe role of committees 1in m

ﬂﬁfcommittees; and less often than’ one .might .expect from convincing

. the’ establishment of, the Energy Studies Co-ordinatlng Committee did little to”
Wsurmount the constra1nt9 ‘facing the - project.. In the early stages of &’ project,

i+ to’ Fely. ofi ‘the’ drive and.enthusiasm of individuals to. achievelresults, . Onge
L an ihnova ionr

l”fespecially in the current ‘Financial™ climate., Existing departments .are much et
“ . moré defensive of their territory than a' perlod of. expansipn. Interdisclplinary
-“-studies threaten established structureg’ by attractirg'. studE:ts avay from. .

'tvfor 1nterdisc1p11nary stud}es<to be: grafted on to existing: structures, ‘at

';advocated as a’ means'of ensuring ‘that some reforms, ‘however: llmlted are R
}_achleved., ~An 1nnovator who “does nqt accept:this as - realistlc goal is likely
"o to, become frustrated in attempts to negotiate substantial changes.

ﬁ‘The organisational constraints encounter d_1n developlng Energy Studies-WEr '."
" not- clearIy manifested ‘at -the’ commencement of the roject Much was "done to.
’n%prepare the ground, the support -of the. Inst1tute Director was’ secured and‘-. -
'.enthusiastlc members of” staff were 1nvolved. Desp1te these aétions, there wasg

o"_

‘”The laok ot senfbrity of key actors andithe fact that they‘were n8t‘

:l_been Evofded ‘there was a natural deszre 1n the Energy Studies-working‘party L

; ,ation must bﬂ/;ueried.-,As the Group for
Higher Education (1975b) concluded 'What is,

‘Research and Tnnovation in
icertain is that new schemes rarely ar}se\fronLthe careful deliberations=of

.3demonstrations of a systematically-researched need' (pi- 30)., With: h1ndsight

"innoi tors are better. advised to,work 4% ad hde" groups as far as possible and:’

becomes establlshed' a'mgre formal structure may be developed..ﬁ

© s

1plinary studles is llkely to: be a.- slow process,

'8 ubjects or-courses offered by. 'mainstmeam' departments.' ig suggests a'need

" least in the early ‘Stages of;ﬂevelopment. Increme‘tal changeghaﬁ been .-

d-Iack of.: organisational read1ness to accommodate 1nterd1sciplinary studies
In partlcular, the Instltute did not havé.an agreed framework for

'_'1nterd1sc1plinary fourse development. The, existing departmental structure was i
. aﬂmggor congtraint, especially when -it, came to- securing resources for the:’ gﬂ? _;I:T-
v,gontinuation‘of'the Energy Studies- project.- -Funding restrictions- confronting
;*tertiary educatlon as a. whole were,a further dimension'of the constraints.k

Cwb

. StAfT, 1mpeded the implementation of’ Energy Studies.- Although ‘this eould haveﬂ

: ; . . :

fa lure of a;project“with whlch(they have.bee
y os51bility°of proféssional grovth. throug
ms e ¢duntered }n 1nnovation and attempts to“overcome them
sharlng su"ﬁ_insights.W1th co]leagues, educational 1nnovation may
become athore openla%d rewardﬁnp process.-“" :
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. ‘The report 'by Professor" Richard Johnson on. Australlan academic development
units is familiar enough- to readers of this journal that no summary of its )
dontents or cenclusions, is ®ieeded here.. *The -document is comprehensive, elo-
Huerit, insightful, constructive, if admittedly subjectlve (° 1mpre551onlst1c

. is the -word Johnson himself uses). It is also timely -- comirg on the heels

' "of the avece working party s recommendatlons on staff development, with its .
suggestlon of mandatory induction courses, reguldr evaluatlon of teaching, and-
‘greater incentives. for the lmprovement of teachlng performance. Both reports
have received wide ‘distribution in Australian higher’ education circles (though,
regrettably, not outside: they are virtually unknown in North America.or
Europe, despite brief mentions 1n the Times Higher Education Supplement) The
»Johnson’ report in part1cular ‘has been warmly welcomed by academic. developnient
professionals, and at least with pollte 1nterest by senior administraters ih
" the tertiary seotor.f If noth1ng else, the rev1ew has. served as an excellent
piece of formative evaluatlon for the. actlyltles of Australlan aquemlc.‘. ,
development units, even if 1ts ‘wider impact --.for example on rank and 'file
faculty, on student opinion, politicians, not to mentlon the more general }
publlc -- is much ‘harder to estimate. L o : v : SRR

I was fortunate to be in Australla in 1982 Just after the draft of Professor u':‘
Johhson's report was circulated, I was on leave from my own (extremely small)
academlc development unit in a large, Canadian unlver51ty, condi ing- some.
comparat1ve research on efforts to improve un1ver51ty -level teacHing and

le rning in a number of’countrles, 1nclud1ng North Amerlca Westérn Europe,‘

and Australa51a. ° This was a follow-~up to a previous semjes of visits made. in ,_Z!

@ 1974, when the f}nancral ‘and .political climate affecting post-secondary educa~— ﬁ‘
tion. was mfach’rdsier. During my 1982 visit-I. spent three months in Australia,

‘v and visited 13 of the 24 academic development. units méntioned by Professor ¢ )

“ Johnson. I was present when the' author discussed his draft report with the )
directors of academlc development unitg in May 1982 "and also had -an- extended
interview with' Professor Johnson in Canberra. A year ago the report prov1ded

- a lively tﬁpic of conversation in- Australian unlver51t1es ‘and colleges, and 1t
cropped -up frequently in ‘'my talks with - unit, directors and .staff,; and.in'my
1nterv1ews w1th -other Australlans, including civil servants and Journallsts.‘

. The comments that follow, then, are partly 1nformed buf.also necessarlly
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agmentary,_;zdhobVLously,reflect-my status-as- a, v1s1t1ng Canad1an, present~>4~~"~*‘
An Australla for only a brlef peraod )

S - 5
The f1rst achlevement of, th ohnson‘report«to Jan outsider is that 1t was done
at all. Megpningful evaluatlons of academic development prbgrammes are compar-' .
— —atively rare;despite-the—fatt that-evaluation-is"a’ mainstream act1v1ty_o£_thé;Z::L21
-units thems aves. Centra s (1976) huge study of over 1,000  programmes in the
U.S.A. showed that only 14 per cent of they’had been fully evaluated. And in
my own survey of eva tlon practices in a Sample of programmes drawn from )
‘a ous«parts~oﬁ~the— ldﬂ(ﬁ,nappery*'l979)“"'I—fcund"that’*few~ of~the programmes - T

4 had been subﬁecfed—tc‘évalﬁatiahs“fhaE“WeBE'mu’h"beyond thé mere monitoring of
aq;1v1t1es -- number of publlcatlons 1ssued, tallies. of telephone .inquiries, -

————and—se—en7—semettmes—5ﬂpp&em
-——Aunrtqsponsored—cohqses —or
vidual units are comparatlvely rareu evaluations of.whole systems are even

scarcer., When they-have occurred, -it is usually in the most negative of
cl;mates, often when funds short and where the evaluatlon is seen as -
”P0551bl rov1d1ng an excuszégb terminate a programme. This teéms to me to be
- the wo typeﬂgff'summatlve'"ev tlon, and it-is to--the credit of the
: Commonwealth Tertiary Education ission that their brief to Professor
Johnsén was made~in a much more open -atmosphere, - characterised not by threat
but: by a,ﬁgsxre for information. Thi ntrasts sharply with the circumstances
surround1ng a recent evaluation of the Office of Teaching Learnlng of the
» Council of Ontario Un1vers1t1es, a'modest programhme that pyovided 1mportant
* supportive and coord1nat1ng services for academic development units throughout
the.g*ov1nce. Thg_evaluatlon was lengthy, broad in scope, .and the result1ng
‘assessment was pos1t13e.. Nonetheless theé ‘Council that had comm1331oned the
study voted to terminate the ptogramme: a ‘decision that probably caused more
’ dlslllu51onment .and cynlclsm than if the. evaluatlon had.nevér been conducted
in the®irst’ place. ' At about the same time in.Britain the’ Coordlnatlng N
Coug&ll .on the Tra1n1ng of Un1vers1ty Teachers was also«belng d1sbanded under

somewhat s1m11ar c1rcumstances. c TR - : B
- L\ 'Z a | !

A

academ1c development units Wlthln tertlary educatlon establlshments in;that.
‘a country.- Thls may seem somewhat - paradox1ca , when’ Professor Johnson'hlmself .

budgets and staff,_obstacles to prom ,~re51stance by some” members  of the- v-"‘
- academic communlty, and so on. Nonethe oSS, from a broader international o
- - perspective,. many Australlan academlc develOpment units seem -in an énviable
position, as my recent series of v151ts showed only too clearly. or example,
- in Canada there is only a handful of well: establlshed units with full- time :¢*
}_ staff who hold relatlvely permanent’ p051tlons, and .nearly all of these are in
" “Ontario and Quebec. In Britain the situation is- somewhat comparable, althou@?
‘much..excellent work i$ done by commltted academics on a ‘more or less" 'volunteer'
4 basis. In many Western European’ nations units have been forced to keep what
one of my 1nformants called a 'low prof11e in order to surv1ve the current )
climate of retrenchment. And in the.United States, which is often regarded as
.a .mecca forvteachlng innovations and development activities, many- large-and -
appareritly thriving -academic development :units have dlsappeared ‘virtually over- éﬁ“
night in the‘face of savage f1nanc1al retrenchment or the 1loss of external . :
-foundation fundlng upon which s6 many of" them depended (Gustafson and Bratton,
weN I o |
In contrast, the state of academ1c development in Australla appears p051t1vely .
brlmmlng—wlth—health———Many—Australxan“unlts—were—founded—lcng‘enough—ago“ﬂrrf““*”f
- 1mply the1r 1ncorporatlon as part of the un1vers1ty estabblshment, at least ."7 W

*
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~*"~one Y TERC-at" the*Univer51ty'of Néw ‘South’ Wales) has’ ev_hhpubllshed an off1c1al )
-history. - 'Nedrly all universities and_CAEs_ do_lndeed_pOSSeSS—a—unrtT—and~tt——L—————
"has ‘been. an. extremely rare occurrence for an establlshed Qperatldﬁ to be dis-
"banded. Desp1te :the fact that this has" admlttedly occurred ‘*n one or two,
1nstances, and in others_there has s_been a_de_facto institutional-policy-of not
__——£iIIééE:pests—thatrbecome—vacant——tHE’tact that most unity have survived, and

.,that thejr number has.grown, surely indicates a general-: tev 1f grudging) .
acceptance by adm1n1strators and academ1c staff Indeed several unlts have

endorsement from‘thelr'academlc colleagues.v In bther words,
climate where the . largest Canadian universityv_could cli
modest 1nstructional development programme’, apparently wlthouf: qualms_ar

f““'llttle faculty tTésistance, and-when the university unit directed by pefhg
Amerlca s most respected figure in academlc ;development was sub]ect to_éh i

Y &

e

draconlan cutbacks over the past two years, s1mply to. have surv1ve qmml ’
gangs notwlthstandlng) appears a substantlal ach1evement. : ‘ i§} f' v

Acceptlng ‘that academlc development 1s allve and 11v1ng in Aust¥alia, desy te
doubts in some quarters about whether ‘it is at the’ peak of health,,lt is Warth .
g01ng on to consider the more ‘detailed p1cture palnted by the Johnson report

‘of the strengths and weaknesses of various units. - Re-reading .my+draft . copy of

the document I find 1t is scattered with pencilled ticks, mdde dur1ng my

orlglnal quick rev1ew of the report in 1982, and 1nd1cat1ng how’ frequently
Brofessor Johnson's comments reflected my own Canad;an experiences and percep-
tions.  His comments about the . amblgulty of" ‘the, developer s role in the
1nst1tut;on, difficulties of- ‘status and obta1n}ng promotlon for academlc -

- development -staff (leadlng to’ the sort of conflict felt in Canada, as in
Australlab about devot1ng time to research, and gaining. academ1c respectablllty,'

o service act1v1t1es, and w1nn1ng fr1ends), the 'damned. if you do/damned if
yo don t' anecdotes of publicity -that is cr1t1c1sed as an unnecessary expen- EI
d1ture when 1t—appears ‘and lamented when 1t does not -- all theése ate :
strlkknglx,famlllar and perceptlbly observed by Professor Johnson.
only very occas1onally d1d the report 1nd1cate a. d1fference between Australlan
£xperience and my 1mpress10ns of the situation in other countrles. . One example

. =~ ‘which -I' quoté here because it is given considerable stress’ by Professor
Johnson --' -concerns. the. res1stance to academic development units by - m1ddle L

. management', in part1cular by department heads. In my own: experience,  while )
opposltlon from the head of a department or a. dean is certa1nly not unknown, Co-

" the reverse has been mqte ‘common, - with many worthwhile 1n1t1at1ves coming. from-
thls source. It is poss1ble ‘that the difference here is “clultural. Canad1an
un1vers1t1es have had ‘a-longer tradltlon of elected department heads, and the.
term in office is probably .shorter. - This may make the, headlmore wrlllng to
approach a. unit for help in organ1s1ng develdpment activitlés and encourage’ aI
" busy =- and sometinies isolated -- chalrperson to use#the unﬁt sdirector as a
source of d1s1nterested and conf1dent1al advice. One’pa aﬂoX1cal problem may
be that the expectatlons for,aéademlc development unlts &re tod hlgh, and they -
are'’ expected to perform, m1raculous transformatlons ‘*h a few weeks with problems' N
that have proved 1ntrans1gent for many ?ears. qFrta-'\ . however, Professor
Johnson is right in singling out these middle managef“\as cruc1al for the
success ‘of academic development . They ‘play a key rokg¥in settlng the . tone

within a department, gu1d1ng chlng pollc1es and p j t1ces, and controlllng .

L academlc advancement through ecisions on recruitme gnd promotlon, and by - . '«
'.serv1ng as . the major link ‘between the senior admlnl-‘u{tlon ‘and’ the cademlc
_staff. . Without their support it' is difficult! o see; owﬁteachlng -ap learn1ng--~*

_ practlces can ‘be changed in. any fundamental way . o
LA . L S o -,1 R

< . . L e

o . o

ERIC

Aruitoxt provided by Eic:



- - N | ' Lo » . Lo .
208 T HigberEducdtion Researcb andDe.veIopment Vo]2, No?, 1983
Whereas the department is the basic un1t in the 1nst5tutlonal structure of ;
un1vers1t1es, .academic development units, as.Professor Johnson ‘comments, often
“lie out51de thlS structure. - Hence the - amblguous roles poor promotion pros-'
. pects, ‘and so.on, of unit staff. One partidl solution to this _dilemma might
He to a opt‘t e practice- some,NorthuAmer;can institutions and to  appoint
_staff to.concurrent positions in a department or- faculty. At Waterloo, for
example, at the time.of my: app01ntment as Teachlng Resource Person I was also
given a tenured position as Professor (1n the. North American: meaning of 'the. L
_l_.xe:mL.of_Enquonmental“Studlesr Thlsltype.ofﬂarrangement_lsﬁquateﬁcommon—fopw——-m~
senior administrators (deans, vice-presidents, and so on)' who have an academlc
pOSlthn to return to once their terms of office have expired. In my own case,
although my. Salary is totally paild by the Teaching Resource Office; I take a
reasonably ‘active part in the affairs of the Environmental Studles Faculty
I teach an undergraduate course each yéar, superv1se several graduate students,
am part of a small research team, and sit on a couple of commlttees. Although °
these activities obv1ously take tlme, they have . the considerable .compensation
of involving me directly in dayjmo-day teach1ng activities which are, after
wall the .focus of concern of the academic development unit. My position within
the Faculty- has prov1ded ‘an excellent academlc base and source- of support and -
advice. It has -also proved invaluable “for the Teaching Resource Offlce itself’:.’
Ait is often my own Faculty colleagues who are the most receptlve to new ideas
and most willing to take initiatives and act as advocates when it. comes .to the
improvement of teach1ng and learning. It is quite posslble that this organlsa-
tional model might be impractical in an Australian context for any number of
administrative reasons. - However, in those North American institutions where -
it has been tried it appears td& have’ succeeded in overcoming- some of the o
problems referred to by Professor Johnson. # ’

.-

In discussing the Johnson repor.t w1th North American colleagues I am usually
asked two questlons._ What has changed as a result of ‘the report? and, gi®en = ¥
the relative. perva51veness of academic development. in Australian tertiary o
éducation, does this mean that the quality of teaching and learning ‘there is.
superior to what /is found elsewhere? - It is obviously impossible tc)q1ve v .
definitive answer to either question. 'In the case of the first,- constraints -
of distance and time mean that I am out of touch with developments that may
have taken place during the past year. It seems likely, ‘however, that the
greatest value vf the report is, .,as I stated .at the beginning of tyus rev1ew,_f‘ i
.as' a much-needed and acutely observed plece ‘of formative evaluatioh that can
serve to.-inform ‘the general academ1c communlty and gu1de 1nstructlonal 3 ’
developers themselves. : s - : R 2 SRR
s ; . \ .. : : :
‘In the case of the second questlon there is abunaant ev1dence in the report of
the. benef1c1al effects. of academic development activitie$ on individuale =~ #
teachers, on 1hnovat1ve practices, and with- respect to academig pollcy decisions
on matters that range ‘from distance education to study skills for mature. sEu-
dents. Professor- Johnson m1ght also have cited the. ach1evement of academic = -
developers in establishing HERDSA -- an organ1satlon that seems tode almost
taken for granted within Australasla but, to the outsider, seems a remarkable
achlevement. I: can think of no other national organisation that involves both - s
academlc developers and faculty at large who have a general interest in-univer-
51ty teaching. and learnlng, that publishes a successful journal and newsletter,
_sponsors cont1nu1ng educatlon activities for the general academic communlty,
organ1ses a stimulating annual conference, has local thapters in varlous parts"‘
-of the country, comments on pollcles affecting higher education -~ and  manages
‘to fund .nearly all of this on the basis of a modest annual subscrlptlon. ”This
must surely be a partial reflection of interest in teaching and learn1ng on the"'
part of a substantlal number of Australlan academ1cs.

Y h o ' - ’ P «
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.done. He comments, for example, that matters of teachlng and learn1ng (and
he adv1ce of academlc development un1ts) could play a greater role in’ )
—=iips S “Eentlment expressed in the AVCC
"report that staff development units ‘carry ‘neither high status nor s1gn1f1cant
‘clout within- ggglr 1nst1tutlons' (avee, p. vi). It seems to me unlikely,-
however, that' qpe influence of ‘units on policy formatlon will grow without e
—“changing the dcademic declslon-maklng structurg,x;th;n_un;yexsltles‘_ﬂhereby_.__._;_
power 1s prlmarlly vested in the senior admlnlstratlon and individual depart-'
ments ., ThlS is probably a major reason why very few lnstltutlons have, . I ~ 4
, T3S TOor CHange .

e

—F

recomme dEd“‘b‘Y"th? AVCC wu.r.nlng party. : B E - EEPRN
But' even if the'basic structurés of the: unlver51ty are . sloggto change, the,

- climate for academlé development in- the next decade may be'more ﬁavourable
" than many of us’ have expected,.or.hoped . Despltg the conslderable prestige
attached to‘research by many“academlcs (both’ ln‘hﬁstralla ‘and North America), -

€ 1 susp!ct that-a majorlty of  our’ colleagues are lndeed conterne about their .

: teachlng performance,- if:only because it forms a major component-of their ° - .’

day- to-day work, and thelr 1nadequac1es as teachers.argyoften qulckly and ' . .
directly brought home to them through the reactlons and. achievements of their
students. ‘Q The 'pro‘blem is to capitalise on this 1ntr1n51c concern == or eveén -
anxlety ~-.not only to .improve 1nstructlonal methods but . to- }nterest teachers

_ Ha(explorlng new ways of encouraging effectlve student- learnlng In a recent -

g Survey of faculty attitudes in the United States (Watklns, 1983) the. largest

5& single group. mentioned teachlng as the activity that gave “them the greategt,

4 reward as -an academlc.n _It Seems possible - that the changlng cllmate within -

" higher educatlon could” encourage a renewed empha51s in teachlng and learnlng .
across the‘unlverslty, and prod staff into a more reallstlc appraisal of-what - _wl
is, for the great majorlty, thelr'most 1mportant academic. gunctlon. These
developments inclugde. the gradually changing student population, .especially t}Q L
increasing influx of mature adults:who-have: speclal learning needs,’ expectatnons ,"' .

about the teaching.they will, -receive, and their own rich badkground of. 'real Sy
world experience to draw upon.. There is evidence to suggest *that these groups
-are much less tolerant of tradltlonal dldactlc approaches to teach1ng that
fail to respond to 1nd1v1dual ‘differences and needs, suggesting thaf staff may
haue to re- thlnk the way currlcula are organlsed and 1nd1v1dual courses' are’
presented Slmllarly, the 1ncreas1ng "involvement of un1vers1t1es wi d1stancehl.
learning is beglnnlng to.involve many staff. outside departments of contlnulng
education and challenge teachers to devise néw presentataon +methods- that(i: e
considerably beyond the conventional lecture and tutorlal Still other o
ressures conme from thes public at large, especially employers of .our graduates,
@fre bedoming less:reticent about giving their v1ews of Tthe. qhallty.of ! 5
le ning and teaching within institutions paid for ‘out of the’ publlc purse. ’
A he Unlver51ty of 'Waterloo, for example, there are ‘regular mqgtlngs with .
major employers in government, .business, and industry to examine their exper-
ience with our®graduates, ‘and khese meetlngs have had considerable 1mpaét on:
. curr1cula and the way 1nstructlon 1s organ1sed and dellvered -4

. .

¥ ;
Certalnly these fagtors exlst. Whether they w111 ln -turn be translated 1nto-
. changes. ln university teach1ng ‘and learnlng is, admlttedly, more a matter of
faith and optimism. Nonetheless, ‘if such changes are indeed, to take place --.
~ 'dnd some may argue that the very survival of the university depends upon this
“happening -~ then the contribution of academic development personnel could be
«u..cruq1al As Professor Johnson rightly- argues in his report, academlc develop-'
-*ment“unltsrare“a—unlque source of expertise, and, if given the chance, "could
pl a cruc1al catalystlc role ln chang1ng teachlng and learn1ng wlthln C

I %d&aw1ng attentlon to the needs to be fllled ‘the achlevements af AustraIlan
E R ) BN P .
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dfs§uss 2 report

,} “th as_twelve-months—%n—the~mak1ng“~andf;fﬁ”
by ~1ngs had:’ been cond

“‘rthehed;

\

Fhe i5e
cussmn ‘Séctions T:¢ .. .
e érm .tenure*itself does not’ BN
: fegercises tenure of’ SN
& But if the. usage is
145 & distinct and’
,q- he d1st1ngu1sh1ng
"‘So far as it goes,

I‘f1nd the\understand1ng;0 ., tenure wh1ch i
4"0F "they Repor': ang: which 1nforms the: subseque
R through 4, unglear ang‘1n pawt: tontradictéry?

*he]p, of‘coursee since everyone-appointed. o

~*&ppointmenty, accord1ng, 0. th -te f

éstab11shed apdiit :

Jpa;twcular1y securd: form- _f acad

mapks 0f such an. app01ntment must

s A5 true thsay that an. adadénm

ment».unt11 spec1f1ed age ¥imit v a
; ,and misgondict® (1.2);: and i f €omeone’ lic §§ﬁ61ntment throughout anv

academ tareer,‘that appointmen E\ight1y>bex cnibed as ! permanent !

. Bug. 1n.§&g_ [ ‘stich-a def1n$tnon Jith 1s harg to understand -hok ‘such- an
:be;said*to!cakryﬂ an* assurgs efagainst dismi®sal' since :
bl d_'l_,SIIllSS&l-—hq-V *—a?re'%” f—'buu.cu —Even{f-we~ .=
itive asSufance agaTnst dismissal unless cause
do 3 npt serve ‘asa ‘distinguishing. mark
appoiptmEnt carries . the same " w
e dppgintment. Nor, finally, can i~
ointiment with tenure. that
nly after due process’:

ﬁdﬁd'paragraph

_ “of tenure* K : ; AN
; condpt1ona ,a ““jance dur1ng the.11fe“
#g 1t B regardéﬁ&aSuadg1st1ngu1§hﬁng‘mark :
i./'th appointment’ af: uch’ staff rcan be. ternnpatp.
g' ; ' tse]f oM methes process appropr1ate for .-
term1hat1ng~other fO.:Sth a ﬁ i Noth ] in the. text of the Report:’
suggests that;ﬁgg Co ,1ttee §§§09n1zes d1§t1nct1on between_the_pnocesc Fnr‘
m—gdismissing-sofeiieor by Y appo1ntmeﬁﬁ and’ the process for’ d1Sm1s— -
gﬁng«someone ! 'fﬁ;he,t 'sets of dismissal procedures. -
3~ shqyn in Annex-B and, Ahhex Hch‘apparen Ty span the range of procedures 1n
Q* Austra11an 1ﬂ§vers1t1es 3 such a qistidct1on T
hd ] N . d' P

Gtk tenuYe a B
€

enting as mu ,on the genera] understand1ng of
’f_counﬁgredp as.on the Comm1ttee s .own formulation.
that, 'Tenure in Australia re11es moré on

—_—

ﬁ c vgnt ;'ianﬁebhfra rlghts ,~and any atterpt ‘to:summirize a . - : :
'..conveq% “‘_“nderktaﬁd1ng is - Tikely:to be: unsat1sfa¢tory But if the e
' Comm1t ed formu?at1oh is accumte, it discloses a"situation with serious =~

d1%advantages both for adm1n1strat?ons .and for-academic staff members. If the
yconvengional basis of tenure is %ovsol1d that, 'Once tenure has-been- granted S
theggfounds ‘on,which a Staff menber ‘can. pe d1sc1p11qed or dismiséed almost B
'd1s§'ppear' (2 29), the@re]y #he convention is administratively.intolerable

¥.(note 1).° e other¥and, the Committee does not call.attention to any
c1rcumstance t ‘would in fhct prevent a V1ce Chancellor from seeking to S
g1sm1s§'an academ1c staff: ‘gefmber with tenure, or make.it _any more.difficult—

—for: h1m43 —so—than»togd1sm1ss a“staff'member at the end of the probat1onary "
'pergod hatébs the: case, then. it is difficult to see what special .~
. Ppro 1on tenur prom1ses other than - the convent1ona1 re]uctad&e of Vice- =~ -, -
Cha ors to gxerc1se the: authorlty vested in them: R
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- For this reader the single most striking’ feature of the Teague Report is the . -
—hlurring of the distinction hg_tween__tf{éﬁ:pﬁ@ba:tfwnajpy_a’pp'em' thert—and—the———————
appointment with tenure. Tn,sdmeﬁrespect§jthe“probationarymaggointment' i
appears to be assimilated:to *the ‘appointment with-tenure: the Mecision made at -
the end of the -probationary period is. consistently spoken of. as the confirming -
——of-tenure; and_incalculating the percentage of tenured staff “for Tdbles 3=3,
3<97;"and 3-5, staff on probationary appointments are simply incorporated in * '
the’ category of tenured staff. On the other-hand, appointments with’tenure.

——of—tenure—does—not-bring-with it any identifiably -greater pratection-against-———--
. dismissal than that enjoyed by staff on probation. In that perspective the = ',
- Committee is doing no more than pursuing.the logic of’ the situation it found " - ¥
‘when it proposes for all tenured staff a continuing series of probationary . -
periods (4.34-4:49), each to culminate in a full review of the staff member's .~ -
- academic performance. The review would apparently be indistinguishable from - .. .
_the review which came at the end of the first.probationary period, and if it °
.revealed- a. serious_inadequacy, could lead: to termination of“appointment. .
through a process indistinguishable -from that which would have been used at
the end of the first probationary period. . "~ . .~ R
Lmyétoncern with the difference between the probationary and the tenured - SR
appointment.derives .from the importance attached to that difference’in .. ’
Canadian universities, and I think it may be illuminating to readers of the .
Teague Report to know how the.difference is generally understood and expressed = -

in. Canada.

A . T R :
" To begin with, a probationary appointment in-a Canadian university is for.a. -
fixed term, usually of.two or-three years. The probationary period is. from

five to seven years, and thus consists of at least two’ distinct.fixed-term
-appointments. The conclusion of. the probationary. period coincides with. the

expiry of a term appointment, and the question.of whether or not to grant the . #
staﬂf member tenure is decided approximately.-a year before the conclusion of '
the ‘probationary period: The precise nature of the question addressed .in- the”

- 'so-called tenure review is crucial. It is not-a question oﬁj!pether or not

the appointment snould be terminated--thé appointment Tapses o7 1iselT when
. the 'term is reached; rather, the -question-is-whether or not -the staff member

‘should be redppointed with tenure.” The‘questidn is considered by the staff

member's department,’by a tenure committee, anll ultimately by the president,

"~ the officer empowered to recommend appointménts to the governing.body of the

University. In the process of tenure review the onus is-on the:staff member
to show that it is in the interest of the University to grant him or her a
tenured appointment, and though there are-generally careful procedures to
-ensure that the member's claim is properly considered, the issue is ultimately’

" decided by an officer or beard of the University itself. ..~
If a-staff member on probation is subsequently granted tenure, he.or she.
receives ‘an appointment which carries greater -security, not by virtue of an
assurance that it will not be: terminated, but by the nature of the process
which must be followed if it is to be -terminated, a process which lays the . .
“burden of proof on the University. - Here some-histery-may-be—useful- :

‘In 1967 the Canadian Association ofglniversity Teachers adopted a policy o

——statement in:) hfch“itjwaSAproposegé hat-a—tenured-staff-member—be-subject-to————
" ‘dismissal only on proof of adequa¥e cause be¥ore a third-party arbitration. =

committee, whose decisiogrwould be fina].and binding on the staff member and -

\__the Upiversity (note 2)33%1In ‘the ‘intervening fifteen years that principle has

" been incorporated in_the?siatutes or regulations -of ‘most Canadian .universities.

- Thus,the_significant.diffefenée between”a probationary appointment and-one - .

B4 o . . : . ' "

90 -




i
e

"""Higlzerfdu cafszesea:cb-and—De velepm ent—Volz,-No 2, -1.983._. ——

ﬁ-r‘.‘. . 'i- s

‘iquh tenure 1s that during theAperiod ofgprobation it 11es with_the academic
0. Show that he or"she should be-reappointed, whereas once a staff member is
granted tenure, it: lies with the ‘Unjversity to establish-cause for: dism1ssa1-- o
ﬁaand not . simply -to tits oyn sat1sfact1on but to the sat1sfaction of a mutually- e
ﬁ; agreed th1rd party.A // s . . i : 1':‘

B In offer1ng this descr1pt1on of the’ structure of the Canad1an system I wou]d
“-not imply that it is free of prob1ems. “There ‘is frequent dispute about . B e
— s-——tenure-track—r—————
““there is’ frequent dispute abou% thg,ﬁature of the appeal ava11ab1e to-.a staff ‘
- ‘mémber-who is denied tenure. at d of the.probationary per1od or-a staff .
“member whose first fixed- term appo1ntment is not reriewed .and who.is. thus .
;;,'prevented from comp]et1ng the probat1onary period. There are redundancy;,
#provisions in-the regulations’ or agreements ‘at a number of unfversitiesy’ but
'nthey ‘have not been: seriousty tested and it is not c}ear how<they might -
-¢ondition the dismissal process for tenured staff..s ‘Furthermore,-the entire .
‘picture s comp]icated by-the -fact.that the academic. 'staff at more than half
. the universities in Canada are certified bargaining units’ under &he relevant -
.. labour 1eg1s]at1on and have negot1ated collective agreements with their
“‘un1ver51t1es which contain provisions. touching appo1ntment promotion; and
d1sm1ssa1 ‘Under most of these collective’ Agreements” the. Un1vers1ty can
exercise the usual-management . right of. dismissal; ‘but the dismissal can: in .
‘turn“become a grievance which is ultimately. decided" through a process of
‘arb1trat1on in, wh1ch reinstatement can be awarded :

) the basis of secur1ty in a tenured appointment. It comes as'a. surpj §e to a-
* Canadian academic ‘to. find it assumed in-the: Teague Report. that the aring .
commi ttee for. the dismissal of a tenured staff member will be:an in
of the University itself, that is, of.the ‘party seeking the dismiss
. Whether the pattern'be that in -Annex C, where the. Commission of- Indumry o
.. appointed ad hoc by: the Council, or that in Annex B, where the majority of -
members_ofthe Joint Committee.are designated officers of. the University . ‘the
report of the hearing committee goes finally: to the_Council as a recommerida- ,h
tion, and ‘the effective decision is thus given to-a body which works. closely:
_-and cont1nuous]y with: the Vice- Chancellor, the very officer who has laid- -the
" .complaint aga1nst the staff member in.the first place. To most Canadian’
" academics this. process wou]d *not appear 11ke1y to y1e1d an 1ndependent
’ decis1on.: dew .

‘-p"
A

In add1t1on to the matter of d1sm1ssa1 procedures, there are two proposa]s B{ ;
~"the. gkport that could stgnificantly affect the nature. of a .tenured appo1ntment
first’ the. proposal that there be systemgt1c,,per1odtk review throughout ar;
» tenured :appointment; second, the proposal that the percentage{of tentired staff

at the 1eveT’of 1ecturer and above not’exceed 90" percent v, -

S . \ - 3
It ds obv1ous]y necessary that there be some effect1ve supe,” 4
of tenured academic staff if.there is to be a real’ possibiTity--as there must
.. be--of dismissal ‘for cause, -Whether the npviews recomiended by the C3mm1 ee - .
would: actua11y prov1de that‘superv1s1on,/and provide it without: serIously :
comprom1s1ng the advantages of tenure 1tse1f seems quest1onab1e.- :

Ihe energy and t1me requ1red to mount such an operat1on shou%d not - be under- .

s 'n..




enta11 do1ng some 100 reviews a year an’ the 1arger un1vers1t1es, each—rev1ew~~r54;ee

. conducted by a ‘tHree-person comm1ttee {and a certain number requiring in - P

«add1t1on an acadg¢mic: ‘referee externa] to the. Un1vers1ty) ‘Each, review Would

1 Bderation” of . a"dossier; an- intérviéw with"the staff member, .

4 andlthe writing ‘of a report.. .Since it would be-an avowed"purpose*of*Such~a-*——-—~
Jrev1ew -to identify pers1stent1y or.; ser1ous1y 1nadequate performancesg .and -

ince it.wou¥d be known that .such.a finding ‘could:-lead to dismissal proceed-'*

5 ', it must: be” anticipated” tnat“aj1egatﬁons—of-ﬂnadequate—performanre“ el o

‘.v-wo.Td bg v1gorous1y cha]Ten‘e staff members T -l

'Furthermore the poss1b1e { Lve effect of hav1ng such a system of rev1ews _
. incconstant. operat1on wou]d d- to be; weighed.  For such.a system there wolld- .
-;:ev1dehtly have to. be some enunciation -of the ‘Standards of. adequate’ performance
" the’ annual spectac]e of col]eagues be1ng tested by $uch standards, and’ the:
=.vprospect ‘of being tested onse]f -at-a known moment in the future could create ,
-, an. atmosphere that neutra11zed many of the advantages of tenure set 0ut by the S
";,Comm1ttee 1n paragraphs 2 2 2.6. : _ : Srre

" ‘The prob]em 1s rea], and no doubt the thnesses are correct who: c1a1med before
.the Committee -that.present methods of - superv1s1on are often ineffective. " But -
*it.does not follow that bgcause: off1cers-of University are seldom w1111ng
“'to’be- tough with those- whose work’ they are cflarg d to superv1se therefore -
-committees appointed by such officers will pply. ‘the defect. G/Replac1ng the .
-3-1nvertebrate chairmen with-vertebrates (4.38) would not be easy, but it. L
. might in the end. be 1ess cost]y and d1srupt1ve than 1@$roduc1ng an e]aborate S
-wmmtmesyumn ST . KA . . SRR S

RS 0 A is ‘apparent from Ehe f1gures given in. Sect1on 3 of the Report that
" Australian. universities and CAEs .display the -same. 1nf1ex1b1e staff structure
and distortéd-age profile: as the corresponding’ ‘Canadian - institutions. The
" -situation can be traced to a. ‘number’.of historical conditions: the very rapid -
" increase in student envdlment in. the '1960's and early 1970's; the scarcity of
’””f“uaTTfﬁed‘staff‘broadtQWdﬁstrebuted—througherhp several. ade brackets;:the - 23

necessity’ to supply tife.heeded staff by: appointing and retaining a very large -.
number of young academics. Tenure did.pot create those hi®orical’ conditions,
. but it now forces universities to live.with the consequences of them. T.am. & - _
..not, conv1nced that the measures suggested by the Teague Committee to alleviate
- those consequences would- be effective.. {Unless: there are a great many more 1.' &
_.1ncompetent or negligent academic staff.than the.:€ommittee estimates. (2 29, e
'3.37), the dismissal of tenureg/staff (with or without a periodic review - =~ '
"procedure) would not significahtly alter the sta Tst1ca] pattern. . Nor'could.a °
. more r1gorous review-at the end of the. probat1onary period have: s1gn1f1cant ‘
effect since therg’have been relatively few probationary appo1ntments in .o
.. recent years. Th&se measures need to be taken but the1r effect on’ staff e
‘structure w111 bé hegligibie. - - i . : : L

. . o ,,
¢« To 1mpose an upper ]1m1t of 90 percent on the’ proport1on of, academ1c staff
‘with tenure (Recommendat1on 9) scarcely seems- feasible- through -dismissals, and
. - the .alternative method \reduc1ng the number of tenured appointments offered .to
- new ‘staff, would be. se]f—defeat1ng, sinceit would frustrate one of:the - = D
““‘porposes*of—the proposa1~—to br:ngenew.bJood 1nto the un1vers1t1es and CAES. -, .

Only-a 1arge number of new appo1ntments, Qrawn from ‘the age groups ‘betow 32.
i and above,46 (3.36) could make staff: structufe more flexiblé. Such appoint-
" ments,. however would requ1re a substantial ‘increase.in un1vers1ty grants.: (not
to ment1on a surp]us of sen1or academ1c staff) “And o ‘one in Austra11a, or

' - . o v . R, P o -
. R B -t
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: Tﬁ"Teague*Committeescan,hérdlygbe:qhititiZed for fai1ing;tonvbduce;effective,_:f;
:*@"solutionsjwhen”theiprngemfthey?eXpOSé”iS”ihtYactab1é}§gBy showing:the - -:: ..~ "+

- % problem:in its-cdmplexity they reduce the traffic in"facile solutions.. So. .-
¢, careful a study*aswthis»by;&;résponsib1e.public:bodyvmustiﬁe.a great,sngiCe’_“
* to’tertiary education in Australia. It has no'.counterpart in Canada.?i,. = « "

.?fhe"findihgs,offthejTéaQuefC6ﬁmitfee’dré”a SombEerémihdék;tﬂatﬁfngtitﬁtiphs'*Lf’
.+ cannot, .any more than -human beings, disown their-history. ‘This may be'a ir .-
7+f—perﬁﬁdsin—wh#eh&%he¥e+is-ﬂust—not%going~to*bé~very“mﬂth TrexibiTity for 7 ¢

'*ﬁ*Fo?iegé5fand-univeisftfés??at‘ﬂeast'ndtftﬁe‘sort”of4f1EXTbiIjty we ‘became

i Jaccustomed to in the:1960's “and early 1970%s.:: . -

- L lalee A

weTy

v;“.(JJMHHow;.4e«prémisefhanbeeN”estéb1nshed”1§“ﬁot-clear.,_The'Report,refers[-T
-7 (1:15) . to an°AVCC survey showing that in the three years 1977-79 there .
. #ere no. dismissals of tenured acgdemic staff through formal procedures.; . . -
"Butyunlésglforma]uprbcedufes.to_diémfss are initiated by those to whom:it . -
“belongs. by statute to do’so; the declaration that such procedures are not. . . -
j.'practicablé‘must‘befviewedjyith'Sgspicionlas~A'se]frfu1f111ing'prophecy;;'_,f :
... The same lamentation. was often heard from presidents of Capadian universi~
ties in-the-early.1970's, but as the decade proceeded, they were. . * . C
- .emboldened to try, and during the same 1977-79 period - there were -four
. dismissal procequres‘initiated‘ingCanadian‘uhiversities,,three of them
- Successful,.and ‘in the past hreg, years- five have been initiated, four <«
- of them successful, . .~ v e e S
UL e S A S I
.- (2) This was a significant modification of.the provisions Hismissal~ - . -
.';;}; - recommended: by the: American Assd%iation;qfjUniversity:Professors.in;jts] N

infhuential 1940 Statement Gf Principles on Academic Freedom and Tenure,
. Where-the final decision.wds' given to.the governing board ef: the ° - :
fnstitution. - o " o T T T

. . O e
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Criﬂcal Thlnklng qnd Educatlon. McPeck ]ohn E., Oxford Martm Robmson 1981

) . mecessary condition of it.. (McPeck p 37)

OOOOOOOOOOOOOOOOOOOOOOOOOOOOO'OOOO#OOOOOOOOOOOOOO -
: ; ‘ p-., .

eritical thinking must, therefore, command . place in any institution {ﬂ e
“‘committed to thé pursuit of eddcation because critical thinking is aP

R el T RO . L
G R : TR T ;. S .

In this respect McPeck goes further than the po lar critics of education who ?i L

" maintain that critical’thinking can improve education.; .For, McPeck educatiOn -

-f"education . j;‘

a

absolutely’ requires it' it 1g . not just a’ frill or a dietary supplement to"-

o

In view oﬁ the great popularity of "critical thinking .as an "objective of

O teaching % wide . range of subjects in Schools and. tertiary institutions, it is

not likely 'that ‘there:will be: .any- objection ‘to. McPeck's: claimsl'f Tn fact it

(wlll come as a ‘welcome surprise to ‘many: that a philosopher g sugporting a.

' even Bloom' s Taxonomy has met resistance’from such philosophers. o

‘,. current edUcational fashion., Usually the philosophers ake - 11fe- fficult for
‘everyone by nit-picking ‘over’ objectives that should’ b!\’{l

f obvious importance

to everyome - ‘selfrealization, creativity, knowledge, needs- -satisfaction -7~5c'ffﬁ

i But~- and there s always ER "bdt" wiﬁh philosophprs, isn t there - McPeck is ."in

" not argulng thit eritical thinkinglis‘an objective of education.’ ‘His point  :

Ten

:is that . if you are educating then p t of what you are doing is developino

;-your students! critical thinking.‘ It. is not a goal-of teaching English,.. ;
-History and Mathematics,~it is'part of what is ‘meant, by educating someone in,’

'?,these and other domains.;~- . -~ ““‘-ﬁ'ﬁ ;3, B ”, o A

: . [

: TIt is now exactly twenty years since this reviewer attended R S. Peters

" London,

- of knowl
. education; as 2 means to this.-‘en ;, .

'knowledge and understanding as an intrinsic part of the. activity, not as a PR

"inaugural :fcture as Professor of Ehiloqophy of. EddﬁgtiOn at the Jniversity of.

ey

.That klnd o c@hceptuﬁh
:al] -know whz't ‘we: med

. 18 very impd%tant in- ducation, :and’ whethenaor riot it 18’y "1ogically"

' which he made the ‘point that it is’ absurd to'.refer.  to .the development
and understanding as’an- aim of education, as - if ote could see-

Any'edu¢ational process necessarily develops™: '

movément towards an_extrinsic goal.” (I think, Jhis, illustration was that- the-~,,{v
development of knowledge‘ahd understanding in education is not like boarding a
bus in order to ‘get. to a destination) S I v

] . r

_analysis has, of course, fallen into disrepute.,:7Wef i
hen we all. resoundingly affinm that eritical thinking

‘:necessaqy pazt‘or'a currently popular part is surely bgside ‘the: point. If. .”[, ‘ig

.. we're al} agrged:, why méke anes?_




. But - and there s : that Mhut" again =
. “ is” a mental ability, a kind df ‘mental’ muscle ic } 2 e
~ by EnglisH’and History. and Mathematice? ~ McPeck maintains thatf
.. win one: domain is inapplicable to_another domain pggy A

o vseemed to believe this to bé so, : i hilosdphical muscles.in an T
"bstfaot; does not attend'to the

_ ev:Ioped
: %
rftical'thizﬁing

. ’replaced by examining the applicability thr0ughout histo;y of Acton s’
fFabout power cgrrup g,+1; rgceive Low. 1 'n‘ 'h
Q'iuteresting fantasy ¥ the' e M teachers cle rly’beliEVeil

“f.of critical thinking in one do&ai is" i

-The central point of NcPeck s.book
'j;x the proper analysis 8? .good: re
various subjects, discipﬂines and

ubd hE WKand,

‘criticized) essay,.mLiberal Education and’ the ‘Nature oéf ox edge

‘that McPeck’does ‘not'refer to this because’ it ¢ould: "pﬁa {ghim in-the cumpany

- Tof Mtraditionalists'-and also, perhaps, would: oﬁﬁige h: %ﬁo confront the
7 body of ‘criticismi thdt hasibeen’ levelled ‘against Hirstisju '

ngj-major weakness in. McPeck's book since h

:f@.of Argument, published in’ 1958. vas
= %(and I-believe ‘it is: still: important) ‘but much has been’
" whith. needs to be coped with'if McPeck.is to, convince: any’
7 like’ myself :Along with Hirst, McPeck and my teachets
-."the various discipiines ‘are-. "1ogically" @Astinct and’ tha
" -thinking" .in, one’ discipline/domain/field/form of. ‘knowled)
~from.and. (to varying degrees) minimally txansferable te:

another. The problem remains, however, i

1ge" bhF Hirstians
bnvinced that‘4

ledge .' In ‘his on1y referehce to Hirst, at the end of his bP{"f" ; s
'acknowledges that “the reader might detecx. a. certain bias to : the-sd—talfe
: 'disciblines anproach‘ but deﬁ%es that anything he has to say abqut critical v
thinking depends upon this Pias : : g v :

,what that subject matter may be.“ Critical thinking \
r ?“substantial role’in courses'on consumerism, business
: .to'-'do‘.?tf‘a,- i ’

o _There are’ some highly sugges. ve comments at'the end of . Richard Pring s essay Q';mh

o oton "Curricuium Integration.:;The Phi]osophyﬁof Education,zed R S. ‘Peters, L R

. 0.UP. 1973) which vindicate the. Very, considerable complexity-of the "logfcal"’

S connections between éhe disciplines.v (Propositions of iogical type’ A may BRI
. interrelate with propositions of logical type B“by being- constitutive ‘of . I
. type’ B s+ Vevidence for type By netessars conéitions" ' "'ype B or; "instrumental
to’ f i " . ; \
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- might-best be taught as a séparate subject is convincing, so' far as

- various forms of th0ught and enquiry and the extent to which this. determi

-for such Jokes do not- ex1st

S .
o ‘) - '»‘.
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. e

"

.The important task for: those who maintain the field-dependency ‘of critical .

thinking is to make out a case for the “logical" independence of  the fields in

" which it is alleged to be distinguishable. A refusal to placezagriori

restrictions on the subject matter of critical thinking will receive ‘ready
assent. But a.failure to establish that there is a distinctive, logic specific

-to various tasks or subject matter leaves the critical thinking that character- -
"1zes them unspecified.  In McPeck's sense of “eritical thinking! (“logically

connected with specific tasks or_subject matter") it éould be equally concluded
that éritical thinking could well not play a substantial role in the courses

he mentions or in the traditional disciplines._ ‘g*‘ ) . .
I am pre-disposed ‘to- enjoy McPeck's critique of thoee!who try to test “critical
thinking" as if this had no connection with context: p b scipline. . And the
book serves the purpose of deterring ‘those who might ’ﬁhmressed by the work

- of such writers as De Bono. De Bono is influential, which is remarkable since
-‘McPeck finds difficulty in quoting anything from his work that is wor§h attend-

ing to. His case against the view of De Bono and others that.crit thinking

tpoes.

But establishing the incoherence of the idea of teaching critical ‘thin
isolation from specific content is to clear away some of the undergrowt
has accumulated.around the notion.  .The difficult work on the "logic" o

‘the development of critical-thinking has yet to be done. L ) l
o o
 Jim Gribble - . g
3 University of New South Wales -
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More Random Walks in Sclence. Robert L Weber antol and London, The Institute |

. of Physics, 1982, ISBN 0-85498 040-7, 208 pp. £9 95

You have heard, no doubt the one about the Englishman, the - Ir1shman and the
Scot,. but has anyone told you -about" the electron, the neutrgh and the quark
or the story of the’ sea.111y, the sea basket and the’ urch1n Probably_not ,

The province of humour, according ‘to a useful little table in Fowler's
Modern English Usage,y is human nature.  Its method is observation; its.aim,
discovery; -its audience, the sympathet1c. If that is the province of humour -,
then science is not. humorous, though psychology may be. Scientists, as
scientists, 'are therefore not: humor1sts, but ‘they could be wits for wit,
Fowler tells us, throws 11ght, ‘its province is words and 1deas, its method
surprise, and 1ts aud1ence, the 1nte111gent . »

A .
You must be careful how you use w1t for your audience may take you seriously
Consider one of the finest scientific examples extant - one that sustains

~itself for the length of a book - Harald Stuempke'$ monograph on the o
Rhinogradentia or snouters. These formed a group of mammals with d1vers1f1ed

proboscises that were. endemic to the H1 -Iay 1s1ands which are now; alas, w1th i

. B _} 'bl‘ki.: L R -.:ijy .i 5;77
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' The dog, I should polnt out, is: a cartoon character wh1ch dashes between two
. switches in order to regulate the voltage. The author/artlst claims. that he
;,once had to regulate the voltage ina famous’ Oxbrldge laboratory in such a
manner; ‘he also claims that his English. aud1ence took the little animal to

- ‘their hearts and thus-learned painlessly all, about closed- loop control, but I
;. am sure that the dog would switch an Austra11an audlence off.

: - e L s .
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Atlantls. The monograph is a’ superb parody of the typlcal Teuton1c anatom- \
ecologlblologlsche Bericht but,: nevcrtheless, Lawlor included the snouters
in his review of the-orders of mammals in 1979. +The Snouters may be: parody

.4 " but; there's a lot pf “sound blology in it, even -if'.the animals. are imaginary.
A colleague often uses the group in one.of his classes as an example of" o
adaptive radiation. of mammals. It usually takes an hour or two -before the
- "last student realises that not only are the snouters extinct but\that they

never even existed. In.that hour or two he has learned, howevé ,. something

" of evolutionary thought- which I suspect that he will. remember bétter than

he would have done if sea 1111es, sea baskets and ‘urchins had replaced the
snouters. . : . R . ) - A

; B ” N Cte ° - K . ) ~
There .is another danger in be1ng wrtty, of course, and the fate is even worse:
your audience not believing what you tell them;" but believing that you bel1eve

-1t yourself\<;§hg,can ever be’ sure abdut Lawlor any more’ ' _ o "

Desp1te the: dangers you may stall feel that ‘your teach1ng would be en11vened
by some shafts of wit, and you might’ think of turn1ng to Robert.Weber's'

. .second anthology, Mbre ‘Random Walke in Scienge as' a source. . Alas, you 'will
bé disappointed for, as we all know, nb lecture hour is long“enough to 1nc1ude,

all: the important th1ngs that we simply have 'to tell our students, and Weber
has neglected to include any useful 'oﬁe;é;ners' of the kind made famous by -

Readers Digest. - You will glean some usefyl tips, ‘however: how to ycooperate.

with the family cat in writing a paper ( therington and Willard, Phystical -

.. Review Letters, 35(21), 1975),or with the dog in teach1ng the ba51c 1dea of o
.+ the closed loop control R ' i

2

E You will probably find this anthology more useful as a gu1de to’ your ‘post- -
3igraduate student than as an aid in teaching your undergraduates.. It will.at. -

ileast show him how science really works.. He will bhe mollified when he: gets

s+back hlS ‘first red-inked paper from the referees if has seen before what they '
. did to; Shelley s Ozymandias. He will learn how to manage on current grants

if he follows R.W. Wood, the doyen of chewing-gum and 'stringers who, incident-

E-ally found ,yet another use for a cat. He will know how-to- turn poor data’into
good theory if he uses the mathematics outlined inm-'Curve Fitting'! and “tError

Bars', and he will realise why ‘the data are always poor if:he commits F1nagle
laws to memory. But he will find that there are rewards: if He gets to be.as

. good as Zeeman ‘and. Lorenz he may flnlSh sta1ned in glass 1n the Un1ver51ty of
: Le1den ; . .

A .",

L 4\\

\0 "
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,rIn my own" teach1ng I have found that ‘the blzarre sticks in the m1nd I always S
tell my students about a curious symptom of hook- WOTT. dlsease, namely a great. .
* desize to-eat s0il, and that the soil in-'some- parts of the southe*n states’ of

the USA is part1cu1arly esteemed, presumably begause' it is rich in iron.. This S

is a piece of useless knowledge that TOuses myg tudents, espec1ally u@@n I ram-.
4t home with an account .of the Texan mail- order Therchant -who would despatch
‘the best-eating soil to Texans home-sick for the old sod. I am sure that
years from now my students will remember at least the hook-worm. B SR

If the mathematicians are looking . for a blzarrerre that w1ll fasten down the

transcendental numbers, they will find the full story of 7 1n the hands of -

LA
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the Indiana.State Legislature in 1897.. The House decided that it should be /‘
worth 3.2 but the Sehate, in its wisdom referred it to the Committee of - [.f
Temptrance. It nevqr did become law: w was too transcendgntal. - "/ }

v
. -

You have got to watch ydur bizarreries for the most beguiling are often the
least true. - I have lost count of '‘the number of times that I have read, or; )
Have been told, that the American deer fly cruises at 818 miles per,hoh;, and i /
" that its near relative, a botfly, consumes the testi@les of squirrels which@ P /
with great altruism, nibble each othex's privaté parts in an assault on'the ~. /.
common ‘enemy.  Sadly both:stories are untrué - they are bbagtifdl_theorie;_* S f
slain by inconvenient facts - and Weber demolishes the:first himself. b -

curious how many of the contributions first appeared in'physics journals. As ' .~
a biologist I wonder if this means “that there is: little jreal physics left to.
'do, or is it simply that its practitioners are having tg fill in their ime’ .
- while they wait for the grants ‘to’ corie through? - On they ther hand perfaps
biologists take themselves too seriously, The copsequenge, however, is that
. 'some of the wit is above me; possibly it is merging intoiirony (exclu iveness;” .
- statement of facts; mystification; an'iqher circle: Foﬁiﬁr_again);v'Take,
for example, the diagrams of ‘the cyclotron as seen by various kinds of people,
viz. the inventor, the experimental physicist, the theoretical physicist,
- 'the health physicist, the_electrical engineer, the mechanical engineer, the
operator, the labogatoryvairector, the visitor, the governmental funding S
‘agency and the student. .The author should have taken a leaf from Tristram

' Seriously though, wébér'é collection is'a'delightful‘misééllaﬁy‘buf it is.

Shindy .and included a blank page for the layman. . B L.

N\

. Never mind: every off-duty scientist will find something re to please him. ¥
-~ There is wit, thére is jgony, there is parody and, since sfience and scientists
often deserve it, satire.\ Thetre are plays on words, whicK I  abhoF. " There is
even humour for what, after all, is more human than Captain DeKhotinsky, the .
-, tea-time Rutherford or the unnamed student who would not disclose the 'right
. way' to measure a tall building.with the help of a barometer even though his.
degree depended upon it. If you are lookifig for the absent-minded professor
you will Find at least two: . J.J.-Thomson whose wife suspected him of leaving
- college without his ‘trousers, and Paul Dirac who, having married the sister of
‘Eugene Wigner, was found waldering in a dazed way around Cambridge arinouncing
that 'Wignér's sister is having a baby'. ‘The two occurrences- were coincidental. .
And, finally, you will find the best advice of all to a lecturer. It came ’ '
- from Michael Faraday: SR : o Lo i

* I
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.The most prominent requisite to a lecturer, though perhaps mnot really: *'

- the most important, is a good delivery;. for. though to all ‘true philoss
ophers science and nature will have charms innumerable in every dress, -
yet I am sorry to.say that the generality of mankind cannot accompany

. us one short hour unlesg the path is strewed with flowers. (p. 23).

""" Here's flowers fbi,ybu,‘in,zHiS'anthoidgy: LSomé'§Ouﬁwill_u§e'ih“teachiﬁg; énd
- most you will'enjoy. I myself will probably go on offering the withered . ¢

"blooms that I Have'offered‘fpn,yéars;ﬁevenvthough my.audience wilts. - 7 1.
,Iym-fﬁnnyvihat.wiy. SR ' T :
L . = - University of New South Wales "
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" why subscribe to it?

T s polucy-makers 'social scientists,
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- . It,brmgs you substantial reviews of .

w

Far

J" ) N «'_.

DI

. A pubhcatlon of the Canadtan Socnety
“ for the Study of. Htgher Educatlon
Un€’publication de la Société canadienne |
. pour:I'étude de I'enseignement supérieur ) \

y
Poutquoi s’abonner?

“.® It gives you ongmal and incisive recent L # Elle vous’ apporte les résultats des
.-, research results in the field of Canadlan - .principales “recherches en*ensetgnement
postsecondary education ’ . - _postsecondaire au.Canada’ -
It provides yqu with interdisciplinary and | - e 'Elle vous présente les multiples facettes
multi-faceted-perspectives of higher i des problémes en enseignement
. educationi issues dissected by .supérieur. vus ‘par des spécialistes de
" l'administration, des sciences sociales
et d'autres disciplines académiques
® Elle vous fournit des comptes rendus

admmtstfators and other spectaltsts

5|gn|!|cant new books and reports ) - de livres et de rapports récemment -~
R . s ' publlés . . ) -t
a b A . "
" 'Sample arttcles/Exemples darttcles 1 L Co e

. Bemard Garnler, Deans in Canadxan Universitiés: A Managertal Perspecttve [w} Frank R. -
Kemergr Senates, Unions, and the Flow of Power in American Higher Education O Clément
Lemelin,, +L'économie de I'enseignement supérieur au'Québec O°Chartes H. Bélanger and
Lise’ Tremblay. A Methodologlcal Approachi.to Selective ‘Cutbacks O Wayne B. Ingalls,
increasing Research Productivity in Small Universities O Jean-Louis Malouin et Maurice

- Landry, Les méthodes.de modélisation et leur pouvoir de légitimation O Laurénce E. Devlin
and Payl Gallagher, Age-Related Needs of Community College StudentsO lan Montagnes,
Electronic and Micrographic Technologies, Cost Effectiveness, and Accessibility O Ronald

--Meng and Jim Sentance, Canadian Universities: Who Benefits and Who Pays? O Willlam H.
Taylor, The Nature of Policy-Making in Universities O David J Lawless, The Process of
Decns:on Makmg in Umversmes o -

Y
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., Educational practice is somefimés-depicfed:#s\being5over1y}responsivg to~ideas: _

. which havd little to recommend them béyond their modishness. <A ?erx‘diﬁferent‘_.'f
\ pictute is -drawn by, A, Sirotkin -('What you’see is what you get'; Hapvard = . .
[ Educational Review, 5 »16~31, 1983) ina summary. of the findings of a survey °
i“ "0f 1000 sghool classrobms.in the United:States which revéaled: ' .

Ao -+ inyariably-‘cloted and” factual questions;- “little corrective feedback
-~ "and no guidancq}.;and,prdominantly total ‘class inStructional .configu-
. % _rations. around traditional activities - @l1 in a virtually affectless
. ."% environment. - S S S :
\ R ,.. .‘.v_ 4\‘.‘. 3 ' e . ‘. ” o . o o ;. o r . Vo
,Sirotkin describes the rematkable lack of change in.the prgctice. of teaching. -
u.,andﬁlbarnihg‘as 'dne of the ‘most consistent. andipersistent phenomena known in o
.the social-and Qﬁhaviqural sciences'. ' Would a similar survey of teaching in: l.. -
-,‘"yigher-¢§ugation.producefresul;s wh}ch~wgrq_any different? =~ e ;? R
‘Some of the difficulties ihvolved‘in.generalisinglabout teaching -have recéntly - .
been commented upon By Mithael Apple. ('Interpreting teaching', Educational
Studies,'14;.112-135, 1983) who warns against condemning teachers simply _
because’ they use methdds which many theorists consider inappropriate. -He: .~
-recalls a course which he studied as a. graduate student and in which :the " .
. lecturer always read from notes, allowed no questions or discussion, and '

ce TR 4 S S o, DU . S
%4 o e a’lgtépg teacher .talk ‘apd,a lot of ,student listening ... almost
!

‘o
i
. ;
Loy - ; . - s
s s

.

treated students' errors very'unsympatheticaliy.

. I could go on, documenting the multitude of pedagogical. and curricular’ :
. 'errdrs' found in this particular course ... yet-while I cannot speak '
. for the other graduate students who- sat in that;ddrk;and musty hall of
« -Columbia University in the mid-1960s;.it was- simply oné of the Jiost.
.- powerful classes I ever took. ' ' ST

The bewildering variety of individual approaches to teaching is very well ., -
portrayed in Masters: Portraits of Great Teachers edited by J. Epstein/(Basic =~ ‘i
Books, 1981).. Here former students reflect upon what: they learnt frgm T
. .university teachers in ways which should create doubts*in the minds " ) ,
~who-still .await the day when'a science of .teaching will be eStablishefl. - The .
latter should also read Teacher Thinking by E. Elbaz (Croom Helm, 1983), an
- important contribution to-our @nderstanding of how teachers work and which
employs :a research technique which could profitably be adopted. by students
of. the academic profession. = ‘It is astonishing how little we 'know about both - .
the_ways in which academics- approach their. teaching tasks and the -nature of =~ "
the educational knowledgexwhich they deploy in the'course-of»théir_work,' , ' ‘

- One thing seems certain: - as the size of the acaderiic profgssiOn-has;g;an"sg
the proportion of eccentrics within® it has diminished. . John Barrett (1753-
1821) held:-the chair of oriental languages at the University of Dublin. &
Although fluent in Latin and Greek his comtand of English was precarious.

He once translated 'Gallia’'est omnis divisa in partes tres' as 'All Gaul is ‘
-, .quartered into three halves'. . William Buckland (1784-1856), Oxford's first :
., professor of .geology, collected rocks from all parts of Britain and developed
a very accurate sense.of locality 4s a result of his travels. ' .While riding
towards London at night he'and a friend became lost. Buckland dismounted, -

scooped up a handful of earth and, after sniffing it, announced’tha;.they'Were“‘r :f
. S . _ , IR

B

e +

L e : [

Q

ERIC

Aruitoxt provided by Eic:



)

e

O

ERIC

Aruitoxt provided by Eic:

in Uxbrldge.

-~ ) ' r

- . e ‘L
224 . T o HngerEducabonHesearcb andDeve[opment VoI2 02,1983 -
These anecdotes, together w1th mahy others with which L 3
enliven lectpres, are to be found 1n C. Caulfield's .The Emperor of thb United o
-States of ‘America and other Magnlfleent British E&centrics -(Routledge), 1981). -
_Here ‘also are some details of the life of the remarkable.glotworthy '°e
Skefflngton séconJ'Earl of Masserene. » . . e
Another recent. work wh1ch ought to be in every lecturer s 11brary is The )
Oxford Book ST\Aphorlsms compiled by J. Gross: even the, dullest dlscourse can’
.be given some’ i§ark1e with the aid of the.contents of its '365° pages. 'T am -

v

not fond of expdcting catastrophes, but there are cracks in the universe'
(Sydney Smith) 'When smashing monuments save: the pedestals .- they jalways
come -in ‘handy' (Stanlslaw Lec), *The, Un1ver§1ty br1ngs out all abi 1t1es, o
1nolud1ng stup1d1ty"(Chekhov) RO . , S e

e : . , e
In the‘pr&v1ous issue we‘mentloned some examples of academlc longevity and.
preooc1ous graduatlon dges. The Irish Republlc recently issued a stamp to ,‘A,"
* commemdTate W1111@m Hamllton‘&,dlscovery on 16 Dctober 1883 of the formulae _
for -quaternion: mu1t1p11catlon.' While still an undergraduate at the Univer- '~ =
sity of Dublin He was made; professor of astronomy and at ‘the age Bf 21 was
. appointed Astronomer Royal of Ireland. -Even during the academlc boom oﬁ P
the 19605 it seems-unllkely that anyone was: able to. match that
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-"'Contnbutlons rare mvxted deahng thh any’ aspect of hlgher educatnon wh1ch seek to

. improve pract1ce through research, evaluation or: scholarly reflection.’ Papers concerned

with both the practice and theory of higher education in specxfic dxsclplmes are welcome.

-Contributions which cut across specialist disciplinary or research interests to focus upon
he central doncems of higher education will be especially: ‘welcome.+ Authors are -also
encouraged - to’ pubhsh brief research reports and make detailed ‘data available to readers

- on-request. Each issue will include a major review of an areg of educatlonal practlce or .

" research; thése interested in preparing such a review should contact the edxtor Book :

| . revxew artlcles and cntlcal notes w1ll also be pubhshed o e S
(2 ; . . : . ] e.* . HE . ‘ _ . o . - B
¢ N . .‘ < :

o Manuscngts should be sent to the editor ~cI TERC, P 0. Box 1, Kensmgton N.S.W. 2%3

" Australia. Three clear photocopies should be sgnt and the author should retain the original:

f -(as the photocopies will not be ret\ir‘ned) Manuscnpts should be typed on one side of the = -

~ paper; be dduble-spaced, ‘have.ample margins, and include an abstract of 100-15Q words.

Authors may find it convenient to preparé the manuscript in’ the format used by .the

- ]ournal The- authors of papers whicli*are-accepted for publication will be required to

' the1r paper appears

. e e - -

- prepare. the final copy in camera-ready. format: details of this will be'sent. ‘upon acceptance
It will be assumed that submitted papers have not been pubhshed elsewhere and are not

currently be1ng conSxdEred by another Joumal T g
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' ‘Copyrlght in mdmdual contnbutlons wﬂl be held by H,ERDSA Matenal may only be
. _-reproduced Wrth the permxssxon of both HERDSA and the author(s) T - .
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Offprmts w1ll not be supphed Contrlbutors w1ll rece1ve three copiﬁgs of the issue in wh1ch
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