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Researching 
New Zealand: 
an introduction to the 
Kiwi edition of HERDSA News 

Pip Bruce Ferguson 
N.Z. Chair, HERDSA 
What kinds of research questions are 
currently being considered in New 
Zealand by HERDSA members and 
affiliates? In what kinds of social, 
economic and educational contexts 
are these questions being asked? 
These are issues I wish to raise at the 
start of this special Kiwi edition of 
HERDSA News. I have had the 
pleasure of reading the articles 
submitted by a range of scholars 
across the country in response to 
Roger Landbeck's request for New 
Zealanders to submit work for this 
edition. It seems to me that there are 
congruences in some of the articles, 
and that it might help readers 
overseas if I commence by briefly 
outlining how our social, economic 
and educational contexts have 
changed over the past four decades. 
It will be brief! 

I was one of a generation for whom the 
educational aims of New Zealand's first 
Labour government, articulated in 1939, still 
sounded familiar and seemed to be being 
worked out in practice, when I commenced 
my education. Peter Fraser, then Minister of 
Education, said: 

The government's objective, broadly 

expressed, is that every person, whatever his 

(sic) level of academic ability, whether he be 

rich or poor, whether he live in town or 

country, has a right, as a citizen, to a free 

education of the kind for which he is best 

fitted and to the fullest extent of his powers 

(in Beeby, 1986:xxxii). 

continued page 3 

~------=--

Tl1is rhetoric has permeated New 
Zealanders' educational expectations across 
tl1e years, and hints of it are still evident in 
some of the papers presented in this edition. 
It is significant that even at a time when 
World War II was looming, such hopes for 

-' It took some time 
before people began to 
realize that equality of 

opportunity was not 
resulting in equality of 

outcomes. " 

education could be held. They were worked 
out through government policies in the post
war years, as the economy built up strength 
following the war, and New Zealand seemed 
a good place to live and raise families, 
especially if you were a member of the 
dominant pakeha (white) group. Trade with 
Mother England ensured ready markets for 
our predominantly agricultural produce; 
education was seen as a way of getting 
ahead as a discourse of equality of 
opportunity was evident in the country from 
the mid 1930s until the late 1970s (Bruce 
Ferguson, 1999:65). It took some time 
before people began to realize that equality 
of opportunity was not resulting in equality 
of outcomes . 

Reality began to bite in the economic 
area also, with Britain's entry to the 
European Economic Community in 1972 
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From the Editor 
My piece will be ve1y brief since I asked Pip Brnce Fergusson to introduce this 

special edition ofHERDSA News, which focuses on higher education in New Zealand. 

I had often felt that articles in past issues tended to be mostly about work in 

Australia in spite of the word 'Australasia' in the title of the Society . I therefore 

decided it was time to shine the spotlight on New Zealand and produce an edition 

written as far as possible by Kiwi contributors. 

I am very pleased that we have been able to achieve that and would like to thank 

al l our contributors who have made this a varied and interesting edition. My special 

thanks go to Pip for not only writing a splendid introduction, but also for 

enthusiastically encouraging people to write. 

I hope that everyone enjoys learning about the higher education scene in New 

Zealand wherever they work. 

Roger Landbeck 

HERDSA 2002 CONFERENCE 

Conference Grants for Postgraduate 
Students 
Three grants are available: 

One grant of up to $500 to assist a local student 

One grant of up to $1,000 to assist a student incurring 
significant travel costs (ie living more than S00kms from 
the conference site) 

One grant of up to $1,000 to assist a student from 
Victoria (this is a local branch initiative) . 

Postgraduate students are invited to apply for these travel 
grants, and all details are on the website: 
www.herdsa .org .au/confgrant .html 

Prize for the best paper by a new researcher 
Applications are invited for this award which will be 
presented at the Year 2002 HERDSA conference. The 
purpose of the award is to foster original research by 
encouraging less experienced researchers, or those new to 
this field. A prize of $500 will be awarded to the paper 

which in the opinion of a panel of experts makes a significant 
contribution to research in the field of tertia1·y education. 
All details are on the website: 

www.herdsa.org.au/confprize .html 

The Edith Cowan University Authentic Learning Award is a 
prize of $1 OOO and details are at: 

www.ecu .edu.au/conferences/herdsa/prizes .html 

For full details of the 
HERDSA 2002 conference, 

see the back cover. 



having disastrous effects on our trade 
over subsequent years. Mother England 
had severed the umbilical cord but 
vestiges of our dependence remain . 
Sinclair, writing the history of the time, 
referred to the Commonwealth 'receding 
like the Cheshire cat, leaving behind a 
pleasant British smile' (Sinclair, 

.. New Zealand is now 
at a crossroads with 

regard to tertiary 
education provision. ~ 

1991 :309). That 'smile' and our 
reluctance to completely disengage from 
Britain has manifested itself in our 
tendency to repeat, sometimes ten years 
later, policies and practices which have 
been tried and subsequently found 
wanting in Britain. Our current 
qualifications system is one such 
experiment, critiqued in Meldrum's 
paper presented later in this edition. 

Another Labour government was 
elected in 1984 , following years of 
National reign. This government helped 
to introduce a New Right revolution in 
New Zealand 'which sought to change 
the relationships between the state, the 
economy , and civil society' (Lauder, 
1990: I; see also Hodder ' s paper). The 
resultant 'transformation' of New 
Zealand's economic, social and 
educational scenes have been well 
documented (see Grace, l 990, for an 
example of the analysis of the effects of 
New Right thinking on education). One 
outworking of the New Right's way of 
operating has been its stress on 'user 
pays' and 'market forces' in education. 
This stress on market forces was 
influential in the decision, incorporated 
as law in the 1990 Education 
Amendment Act, to allow polytechnics 
to offer degrees in competition with the 
university system. Melrose's paper 
describes the impact of that action in her 
analysis of requirements on staff to 
conduct research alongside their 
teaching. That same Act also set up our 
Qualifications Authority (the NZQA), an 
organisation that is praised by some and 
reviled by others . Its possibilities for 
recognizing past experience, however 
gained, as contributing towards 
qualifications are described in Kuiper's 
paper, although she points out that the 
reality fell well short of the rhetoric. 

New Zealand is now at a crossroads 
with regard to tertiary education 

provision (see Hodder; Rowarth & 
Codling). Resulting from the 
competition engendered by New Right 
thinking, we have a plethora of tertiary 
providers. The traditional universities 
have managed to stay beyond the 
operational activity of the Qualifications 
Authority; some polytechnics 
(Wellington and Auckland) have 
converted to becoming universities but 
both they and the remaining 
polytechnics, some now ve1y V11lnerable 
financially, are subject to NZQA's 
monitoring. Maori private providers, 
both those designated as Wananga 
(universities) and those operating as 
Private Training Establishments (PTEs), 
have been sanctioned and seem to be 
attracting sufficient numbers of mainly 
Maori students to remain viable . There 
is a fluctuating number of PTEs run by a 
variety of other providers, and their 
financing by government to offer lower
level courses has effectively eroded the 
financial viability of many of the courses 
previously taught in polytechnics (refer 
to Hodder's paper), to the point that 
government intervention has been 
needed to 'save' several of these. The 
most recent is Wanganui Polytechnic, 
whose viability is still being considered 
as this article goes to press. The 
institution is, effectively, bankrupt. 

It is in this changing and conflicted 
environment that our researchers are 
working . It is to their credit that they 
manage to remain positive and active 
despite the tensions of our environment. 
Reynold Macpherson's brief paper 
summarises work being done in the 
Centre for Professional Development at 
the University of Auckland, which 
Macpherson manages. He provides 
figures to show that professional 
development is alive and well at the 
University, listing overall policy for both 
academic and general staff; the need to 
extend skills in technical areas and in 
evaluation; the possibility of offering a 
postgraduate teaching certificate. A 
wide range of seminars for various 
departments is also listed. 

Mary Melrose's paper provides a 
theoretical analysis of demands on the 
sector (her location is within the 
Auckland University of Technology, but 
her paper is much broader in its vision) 
using the work of Boyer and Glassick . 
She discusses the need for staff to 
engage in research alongside of their 
teaching, look s at the difficulties of 
actual ly achieving this, referring to 
Hattie and Marsh 's work in her analysis, 
and prompts staff developers to consider 
how they might assist development of 
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scholarship by providing fourteen 
practical ways in which to help staff to 
develop the teaching/research nexus . 
Her paper concludes with some actual 
examples of how this approach is 
currently being employed at AUT. 

Critical analysis of the hopes and 
possibilities advanced with the 
introduction of the Qualifications 
Authority is evident in the work of 
Meldrum and of Kuiper. It is fair to say 
that the Authority's 'unit standard' 
approach has worked we! I for some. 
Unit Standards (USs) are modularized 
'bi ts of learning' of about 15 hours per 
US, a combination of which can lead to a 
National Certificate or National 
Diploma. The system developed from 
the Scotvec model used in Scotland. The 
student has USs credited to her/his 
record as these are achieved. A national 
recording system is used, so that no 
matter where the learning was achieved, 
a student can continue with the 

" It is in this changing 
and conflicted 

environment that 
our researchers 
are working. ~ 

Certificate or Diploma in other parts of 
the country without having to negotiate 
cross credit. This has proved a useful 
system for mobile students, but, as 
Meldrum 's paper (and considerable 
anecdotal evidence at my own 
institution) suggests, can result in very 
fractionated and over-assessed 
education. 

Alison Kuiper considers the 
"Recognition of Prior Leaming" or RPL, 
that the NZQA offers as part of its 
'seamless education.' Kuiper describes 
how the intention was benevolent, being 
to allow adults (usually) who had 
achieved learning elsewhere in non
formal, non-accredited environments to 
have this learning credited towards a 
certificated programme of studies. It 
was designed to promote equity for 
people who may not have been able to 
attend formal educational institutions, 
whether for reasons of finance or life 
situation. However, as Kuiper indicates 
in her paper, the reality is somewhat 
different. Part of the problem is the Unit 
Standards. Kuiper describes research 
done at her institution (Christchurch 
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Polytechnic Institute of Technology), 
showing that it had proved practical only 
to provide 'credit for learning which 
could be assessed against the learning 
outcomes of a particular course.' The 
upshot is that the full possibility of RPL 
has been subverted by the requirements 
of assessing Unit Standards . Other 
problems in RPL are discussed in her 
paper, and she points out that universities 
have been reluctant to go even as far as 
the polytechnics have ventured. An 
excellent identification of the ideological 
assumptions underpinning the whole 
system is provided at the end of her 
paper. 

Ray Meldrum, who worked as a 
Policy Analyst within the NZQA for a 
number of years, takes an axe to the 
Industry Training Organisations (ITOs) 
that were set up as 'standards setting 
bodies for individual industry sectors . ' 
His paper explains how these ITOs have 
imposed assessment practices which 
upset the balance needed for partnership 
between educational providers and 
industry to work effectively. Meldrum 
reports on research he conducted in 1999 
at UNITEC, where he is currently 
Associate Dean (Academic) in the 
Applied Technology Institute. This 
research shows a very low 'approval 
rating' (my words) with many aspects of 
programmes containing Unit Standards. 
UNITEC decided on subversion as the 
best way forward. It set up its own 
Diploma, not containing any Unit 
Standards, and built around holistic 
learning and an integrated assessment 
regime in an attempt to improve learning 
in the trades areas. The construction of 
the curriculum for this Diploma is 
described, based on sound collaborative 
methods, and the students who are 
currently enrolled on this Diploma are 
described. While Meldrum is careful to 
explain that industry responses to these 
students will not be known until the end 
of 2002 when they graduate, he is 
optimistic about the programme and so, it 
seems, are his staff and students. 
Meldrum's paper is a good example of 
a creative response to perceived 
pedagogical failings in a system. 

The final 'system-wide ' paper 
included in this edition is that of Rowa1th 
and Codling. These UNITEC researchers 
mount a substantial criticism of recent 
directions in education in New Zealand, 
suggesting that our population is not well 
served, across the board, in educational 
provision . They cite statistics showing, 
for example, that we have only 14% of 
our population with a university-level 
education. It is their contention that the 

country is producing narrow 'specialists' 
who lack a broad educational 
background. The answer, according to 
Rowarth and Codling , is to ensure that 
students are taught 'how to learn and how 
to think' instead of 'what to learn and 
what to think'. Science degrees, they 
argue, provide this understanding. Much 
of their paper promotes the merits of 
science education, but they also admit the 
necessity of social science and humanities 

.. Much of their paper 
promotes the merits of 
science education, but 

they also admit the 
necessity of social 

science and humanities 
knowledge in which to 
embed the scientific 
training in logic and 

deduction. ~ 

knowledge in which to embed the 
scientific training in logic and deduction. 
Their paper also suggests specific ways in 
which our education system can be 
improved . 

Critical analysis of one's own 
practice is evident in Linda Leach's 
paper. Leach works at Massey University 
(Wellington), previously Wellington 
Polytechnic . Her team offer both 
Bachelors and Masters degrees in 
Education. I know their practice well as I 
was their NZQA monitor (and 
Foucauldian surveillant!) for a number of 
years. Leach describes reflections on the 
innovative self-assessment system that 
has characterized their practice, critiquing 
it against notions of adult learners' 
wishes to be self-directed. This is 
somewhat mythical, according to Leach; 
she cites some of their students who 
prefer a more formal, strnctured approach 
to education than the COFO (clear off 
and find out) learning that is prevalent in 
some educational environments. Leach 
reports on research done during 2000, 
interviewing 25 people in the B. Ed 
(Adult Education) programme offered by 
Massey . Her conclusions are that the 
notion of self-directed learning being 
deemed most suitable for adults needs 
reconsidering, and she raises good critical 
questions, such as why is it that adults 
who are self-directed learners in non
formal contexts abandon that preference 

when faced with formal learning? She 
continues the paper by specifically 
critiquing student responses to the self
assessment model that is advocated by 
her team. Her paper provides a good 
example of self-critique of one's own 
chosen practice, compared with the 
critique of imposed practice which was 
the thrust of Kuiper's and Meldrum's 
papers. 

The last four papers in this edition 
describe positive developments in 
educational practice, from areas as 
diverse as staff development, 
postgraduate education, musical 
performance, and visual arts. I wished to 
conclude the article by referring to these 
papers as they, too, are positive steps 
forward in response to a turbulent 
educational environment and they 
provide short 'snapshots' of innovation in 
practice. Sue Anderson works as a staff 
developer at Wanganui Polytechnic. Her 
work was done as part of an M.Ed degree 
from Charles Sturt University in 
Australia, and revolved around her 
consideration of whether the traditional 
models of staff development continue to 
be effective. Anderson describes her 
interest in collaborative models, and her 
introduction of professional practice 
groups as an alternative model of staff 
development. Hers is an honest account, 
describing both the successes and the 
shortcomings of drawing groups of 
educators from different fields of practice 
together to discuss and reflect, in 
congenial social surroundings. She 
identifies the importance of leadership; 
the expectations of the attendees both for 
themselves and for the group, and their 
disappointment when these expectations 
were unmet (in one group). She 
comments on the very familiar, to those 
working in higher education, situation of 
teachers feeling professionally isolated in 
their classrooms and departments, and 
stresses the benefits of combining 
practitioners from different areas in a 
group. This benefit is marked in the 
polytechnic sector; most staff developers 
would be able to relate feedback they 
have had from one department's staff 
about the benefits of interacting with 
those from outside their department. 
Anderson concludes her paper with the 
call to consider what forms of staff 
development might be appropriate 'where 
people can share and construct 
knowledge and learn from each other on a 
regular basis.' As a staff developer 
myself, I appreciate her challenge. 

Carol Bond and Jane Robertson's 
paper notes the competition that has been 
engendered within the tertiary sector over 



the past 15 years, proposing instead a 
way of combating this division. They 
report on a symbiotic relationship 
established between the Universities of 
Otago and Canterbury, with one 
contributing resources in the form of 
space and personnel and the other 
established post-graduate certificate and 
diploma programmes. Both Certificate 
and Diploma programmes are taught on-
1 ine, but are supported by face-to-face 
meetings. Prior to the collaboration, this 
face-to-face support was available only in 
Dunedin, where the University of Otago 
is situated . A relationship was entered 
into with the University of Canterbury to 
help support the students with face-to
face teaching. Benefits both to students 
in being able to access the programmes, 
and to staff from the 'cross-fertilisation' 
inherent in the establishment and 
maintenance of these programmes, are 
discussed. The paper is a good example 
of how committed and active teachers and 
researchers can circumvent the 
compet1t1on promoted by past 
government policies and come up with a 
way forward that works to the benefit of 
institutions, staff and students. 

The third paper I have reviewed in 
this section is that of Donald Maurice, 
Associate Professor at the 
Conservatorium of Music at Massey 
University, Wellington. Maurice reflects 
on the strncture of most Master of Music 
degrees, and how the one offered at his 
institution differs . Where the emphasis in 
most M.Mus degrees appears to be on 
performance, with research almost as a 
'tack on' (my phrase), at Massey 
Wellington there is a requirement that 
Masters programmes provide a pathway 
for graduating students to enter a PhD 
programme. Accordingly, for Massey 
Wellington M.Mus, research is of critical 
importance alongside (and in some cases, 
instead of) performance. There are links 
in Maurice's paper to the RPL advocated 
by NZQA and critiqued by Kuiper. 
Experienced musicians who come into 
the M.Mus may be able to pass their 
Masters entirely by dissertation, although 
the RPL aspect comes in with their 
requirement to provide evidence that their 
musical performance is already up to 
Masters standard. Maurice describes the 
supervision challenges which are 
encountered both within the 
performance/dissertation Masters studies, 
and in the entirely dissertation-oriented 

one. His discussion of students' need to 
link theory and practice is fascinating, 
and the model of 'examination' that he 
suggests resonates with a current research 
interest of my own - the 'alternative to 
thesis only' Masters and PhD study. The 
fact that the M.Mus at Massey has been 
able to attract very experienced 
professional musicians is testimony to its 
perceived value and relevance in the 
music performance world. 

Another innovative piece of work, at 
least to an internati,onal audience, is 
described by Mike McAuley, School of 
Design, Massey University (Wellington), 
in his paper. McAuley attended a 
Computers in Art and Design Education 
Conference at the School of Design in 
Glasgow. He was required to present a 
paper, and found himself surprised at the 
enthusiasm shown by the audience for his 
approach. He 'decided to base my 
presentation on the issue of coming to 
terms with the traditional versus digital 
debate in Illustration ' , using the approach 
he puts into practice in Wellington. In 
this approach, McAuley's students first 
learn conventional artistic techniques and 
then, when competency is achieved in 
these, transfer them to the digital domain. 
Hence, they have an understanding of the 
'virtual' terms used , from practical 
experience of these. McAuley describes 
the variety of ways in which students 
engage with traditional and computer
based design following this introduction. 
Scottish attendees found his approach 
interesting, as they were 'stuck' in 
traditional approaches to design and not 
so familiar with computer design 
techniques. McAu ley also includes a 
brief reflection on the work of one of the 
many other presenters whose papers he 
attended, and found interesting. 

As this edition was almost ready to go 
to press, the future directions of tertiary 
education in New Zealand were being 
further molded by the publication of the 
fourth and final report of the Tertiary 
Education Advisory Commission. This 
Commission was set up by the incoming 
coalition government to review the 
tertiary education sector , and published 
four reports - "Shaping a Shared Vision"; 
"Shaping the System"; "Shaping the 
Strategy", and lastly "Shaping the 
Funding Framework " . Peter Hodder's 
analysis of the impact of these reports, 
and specifically of the last one on 
funding, concludes this edition of 
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HERDSA News . It is appropriate that his 
reflection on this just-released report 
appears at the end of the edition, both 
because it is 'hot off the press' and 
because it looks towards the future from 
government's perspective. From the 
papers that have been covered earlier, 
reflecting on critical analysis of past 
history and current practice, to this last 
paper on government's 'vision' of future 
directions for tertiary ed uca ti on , it is 
hoped that interested New Zealand and 
overseas readers can determine the forces 
that have shaped, and will shape, our 
tertiary education sector. 

In conclusion, I would like to thank 
those who have submitted papers to this 
special edition of HERDSA News. 
Especially I thank Roger Landbeck for 
making the possibility of a Kiwi-only 
edition available; it has galvanized some 
of our researchers to submit work so that 
we can show researchers elsewhere some 
of the questions that are being 
investigated in our country. Given the 
international flavour of HERDSA these 
days, might we look forward to other 
Pacific HERDSA members, South Africa, 
Britain and the U.S., contributing to 
future special editions? 
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An education for the future 

Two thirds of the way through its 
first term for a decade, the current 
Government is still waving the flag 
of its election campaign - the 
promise to create a knowledge 
economy in New Zealand, hence 
making us globally competitive. 
The ever-present threat is that if 
we don't achieve economic 
transformation, we will continue 
our slide down the ranks of the 
OECD 'standard of living' scale 
(calculated on the basis of GDP per 
capita). By increasing our standard 
of living, we will be able to live as 
they do in the United States of 
America (second on the list behind 
Luxembourg). We are closer to 
Spain, Korea, Portugal and Greece 
(approximately 20th, and falling) -
the sort of places where people go 
for holidays to escape the rat 
race ... which includes, of course, 
New Zealand. 

Cynicism aside, the Government is 
right that we are hugely dependent upon 
primary production exports, and should 
not have all our eggs in one basket (as it 
were .. ), hence the focus on transforming 
the economy. 

The Knowledge Economy is a 
descriptor for an economy in which the 
efficiency and effectiveness of 
commercial activities, and ways of doing 
business, are continually updated in terms 
of advances in knowledge, understanding 
and techniques. It is one in which new 
knowledge and new ideas give rise to 
new commercial enterprises (Hickman, 
2000). It is thought to require a 
combination of innovation (doing 
something new with something extant) 
and entrepreneurship (risk taking) . 
Invention (discovery), research and 
development are the foundation . 

6 

New knowledge and new ideas giving 
rise to new commercial enterprises are 
actually no more than progressive 
businesses have always done, certainly in 
agriculture - so the case could be made 
that we already have a knowledge 
economy (and, of course, the cynic would 
ask if there is any other sort. .. ). However , 
although New Zealand has been rated as 

By Jacqueline Rowarth and Andrew Codling 

one of the most entrepreneurial countries 
in the world ( sta tistically indistin
guishable, the top five countries in 
entrepreneurial activity are Mexico, New 
Zealand, Au s tralia, Brazil and South 
Korea; Frederick and Carswell, 200 l ), the 
basis for ranking is start-up businesses. 
We do not have a good business survival 
rate. This could be taken to indicate that 
our emphasis on groundwork, due 
diligence (as shown graphically by the 

.. our education 
institutions will meet 
the needs of all New 

Zealanders - all children 
will be educated to 

become creative, skilled, 
entrepreneurial people 
who can contribute to, 
and thrive in, a globally 

competitive economy." 

ANSETT debacle), innovation (we rank 
24th on the Global Competitiveness scale 
for turning knowledge into innovation ; 
Oram, 200 l ), basic knowledge, research 
and development (we are 21 st in OECD 
expenditure on R&D per capita), 
competitiveness ( encouraged only in 
sport) and persistence (instant rewards 
rule) is extremely poor. Furthermore, 
most of the bu sinesses that are started 
have a small workforce: 83 % of them 
have fewer than 6 employees, and 96% 
have fewer than 16 (Thompson, 2000). 
The reasons behind our failures, and 
implications for future policies, lie in 
education . 

There is no doubt that a major factor 
in being globally competitive is a highly 
skilled workforce (Luke Georghiou, 
Director of the Centre for Policy 
Research in Science and Technology, 
Manchester University, Pers . Comm., 
2001 ). New Zealand has an education
for-all policy , but almost 20 % of pupils 
leave school without any qualification. At 
present, only 14 % of our population 

between 25 and 64 years old have a 
university-level education, in comparison 
with 19 % in Australia and 21 % in 
Canada. Participation rates in tertiary 
education are now high (38 % of 25-64 
year olds, which is similar to that of UK 
and USA), and time will eventually 
redress the balance, but we have a third 
the number of doctoral graduates as 
Finland (a country with the same number 
of total graduates as NZ). 

The above being the case, New 
Zealand must embrace the report from the 
Prime Minister's Science and Innovation 
Advisory Council, released in August this 
year, that we must 'educate for a 
knowledge economy '. The goal of the 
Council for New Zealand is that " our 
education institutions will meet the needs 
of all New Zealanders - all children will 
be educated to become creative, skilled, 
entrepreneurial people who can contribute 
to, and thrive in, a globally competitive 
economy. New Zealand will produce high 
quality skills and knowledge in areas that 
give us a competitive advantage 
internationally - our high value, high 
grown enterprises wi 11 have excellent 
home grown talent" (SIAC, 2001 ). 

These are indisputably desirable 
goals, but the 'how' is still lacking in the 
rhetoric. 

New Zealand education has moved 
inexorably down a path of increasing 
specialisation. Students are becoming 
more and more specific about what they 
will pay to learn (for example , not 
biology, not plant science but viticulture) 
and the tertiary institutions, eager for the 
dollars, create appropriate and specific 
courses. 

Not only has this specialisation 
become normalised (with rare exceptions) 
at a tertiary level, it is also becoming 
more prevalent at a secondary and even 
primary level. The result is that we are 
producing a nation of individuals who 
know more and more about less and less. 
Our graduates may well be highly skilled, 
even highly knowledgeable within their 
field of expertise. They may be attractive 
to employers with short-term productivity 
objectives, but it is a moot point whether 
they are 'educated'. 

Being 'educated' generally implies 
more than simply knowing things - being 



educated also means knowing what to do 
with what we know; with having a sense 
of context within which to apply our 
knowledge. It means having the ability to 
think. It also means knowing about things 
that help us to understand the world in 
which we live . Being 'educated' therefore 
a lso implies an ability to adapt to a 
rapidly changing and increasingly glob al 
environment , and to prosper in thi s 
environment. 

" New Zealand 
education has moved 

inexorably down a path 
of increasing 

specialisation." 

Recognising the problem, the NZ 
Government has made a big commitment 
to assessing the current education system 
by establishing the Tertiary Education 
Advisory Commission (TEAC). The 
Commission has produced a series of 
reports on how the education sector 
should function (Hodder, this issue). One 
part of this change is functional -
building a tertiary education system that 
will promote a better balance between 
specialised and general (dare we say 
'liberal ' ) education for our students. The 
other part is philosophical - promoting 
the belief that being 'educated ' i s an 
essential personal and societal attribute to 
sust a in New Zealand's competitive 
advantage. The Associate Minister for 
Education (Tertiary Education), Dr Steve 
Maharey, is vocal in his exhortations to 
make 2001 the year for getting involv ed 
in education. 

Without a magic wand to reinvent 
ourselves, we are now in the midst of 
trying to make strategic change s by 
futures scanning, in order to create a 
knowledge society. 

Uncertainty, complexity and rapid 
change are the three key identifiers for 
the 21 st Century employment market and 
the top jobs of the future are likely to be 
those relating to finely honed talent 
(whether in the creative arts or sport 
field) or mind (Rose and Nicholl , l 997). 
The critical factor for succes s in whatever 
field will be knowing how to learn and 
how to think (as opposed to what to learn 
and what to think). 

'How to learn and how to think' is 
what one discovers in a science degree 
(Turney, 1995). Learning science means 
le arning how to make deductions and 
inductions like a scientist (or detectiv e). 

At the same time as learning facts, 
theories and techniqu es , one also acquires 
habits of mind, ways of arguing and 
standards for evaluating information. The 
intellectual style that one absorbs is with 
one for life. As Lawson ( 1928) wrote in 
his address marking the opening of the 
Department of Scientific and Industrial 
Research, "a man without a conception of 
scientific method, a man who is not ready 
to sit down before the facts and to accept 
the conclusions they bring him, is a man 
of an uneducated mind" . It is for this 
reason, for the logical thought processes 
rather than the individual pieces of data 
remembered, that scientists are valued in 
some countries. Finl and has 38 % of 
graduates in science and engineering, 
New Zealand has only 18 % in the same 
category. 

The facts and the process of 
remembering pieces of information 
(having knowledge) are important , 
however. Persistence (and endurance), in 
this era where instant rewards are 
expected (witness the success of Lotto 
and increase in ro ad rage), can be 
enhanced by such things as rote learning. 
The purpose of this is not so that one can 
recite great chunks of poetry at the next 
soiree to which one is invited, and not 
even (although it does help) so that one 
can check the bill at the supermarket -
but it is part of discipline. It is the 
repeating until something is learnt -
doing the same thing again and again, 
with attention to det ail , until it is right. 
Persistence ( continuing, repeating and 
doing due diligence) is a useful 
transferable skill in real life. Results from 
a survey of 500 leading businessmen by 
Cornell's School of Management in the 
mid-1990's indicated that most believed 
that the 'gold-collar' worker of the future 
would be a science graduate with a 
postgraduate qualification in business 
(Motluk, 1996). 

The education sy s tem that will 
develop the type of future employees who 
will contribute to the knowledge 
economy will value knowledge. 
Knowledge is power. It is desirable 
because it has currency - incorporating 
both value and the condition of being 
current. But 'currency ' also means that 
knowledge is int e rpr e te d within the 
current context and may well have a 'use
by' date (Howe, 200 I) . So knowledge 
alone isn't enough: we must create an 
environment in which judgement and 
wisdom can also be fostered (Andrew 
Gonczi, Adjunct Professor at UNITEC, 
Pers. Comm., 2000) . 

This means that our training in logic 
and deduction mu st be set within 
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knowledge of social science and 
humanities . We must know what has 
gone before and why we are where we are 
(otherwise , as Gordon McLauchlin, 
amongst others, has said, "Without 
sincerely and, as accurately as possible, 
respecting the past, we remain rootless in 
the present and flounder towards the 
future"). And around the edges we need 
to acquire knowledge of how the ever
developing technologies around us are 
useful within our lives. 

This sounds remarkably like a 
traditional education . Almost certainly 
what is required is a return to some of the 
basic disciplines, but perhaps with a 
changed angle . Teaching mathematics 
and physics from a problem-base, 
founded on real-life examples 
(appropriate for a range of ethnic 
backgrounds) could help with relevance. 
Creating mixed-ability teams to work on 
inter-disciplinary problems, so that cross
disciplinary approaches are attempted, 
could help with open-mindedness, 
flexibility and solution-thinking. A return 
to a grading system could help with 
motivation and achievement; ranking also 
helps the development of judgement. And 
before the thought of a return to the three 
'Rs' causes the gorge to rise, remember 
that there are many who choose to send 

" The result is that we 
are producing a nation 

of individuals who know 
more and more about 

less and less. " 

their children to private schools so that 
they can undergo rote learning , and 
experience traditional education systems, 
as well as the small class size and other 
benefits. Not everybody can afford these 
benefits for their children - should this be 
an area for government intervention? 

Key traits for highly desirable 
employees in the 21 st Century have been 
described by Gavin Wall, Professor of 
Engineering and Technology at Massey 
University as "the ability to imagine a 
different future, translate ideas into reality 
through an understanding of materials, 
process technologies and design, ability 
to work with people, and an appreciation 
of the impact of work on society". Couple 
this with such required factors as 
willingness to learn, initiative, 
achievement orientation and flexibility 
(Burchell et al., 1999), plus key 
transferable skills (that is budget 
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management, supervision, public 
relations, time management, 
negotiation/arbitration, speaking (with 
individuals and groups), writing, 
organisation and management, 
interviewing and teaching (career website 
www.jobstreet.com) and it is clear that 
not al I of these factors can be acquired 
during one traditional education. 

What has been termed 'future 
proofing' oneself (UNITEC, 2000) is 
vital - lifelong learning, that is refreshing 
and extending one's education, is a 
critical factor for survival in this century. 
In Finland, 52 % of the working 
population are involved in employer
sponsored further education, in 
comparison with 32 % in New Zealand. 
The major barrier to participation is 
considered to be time pressure in the 
workplace, which means that the 
education system of the fuh1re must have 
at least some element of coping with 
people in full-time work . This is 
particularly important for New Zealand 
where there is a preponderance of small 
businesses which can't afford to have 20 
% of their workforce (one person) absent 
on study leave. Block courses, weekends 
and night classes, plus innovative 
electronic modes, will play an ever
increasing part. 

A specifically New Zealand issue is 
the change in ethnicity. It has been 
predicted (Jim Doyle, Executive Director 
of APENZ, Pers. Comm, 200 I) that 
within I O years New Zealand schools will 
be 50 % non-Pakeha by ethnicity. This 
will begin to impact upon tertiary 
institutions in another ten years. The 
Maori, Pasifika, Asian and Pakeha groups 
have very different requirements in the 
way they learn. For Maori, for instance, it 
has been suggested (Pita Sharples, 
Adjunct Professor at UNITEC, Pers. 
Comm, 2001) that exams are irrelevant 
and the cohort should move 
chronologically rather than by threshold 
of knowledge (judged by success or not 
in an exam sat by an individual). A 
further consideration for Maori students 
is that of whanau and familiarity. For 
them, being able to continue in 
development at one institution in which 
they are known and feel comfortable is 
important; for them the stair-casing 
(moving from one qualification into 
another) that is possible at some 
instih1tions is an important factor in their 
success. It is also an important factor for 
New Zealand's success as the proportion 

of Maori and Pasifika pupils leaving 
school without a qualification and 
claiming social benefits is 
disproportionately high. New Zealand 
must find sensible routes to assist these 
stundents to contribute to the new 
economy . 

In summaiy, New Zealand's tertiary 
education system for the next Century 
should comprise a range of types of 
institution allowing full participation by 
all ethnic groups, all ages, part time and 
full time students . To achieve this, the 
institutions must cover the range from 
traditional academic (such as research
based universities), through applied 
research and professionally-based 
institutions (such as those recognised as 
universities of technology in Australia), 
through institutions where more emphasis 
is placed on the scholarship of teaching 
than of discovery (polytechnics) to 
community colleges (developing and 
serving the needs of the community) and 
Wananga (serving the needs and 
aspirations of Maori) . 

National education policies should 
encourage a foundation of basic 
knowledge and skills to be acquired at 
primary and secondary school, a range of 
competencies (life skills) to be absorbed 
during this time, further education and 
training to be gained at tertiary 
institutions, and transferable skills to be 
gained at all stages and in short courses. 
Policies must also recognise that a few 
brilliant scientists may revolutionise a 
nation, but will do so only if that nation is 
prepared for revolution of an educational 
type (Lawson, 1928) , That nation must 
have a large body of people capable of 
applying and adapting their ideas (the 
innovators). Below these must be an even 
larger body of people who can appreciate 
and use the new technologies, and who 
are capable of appreciating the scientific 
method and thinking scientifically 
(Lawson 1928). 

Missing any section of any of the 
spectra means risking losing a section of 
the community - and the requirement for 
a highly-skilled workforce in order to 
achieve global competitiveness means 
that we cannot afford to lose anybody. 
Whatever we call our transformation -
knowledge-based, innovative, creative or 
entrepreneurial, an 'educated society' 
should be the outcome of Government 
policies. 

References 
Burchell, N., Hodges, D., and Rainsbury, 

E. (1999). What competencies does 
the workplace expect from business 
graduates - some perspectives of top 

500 companies in New Zealand. 
Celebrating Diversity: Proceedings of 

the New Zealand Association for 

Co-operative Education, 3-12. 

Frederick, H.H., and Carswell, P.J. 

(200 I). Global Entrepreneurship 

Monitor New Zealand 2001. New 

Zealand Centre for Innovation & 
Entrepreneurship, UNITEC Faculty 

of Business, Auckland, New Zealand. 
ISBN 0-473-08106-7 

Hickman, J. (2000). The "knowledge 

society". New Zealand Science 
Review, 57(3-4), 47-49. 

Hodder, P (200 I). Tertiary education in 

New Zealand. The Winds of Constant 

Change. Herdsa News, 23,3. 

Howe, K. (2000). Making history our 

whipping boy. New Zealand Herald, 
17th November. 

Lawson, R. (1928). New Zealand Journal 
of Science and Technology, 10, 
71-73. 

Motluk, A. ( 1996). If you want to get 

ahead, get a science degree. New 
Scientist, 23rd December: 12-13. 

Oram, R. (200 I). Time to work not party. 
Sunday Star Times, 28th October. 

Rose, C., and Nicholl, M.J. (1997). 
Accelerated learning for the 21 st 

Century - the six step plan to unlock 

your master mind. Delaconte Press, 
New York. 

Science and Innovation Advisory 

Council. (200 I). An innovation 

Framework. Report, August 2001. 

Thompson, S. (2000). Research and 

development in New Zealand: 

how we are placed to become a 
knowledge society. 

www. frst. govt. nz/pub lic/thesource/ 
about9.htm 

Tumey, J. (1995). How to think, not what 

to think. New Scientist, 6th May. 

UNITEC. (2000). Future Work. 

Jacqueline Rowarth is Dean of the 
Graduate School and Director, 
Research; Andrew Codling is Vice 
President, Academic at UNITEC. 

Contact: jrowarth@unitec.ac.nz 
and acodling@unitec.ac.nz 



HERDSANEWS 
December 2001 

Academic Work in the Engaged University: 
What is the Research/Teaching/Community Service 
Nexus and how can it be Encouraged? 

The HERDSA visiting scholar for 
2001, Dr Charles Glassick of the 
Carnegie Foundation, expressed 
ideas that have led to the 
development of a model (Figure 1). 
This model links aspects of 
academic work (research, teaching, 
and community service) in a 
framework of community values. 
Boyer's (1990a) concept of four 
types of academic scholarship, and 
his concept of a university as a 
community with certain values and 
engaged with other communities 
(1990b ), leads to consideration of 
the partnerships which can be built 
between different aspects of 
academic life, between academics 
and their students, and between the 
university community and the 
local, national or international 
community. 

Boyer's four types of scholarship are 
grouped under "research" in the model. 
Although the concept of "scholarship" is 
broader than old-fashioned notions of 
"research", both have aspects in common. 
For example scholarship involves 
substantial contribution to knowledge , 
effective application of methods 
appropriate for the goals, which are set, 
reflective critique, peer review and public 
dissemination of the results (Glassick et 
al, 1997). Within this model, arrows go 
from the forms of scholarship to link to 
other appropriate areas of academic work. 
However these arrows also indicate a 
beneficial flow back from the academic 
practice area to the scholarship of an 
individual or a group. 

A cluster of values encircles the 
model. Glassick et al ( 1997) advocate a 
just campus community (where 
individual rights are honoured), a 
disciplined community (where 
obligations to the group are understood 
and honoured), a celebrative community 
(with rituals for both tradition and 
change), and a caring community (where 
all members participate in service to one 
another, the wider community and to 
society . 

In the university community 
illustrated by the model, there is 
engagement of staff with students in a 
partnership for research and learning, 
engagement in useful, participative, 
ethical research, and engagement in 
developing student capabilities, 
employability and citizenship . 

.. In the university 
community illustrated by 

the model, there is 
engagement of staff with 

students in a partnership 
for research and learning, 

engagement in useful, 
participative, ethical 

research, and engagement 
in developing student 

capabilities, employability 
and citizenship. " 

In order to stimulate the engagement 
of the university community, questions 
may then be posed about each 
engagement or nexus area: 

How does thi s nexus currently 
manifest itself in the work of 
academic staff as individuals or as 
university groups? 

How might it manifest itself in the 
future? 

How can managers and staff 
developers encourage staff to reflect 
and act on this nexus for the benefit 
of themselves and their students? 

How can the university support and 
foster the nexus for the benefit of its 
own and surrotmding communities? 

Why and how might the university 
monitor engagement with other 
communities in the spirit of these 
values, against what criteria of 
success? 

What is being done to share good 
practice in the areas of these nexus? 

By Mary Melrose 

It is hoped that the model has 
potential as a tool to stimulate discussion 
and critical thinking about the values 
enacted on and off campus, roles of the 
University in society, the enactment and 
balance between various forms of 
scholarship in the life of an individual 
staff member (or research student) in a 
university, and the partnerships that 
individuals and organisations build as the 
work of the university progresses . The 
survival of universities as educational 
entities may well depend on rethinking 
their roles in the local, national and 
international communities of which they 
are a part. As an example of how the 
model may be used to stimulate staff 
development, the following section takes 
one nexus - the teaching research nexus -
and explores it further. 

The research-teaching 
nexus 

One of the legal and audited 
requirements of being a university in 
New Zealand is that there is a positive 
relationship, or nexus, between teaching 
and research. This nexus is a necessary 
attribute of any New Zealand 
organisation, which offers degrees. The 
1990 Education Amendment Act requires 
every tertiary provider to demonstrate 
that "research and teaching are closely 
interdependent " and that degrees are 
taught mainly by people engaged in 
research". The New Zealand Universities 
Academic Audit Unit audits the 
research/teaching link. However there is 
research-based evidence showing there is 
not a strong link between teaching and 
research in universities. Hattie and 
Marsh (1996), who carried out a meta
analysis of 58 studies and 8 models, 
estimate the relationship at close to zero. 
Nevertheless governments, tertiary 
leaders, and tertiary staff believe the link 
is demonstrable, that it is important, and 
that it should be fostered. Willis (200 I) 
mentions several studies that attest to the 
value of a link and the perceived diversity 
of the teaching/research nexus. There is a 
continuum from the strong 
"integrationist" view that to be a good 
teacher in a degree context one must be 
an active researcher, through the belief 
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that there are links between teaching and 
research at a department or school level 
but not necessarily at the level of the 
individual academic, to the 
"independence" view that there is no 
causal educational link at all (Brown & 
McCartney, 1998). 

Boyer's four types of scholarship are 
useful when we consider the links 
between research and learning. The 
scholarship of discovery of new 
knowledge about a particular discipline 
area, which can then be discussed by an 
academic with their students, leads to a 
fairly traditional view of the link between 
teaching and research. When scholars 
teach postgraduate or undergraduate 
research students, they are encouraging 
the students into their own exciting 
discoveries as they train them and induct 
them into the research culture of that 
discipline. The scholarship of integration 
occurs when staff and students reach 
across existing subject boundaries to 
investigate questions and problems. The 
scholarship of application occurs when a 
scholar investigates a social, civic, or 
economic problem of the community or 
city or country within which the 
university is situated . The scholarship of 
teaching (which Glassick would now 
prefer called the scholarship of learning) 
is not just concerned with the practice of 
good teaching but also with investigations 
(as examples) into the best methods of 
teaching in particular situations or with 
particular groups of students, into the 
relationship between teaching and 
learning, or into the application of new 
technologies to teaching. 

Reflection on values can clarify our 
thinking about the links between research 
and teaching within the educational 
organisation and between it and a broader 
community. For example in a community 
of purposefulness (with regard to 
developing future researchers), staff 
establish a common ground and are 
intellectually engaged with students . 
Staff include students in the scholarship 
of their discipline and in current staff 
research projects. A purposeful 
community (with regard to developing 
future employees and contributors to a 
knowledge economy) finds useful links to 
local business and community groups for 
students to carry out research during their 
co-operative education modules in 
undergraduate degrees . A caring 
community listens to tangata whenua 
(local Maori community) tell about the 
kind of research for advancement which 
they need carried out, and enters into 
research projects with and for them. As 
Boyer says: 

"What we urgently need today is a 
more inclusive view of what it means to 
be a scholar - a recognition that 
knowledge is acquired through research, 
through synthesis, through practice and 
through teaching" ( 1990a, p24-25) and 
"good teaching means that faculty, as 
scholars, are also learners" (1990a, p24). 

.. What we urgently 
need today is a more 

inclusive view of what it 
means to be a scholar -

a recognition that 
knowledge is acquired 

through research, 
through synthesis, 

through practice and 
through teaching" 
( 1990a, p24-25) and 

"good teaching means 
that faculty, as scholars, 

are also learners" 
( 1990a, p24)." 

When research and teaching are 
integrated together in the life of a 
university the differentiation between 
staff and students who cmry out research 
and teach becomes blurred so that the 
whole group learns together. "Joint 
learning by both student and supervisor 
occurs as they jointly explore some 
unresolved issue and draw on often 
unfamiliar theory to new insights. Both 
experience the joy of new insights as well 
as the frustration of following 
disappointing leads .. .. Much of the work 
of students in class is research for them ... 
They are confronted with issues and 
pushed to find resolutions" (Mahoney, 
I 999, l 21 ) . "Thus, institutions need to 
reward creativity, commitment, 
investigativcness and critical analysis in 
teaching and research, and particularly 
value those attributes when they occur in 
both teaching and research . Only when 
these attributes are recognised is it likely 
that the relationships between teaching 
and research will be increased. We 
advocate that a desirable aim of a 
university would be to devise strategies to 
enhance the relationship between 
teaching and research, and all should be 
pleased when they increase the 
relationship positively beyond zero ." 
(Hattie and Marsh, 1996, 543). 

Staff Development 
Strategies 

Strategies are suggested below for 
staff developers to utilise in order to 
encourage staff to reflect on and improve 
these relationships and partnerships in 
their work. For some strategies, research, 
which relates to that area is briefly 
quoted. These strategies were discussed 
at two conferences in 2001, the New 
Zealand National Staff Development 
Conference held at Auckland Institute of 
Technology and the 200 I HERDS A 
Conference in Newcastle. Staff 
development units often employ some of 
these strategies but the model may assist 
in providing a rationale for them. 

According to Brown and McCartney 
( 1998) scholarship is regarded the bridge 
between research and teaching by Boyer, 
( 1991 ), and deep learning by staff and 
student researchers is regarded as the 
bridge by Brew and Boud ( 1995a and b ). 
If either or both of these bridges are 
considered, then staff developers may 
enhance the teaching/research nexus in 
the following ways: 

1. Promote a deep learning, student 
centred learning focus rather than a 
"teaching as delivery of instructions" 
when helping researchers or subject 
specialists to become teachers. 
'Teaching and research share a "high 
task problem variability and strategic 
uncertainty" across all disciplines and 
teachers should emphasise this to 
their students, (Hattie and Marsh, 
1996, 532). "Increase the skills of 
staff to teach emphasising the 
construction of knowledge by 
students rather than the imparting of 
knowledge by instructors; construct 
assignments and examinations that 
reward deep rather than surface 
learning; ... ensure that the best 
researchers teach across all year 
levels; ... and ensure that students 
experience the process of artistic and 
scientific productivity" (Hattie and 
Marsh, 1996, 534). 

2. When feedback is requested about 
teaching on degree programmes, ask 
the staff member how their research 
has informed their teaching of that 
course or any other part of the 
programme. 

3. Become expert on research into adult/ 
tertiary/higher education teaching and 
learning, and assist staff to do this 
too. Model the links between teaching 
and research. 

4. Invite visiting researchers, whose 
research is of use to the adult teaching 
programmes, to be part of the staff 



development unit for a semester, and 
utilise their research rn your 
programmes 

5. In order to indirectly support 
academic staff, while still keeping 
them involved in teaching, initiate 
programmes to develop tutorial 
assistants, research assistants, 
research project managers and 
research administrators (including 
financial managers of research). 
These staff become an important part 
of research teams and assist in 
building a research culture. They may 
also support student research and help 
to teach students about research. 

6. When staff request assistance in using 
a new technology in teaching their 
programmes, utilise existing research 
about that technology and encourage 
staff to research the differences in the 
new programme, their teaching and 
the students' learning, compared with 
the old. Introduce them to journals 
that publish articles on flexible 
learning and teaching or the use of 
technologies in learning. 

7. Provide staff development sessions 
on the ethics of research and ethical 
aspects of good teaching and point 
out or discuss links between the two 
fields. 

8. Provide and facilitate opportunities 
for staff to spread and share good 
practice of the links between research 
and teaching. For example collect 
examples of courses/ lesson plans 
which utilise up-to date research in an 
area and use these in peer support 
groups or over "staff development 
breakfasts" with a researcher-teacher. 

9. Help staff to provide research courses 
or seminars for students and teach 
about the integration of research 
approaches in interdisciplinary and 
methodologically eclectic ways. 
Teaching analytic theory to students 
and employing multiple-theoretical 
models across multiple disciplines 
assists students to develop a "career 
of scholarship through teaching and 
research" (Mahony, 1999, 116). 

10. Provide programmes for staff as 
supervisors of student research (pre
supervision and during supervision). 
Discuss the links between inducting 
students into a research culture and 
teaching . In sessions on research 
supervision for academic staff, 
include time to discuss how staff can 
include students and other staff in 
their research speciality. 

11. Provide research-team-bui I ding 
developmental opportunities for staff 
and students together 

12. Establish publication syndicates and 
department/school reviewed and 
edited journals which form a 
publication outlet for staff and 
research students together. "It may 
be that the best that can be claimed is 
that those who publish anything are 
better teachers than those who publish 
nothing .... " (Hattie and Marsh, 1996, 
532). 

13. Make suggestions for staff research 
topics that match degree or teaching 
areas and prioritise these for internal 
funding of research or excellence in 
research awards. Provide excellence 
in "teaching and research" awards for 
teams of staff and students rather than 
splitting up these awards 

14. Influence policy development about 
career pathways for staff, advising 
about promotion based on research 
that links to teaching portfolios. For 
example "Reward teachers for 
teaching current" (research- based) " 
material and assessing the reasons 
why material is selected to be taught 
in a course; ensure there are public 
rewards for teaching; and create a 
system of accountability for teaching 
in terms of student learning, 
evaluation and the impact of teaching 
on learning" (Hattie and Marsh, 
1996,543). 

General questions, which could be 
asked by staff developers to stimulate the 
thinking and actions of academic staff as 
they relate to the teaching/research nexus, 
are: 

How do teaching and research link in 
your work with students? 

How do teaching and research link in 
your work with other staff? 

What suggestions have you of ways 
in which staff developers and 
research developers could help you to 
strengthen the link? 

What suggestions have you about 
ways the organisation could support 
these links? 

An overarching strategy is for staff 
developers to liase with student support 
and postgraduate support staff to provide 
an integrated service to research teams 
and research groups which include 
students. 

Other nexi 
Boyer's scholarship of application 

occurs where research is being carried out 
in partnership with business, industry or 
other community groups, or where a real 
life problem or issue is under 
investigation, or where a university 
research team has produced research 
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findings that can be immediately applied 
in the surrounding community. 
Collaborative research between the 
university and the local community 
strengthens the appreciation of town and 
gown for each other's abilities and 
values. Partnerships in research can lead 
to partnerships in building a knowledge 
economy, something that the New 
Zealand government is currently 
promoting. Universities are being 
encouraged to form partnerships with one 
another and with Crown Research 
Institutes to bui Id strong research teams 
in the long term. Research with and for 
Maori and Pacific Island community 
groups is another government priority, 
and some funding for health research will 
be tied to proof that the research provider 
has consulted with Maori in setting the 
focus and direction for research projects. 

The teaching/community service 
nexus and the research/community 
service nexus are both strengthened when 
research students and their supervisors 
work as a team within communities to 
research clusters of related questions 
and problems. An example of the 
teaching/community service nexus is 
provided at Auckland University of 
Technology (AUT) where final year 
students in all undergraduate degrees are 
expected to spend course time on 
"cooperative education", off campus and 
connected to a business/industry/practice 
area related to their specialty discipline. 
Each student undertakes a small research 
project, which is jointly supervised by an 
AUT staff member and by someone in 
the external community. Masters and 
doctoral thesis students in many 
disciplines have a secondary supervisor 
or adviser in the community outside 
AUT. The School of Art and Design at 
AUT has good examples of research 
projects (for staff and research students) 
where the surrounding community of 
artists, musicians, photographers and 
media industry is assisted to examine, 
understand and improve their practice and 
where related industries help the school 
to build archival material for research 
purposes. There is almost a symbiotic 
relationship between artists and artisans 
in the community and University staff. 
Some of the community become mature 
students in the university and some 
become co-supervisors or examiners of 
student research. Staff and students also 
produce commercially valuable artifacts 
as part of their research. AUT surveys 
employer opinions (through advisory 
boards for all programmes and through 
employer satisfaction surveys), and 
graduate opinions, as well as the usual 
current student surveys about 
programmes (including teaching and 
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supervision of research) . Employers in 
the surrounding Auckland community 
have shaped graduate profiles and 
capabilities as well as the content areas of 
degree programmes as they are 
developed, evaluated and improved. No 
new diploma or degree programme at 
AUT is approved without input from the 
Maori community, in the spirit of the 
Treaty ofWaitangi . 
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Recognising Prior Learning: 
investigating the opportunities 

llERD SANEWS 

Decembe , 200 I 

Imagine you are a music teacher 
who wants to acquire a degree. Or 
a nurse aide wanting recognition 
for her years of hard labour when 
she studies to become an enrolled 
nurse. Or a mechanic who, having 
run his own business, starts on a 
commerce course. Or a secretary 
who has computer skills learnt on 
the job. Or a technician who plans 
to get formal qualifications after 
years working in a laboratory. 
What opportunities are there for 
you to get credit for what you 
already know and can do? 

With the expansion of the tertiary 
sector in both Australian and New 
Zealand, there is an increasing variety in 
the range of courses offered and the ages 
and types of students who are seeking 
further education. There is also an 
increase in terminology which may 
obscure what is actually happening. 
While governments call for individuals to 
undertake 'lifelong learning' to contribute 
to 'the knowledge economy' or 'the 
knowledge society', individuals are more 
likely to be motivated by a desire for 
security or a more rewarding career. Can 
Recognition of Prior Learning help them 
achieve their goals? 

Further emphasising the vulnerability 
of employees, changes in the workforce 
which call for workers to be 'flexible'. 
Increasing credentialism affects mature 
workers as well as those seeking their 
first permanent job. While some mature 
students enrol in further education for the 
fun of learning , most implicitly or 
explicitly, hope that their new learning 
will help them in their employment. 
Recognition of Prior Learning (RPL) 
promises that the skills and knowledge 
that they already possess but which have 
been gained informally can be formally 
recognised and credited towards a 
qualification (Knapp & Gardiner, 1981; 
Ekstrom, 1983 ). 

The Promise of 
Recognition 

Jn New Zealand, the impetus came 
from the increased interest in the gaining 
of qualifications, increased linking of 
qualifications and employment, pressure 
on funds for education , and the 
establishment of the New Zealand 

Qualifications Authority (NZQA). Under 
section 253 of the Education Act 1989 
one of the functions of NZQA was "to 
design a flexible system for gaining 
qualifications with recognition of 
competencies already achieved" 
(Fitzsimmons & Frate~, 1996, p. 9). 

When NZQA was established in 1990 
it promised that Recognition of Prior 
Learning would enable those who had 
skills gained informally to gain credit for 
these . This suggested to advocacy groups 
the possibility of empowering workers 
and adult learner s. Trade Union groups, 
including the Federation of Labour were 
enthusiastic. As a member of NACEW 
(the National Advisory Council on the 
Employment of Women) I remember the 
hopes we expressed in our submission 
that women with skills but not credentials 
would receive recognition for these. 
Have these hopes been realised? 

The Current Situation 
Many tertiary institutions , such as 

Waikato Institute of Technology and 
Christchurch Polytechnic Institute of 
Technology, now offer an effective RPL 
service. Universities are less likely to do 
so. New Zealand universities have 
traditionally given credit for courses 
studied at equivalent institutions but these 
cross-crediting arrangements recognise 
formal credit gained elsewhere. 
Universities vary in the extent to which 
they have active policies for recognising 
informal learning. Massey University, 
perhaps influenced by its merger with 
Wellington Polytechnic, provide services 
which enable students to gain credit for 
courses at the Conservatorium or the 
College of Education, for example. 
Otago and AUT also have procedures for 
recognising prior learning but some 
universities offer only a general statement 
about the pos s ibility and have not 
developed procedures. At first sight this 
may suggest New Zealand universities 
are unresponsive to mature students and 
slow to acknowledge the value of their 
life experiences. A study I conducted for 
the Academic Board at the (then) 
Christchurch Polytechnic may help to 
explain why RPL appears to offer more 
than it may actually deliver. 

What RPL offers 
Mature students entering or returning 

to education and training bring with them 

By Alison Kuiper 

life experiences and associated learning 
unknown to younger students. Through 
paid and unpaid work experience they 
have gathered knowledge which may be 
valuable and appear equivalent to the 
learning done in tertiary institutions. The 
basic philosophy behind RPL systems, 
that of recognising the skills and 
knowledge gained from non-formal 
learning, paid and unpaid work 
experience and other life experiences was 
adopted in New Zealand on the 
foundation of overseas practice. The 
process applies mainly to adults as they 
are most likely to have been engaged, 
whether as a result of employment or 
unpaid work, in the kinds of activities 
which result in this learning. It offers 
mature students the prospect of gaining 
recognition of their past learning which is 
particularly attractive where this will 
shorten the process of gaining a 
qualification. For individuals the 
incentives to improve one's position in 
the workplace by gaining credentials are 
clearly present. For institutions the 
incentives are that the process facilitates 
the entry of adult learners into tertiary 
institutions. 

RPL has been seen as promoting 
equity . For some groups, such as 
NACEW in its submission on the 
establishment of the NZQA Framework, 
believing the new system would increase 
equity in educational provision was a 
sufficient reason for supporting it. RPL 
provides a way of recognising learning 
done informally and therefore 
acknowledges the significance of the life 
experiences of those who do not usually 
venture into tertiary institutions. Within 
the policy framework provided by the 
New Zealand Qualifications Authority, 
such recognition should have provided 
easier and more relevant access to further 
education for upskillers and reskillers. 

Difficulties in 
implementing RPL 

Fundamental to the RPL philosophy 
is that credit is gained for the learning 
achieved by an individual, regardless of 
whether it was gained through work, life 
experience or study. 

New Zealand studies which focus on 
RPL experiences at polytechnics (Ker, 
1993; Coleman & Hopkins, 1993; 
McDougall and Gunn, 1992) suggest 
'RPL is complex in practice in spite of 
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the simplicity of the concept ' (Ker, 1993, 
p. 9). This was also the finding of the 
study undertaken at Christchurch 
Polytechnic, (Kuiper, 1994) which found 
that in practice there were hidden 
difficulties in implementing RPL. Within 
the Polytechnic system it was practicable 
only to provide credit for learning which 
could be assessed against the learning 
outcomes of a particular course. 
Unassigned credit did not fit within the 
system. The courses are specific in 
nature and vocationally orientated so that 
even in the degree programmes the 
outcomes are closely related to the 
requirements of the industry . In the 
United States of America credit granted 
for college degrees is unassigned credit 
i.e. not credit checked against the learning 
outcomes of particular courses but that 
granted more generally towards a 
qualification. It is difficult to see how 
this kind of crediting could apply to a 
polytechnic course in New Zealand, 
raising the suspicion that RPL thus 
becomes not the recognition of non
formal learning but rather only 
recognition of formal learning non
formally acquired. 

One of the clear distinctions of 
tertiary education as opposed undertaken 
informally or in the workplace is that the 
theoretical component is essential. In 
other words Polanyi's (1972) distinction 
between tacit and explicit forms of 
knowing is critical. While the recognition 
of prior learning is well motivated it may 
be nai've to expect that institutions will 
willingly recognise learning where the 
theory is not able to be adequately 
articulated. 

14 

Further problems 
Another finding of the Christchurch 

Polytechnic study which is applicable to 
other New Zealand tertiary providers 
suggests that RPL may not offer as much 
to those upskilling or reskilling after a 
period of 'learning on the job' as it 
initially promised . Not only were 
considerable reservations expressed by 
those in the study responsible for 
managing departments, about the lack of 
EFTS resourcing for RPL , they also were 
concerned about the consequences of 
granting credit to a prospective student. 
The biggest problem anticipated by those 
responsible for full-time comses was how 
to cope with the gap in a class, and the 
gap in funding, when a student was 
granted RPL and so not required to take 
part in , nor pay for, part of the 
programme . It is quite easy to see how a 
viable conrse could in this way become 
uneconomic. Because funding is 
provided for New Zealand polytechnics 

and universities on a per capita basis and 
their income derives from such 
e nrolments , there are incentives for 
providers to enrol students for as much of 
a course as possible. Implementing RPL 
can provide major problems or even 
jeopardise otherwise viable courses. 

While some polytechnics and 
universities have implemented RPL 
systems the area is still largely 
undeveloped. There are still barriers to 
the recognition of the learning undertaken 
in employment and the community by 
mature students . While RPL appeared 
attractive as a way of granting 
qualifications without providing the 
education and training, in practi ce unless 
special funding arrangements are made 
such a policy can only be partially 
implemented. 

Given their traditional emphasis on 
theoretical learning, it is to be expe cted 
that universities would be even less ready 
than polytechnics to offer credit for prior 
learning. That some universities have put 
systems into place, even to a limited 
extent is to their credit. Clearly areas like 
music, where theoretical learning has 
been acquired alongside skills but outside 
an institution , lend themselves 
particularly well to the proce ss. 

Skills and Credentials 
In general however, rather than 

offering a real opportunity to those with 
learning gained outside tertiary 
institutions, it appears that the promotion 
of RPL illustrates the confusion between 
gaining skills and credentialism. Instead 
of the skills of an experienced candidate 
being accepted as sufficient there is now 
a demand that these skills be 
credentialised in line with the worker's 
participation in the knowledge society. 
Whereas previously it was sufficient for a 
worker to be able to perform a task, now 
qualifications are required even to get an 
interview . In contemporary ideology 
uncredentialled skills do not exist. 
Workers are not only required to be 
competent with the skills and abilities 
required for their jobs but they are also 
expected to have qualifications and 
credentials which testify to this when 
they take up a position. Increasingly, the 
verification of sk ills is confined to those 
skills acquired in institutions through the 
educa tion system and awarded 
credentials. 

This differs markedly from the 
traditional valuing of abilities transmitted 
by one generation to another through 
example and observation. The skilful 
seamstress or adept carpenter or green
fingered gardener could all earn high 
regard for the quality they demonstrated 

in the performance of their tasks. Such 
recognition applied to both work place or 
home-based skills, although those which 
resulted in monetary benefit to a family 
were always more highly regarded than 

purely domestic skills. Now recognition 
is often linked to a trade or professional 

organisation, through membership of, for 
example, the Master Builders' 
Association, or being registered as a 
plumber or possessing the credentials of a 
financial adviser. 

Factors at Cross Purposes 
In sum, there appear to be factors 

working at cross purposes where RPL is 

concerned. On the one hand NZQA is 

required to encourage RPL as a process. 
On the other its creation of a framework 
for all credentials at tertiary level fosters 
a climate of credentialism which works 
against effective RPL programmes since 
the skills which might be RPLed are not 
modular and learning outcomes focussed. 
While most skills and knowledge which 
has been acquired in the workplace is 

knowledge related to praxis, most 

institutional and credentialled knowledge 
has a strong theoretical component 

making RPL difficult. While the state 

seeks to have mahlfe workers retrain, the 
funding processes it has set in place for 
this financially disadvantage institutions 
which implement RPL processes. While 

mature students would benefit from 
gaining recognition for their skills and 
learning, the involved processes required 

to assess their prior learning against 

specific learning outcomes of specific 

modules on the NZQA Framework make 

this more trouble than it seems worth. 

Recognition of Prior Learning 

appeared to promise much to the student 
with rich life experience. Within the 
current frameworks in which it must 
operate, frameworks of funding and 
credentialism, Recognition of Prior 
Leaming delivers some credit for some 

students but delivers less than it 
promised. 

My thanks to HERDSA colleagues 

for information on the extent of the 

current application ofRPL. 

References 
Coleman, B . & Hopkins , J. (1993). 

Recognition of Prior Learning in the 
Social Servic es: Personal, Political 
and Cultural Issues. NZQA RPL 
Conference, Wellington, NZQA. 

Ekstrom, R . B. ( 1983 ). "Assessing Prior 
Learning Experiences." New 
Directions for Testing and 
Measurement. 17: 69-79. 



Fitzsimons, P. & Frater, P. (1996), "The 
Seamless Education System and 
Private Training Establishments." 
Unpublished Paper. 

Ker, P. ( 1993) . Implementing Procedures 
for the Recognition of Prior 
Learning: Issues arising from a pilot 
programme at Auckland Institute of 
Technology. NZQA RPL Conference, 
Wellington, NZQA. 

Knapp, J. & Gardiner, M. ( 1981 ). 
"Assessment of Prior Leaming: As a 
Model and in Practice." New 

Directions for Experiential Learning 
14:7-31. 

McDougall, J. Gunn, C. (1992) , 
Recognising Prior Learning : 
Guidelines in Policy Development. 
Nelson Polytechnic for NZQA. 

Kuiper, A. (1994). Recognising Prior 
Learning . Christchurch: Christchurch 
Polytechnic. 

Polanyi, M. (1972). Personal Knowledge: 
Towards a Post-critical Philosophy. 
London: Routledg ,e. 

Only Chains to Lose 
In 1991 New Zealand's brand

spanking new National 
Qualifications Framework was 
presented to stakeholders as a 
panacea for all the ills that had 
confounded decades of practice. It 
was to be based on a partnership 
between providers and users, with 
national standards setting bodies 
determining the qualifications 
standards to be achieved, and 
institutions guaranteed in 
legislation the academic freedom to 
teach and assess in the manner 
they consider best promotes 
learning. 

It turned out to be an 'A' for effort, 
but 'D' for results. 

The chains 
The same year, I 991, the government 

passed legislation setting up Industry 
Training Organisations (ITOs) as the 
standards setting bodies for individual 
industry sectors. These bodies were 
given powers that upset the balance 
needed for the Framework's partnership 
model to work. As well as setting the 
standards, the power to purchase training 
off-job was taken by many ITOs as an 
opportunity to impose dumb-arsed 
assessment practices as a condition of 
contract. As a result, assessment in many 
disciplines became atomised and difficult 
to manage, and good learning was 
seriously compromised. 

In the event, ITOs spanked providers 
for non-comp I iance with a theoretical 
assessment demands, and it is arguable 
that the 1991 legislation scissored the 
Qualifications Framework. Our own 
evidence speaks for itself. 

ln 1998 UNITEC offered 41 

certificate and diploma programmes that 

included unit standards . A survey yielded 

a I 00% return from the 20 leaders of 

these programmes. The results were 

reported in Meldrum ( 1999). The key 

findings were: 

Only 11 (55%) agreed that 'with unit 

standards, the collection and 

assessment of evidence 1s 

manageable'. 

9 (45%) said that the main assessment 

focus is always on individual 

performance criteria, and a further 7 

(35%) said this is often the focus. 

16 (80%) agreed with the statement 'I 

believe that indirect evidence is 

acceptable and valid'. However, in 

response to the statement 'In the 

programme we use indirect evidence', 

0 (0%) responded always, 6 (30%) 

often, 8 (40%) sometimes, 2 (10%) 

seldom and 2 (10%) never. 2 (10%) 

did not respond. Worse, only 7 

(35%) agreed with the statement 'The 

standards setting body / moderators 

allow the use of indirect evidence'. 

Only 2 (10%) agreed or strongly 

agreed that 'the standards setting 

body I moderators encourage/s the 

use of inference' and 'allow the use 

of inference'. Only I 0 (50%) agreed 

that 'inference is acceptable and 

valid'. In response to the statement 

'In the programme we use inference', 

0 (0%) replied always, 1 (5%) often, 

5 (25%) sometimes, 7 (35%) seldom, 

and 5 (25%) never. 

Only 9 (45%) agreed that 'external 

moderation requirements have a 

positive influence on assessment'. 
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by Ray Meldrum 

The escape 
While some prisoners dreamed of 

worlds beyond the bars, we planned our 
escape. In 1999 the UNITEC Applied 
Technology Institute (UA TI) began the 
development of its own Diploma in 
Applied Technology with majors in 
automotive engineering, boat-building, 
plumbing, gas-fitting, carpentry, joinery, 
and furniture making. 

This two-year, full-time diploma 
programme was organised into courses of 
holistic learning, with learning outcomes 
broader than those specified in unit 
standards, and with fewer, more 
integrated summative assessment 
activities. Each course was to be 12 
credits, equal to about 120 hours of total 
learning time. 

The approach adopted for the diploma 
is consistent with Gonczi's (1993) 
argument for the need to consider 
competency as 'the complex 
combinations of attributes (knowledge, 
skills and attitudes) which are combined 
by the worker to understand a particular 
situation. This approach brings together 
broad attributes and the tasks that need to 
be performed in the workplace. 
Competence is therefore seen as 
"complex structuring of attributes needed 
for intelligent performance in specific 
situations"'. He goes on to point out that 
the unit standards type of assessment is a 
'task based or behaviourist approach .... 
and ignores the role of professional 
judgement in intelligent performance'. 

In December 2000 the diploma was 
formally approved. 

Teachers as escapees 
The Framework experience 

demonstrated that governments and 
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bureaucracies may change policies and 
systems, but if the people are not taken 
through a thorough and meaningful 
change management process, then plus c;a 
change .... 

In the same vein, we recognised that 
we can write new courses, but if we do 
not identify and nurture a new pedagogy, 
teachers are likely to revert to the 
practices they learned during a decade of 
imprisonment by ITOs armed with unit 
standards. 

Our Dean, Martin Hall, therefore set 
up a working party to consider best 
practice and produce an alternative 
teaching, learning and assessment 
scenario that 'takes into account best 
practice and learning theories, is tailored 
to suit programmes 111 applied 
technology, and 1s feasible and 
manageable'. 

We began by looking at the literature. 
First, came a contextualising examination 
of three theories of learning: response 
strengthening, information processing, 
and knowledge construction (Mayer, 
1996). Complementing this was a 
consideration of Pratt's ( 1998) five 
alternative frames for understanding 
teaching: transmission, apprenticeship, 
developmental, nurturing, social reform. 
Links between learning and assessment 
were then explored through a 
consideration of Ramsden's (l 992) 
account of the differences between deep 
and shallow learning and how this affects 
performance on Biggs and Collis's (1982) 
SOLO (strncture of the observed learning 
outcome) taxonomy. Metacognition and 
social cognitive theory were also 
considered . 

Having explored theoretical 
foundations, the working party then 
looked at specific curriculum models. 
Situated cognition (Brown et al, 1989) 
and the notion of 'rich environments for 
active learning' (Grabinger and Dunlap, 
1995) generated particular interest. This 
led, finally, to a closer consideration of 
the characteristics of problem-based 
learning. 

The group then proceeded to 
negotiate a set of l 5 core beliefs - for 
example, 'students participate in 
generative activities to construct their 
own knowledge - individuals make sense 
by relating new knowledge to what is 
already known', and 'a prima1y focus is 
on the students and developing their 
confidence to learn and do things for 
themselves'. 

After some debate about what to do 
next, we decided that the working party 
would benefit from treating its task in a 
way that reflected the core beliefs. It was 

agreed, therefore, to determine a 
collaborative problem-solving 
methodology before proceeding to design 
the teaching, learning and assessment 
scenario. 

The agreed design process principally 
involved the creation of alternatives by 
individuals and/or subgroups . These 
were presented to the whole project team 
for critique . The whole team selected the 
best solution/s and then proceeded to the 
next stage by repeating the process. For 
almost three months last year, this 
continued over fortnightly breakfast 
meet ings . 

Each diploma course had been given 
a value of 12 credits, representing 120 
hours of learning . To achieve an 
integrated curriculum scenario that gave 
scope for recognising the core beliefs, it 
was agreed to attempt an integrated 
curricu ]um scenario that merged three 
courses into one learning block of 360 
hours. The alternatives that we created 
generated confidence in both the design 
approach and the feasibility and 
manageability of an alternative 
curriculum. There was also excitement 
that the approach had the potential to 
foster deep, integrated and authentic 
learning in marked contrast to the 
shallow, fragmented approach driven by 
unit standards. 

Students as escapees 
Delivery of the diploma began in 

February this year with 21 students 
(median age 19) in the automotive and 
boat-building majors. In the first 
semester the students also took three 
generic courses: Health Safety and 
Professional Ethics, Critical Thinking 
and Problem Solving, and 
Communication and Customer Services. 
The three courses were delivered as a 
block, thereby putting to the test the 15 
core beliefs. I 'taught' the Critical 
Thinking and Problem Solving course. 

On day I, we explained to the 
students that learning in this block would 
be student-centred, integrated, authentic, 
project-based, problem-based and 
collaborative. They were also informed 
that assessment would be based on 
evidence presented in projects set up and 
undertaken by the students themselves. 
They were encouraged to design projects 
that are collaborative and that integrate 
the eleven learning outcomes of the three 
courses. 

The students were then set free to 
organise themselves into groups and start 
thinking about their projects. Right from 
the start, therefore, they have were 
engaging in the core content of the three 
courses: problem solving, communication 

and ethical behaviour. 

Over the coming weeks the students 
formed themselves into three groups: 
Geese in Flight, Acid Boats and 
Composite Marine. Two were organised 
as companies. In one of these, each 
student had an assigned company role 
(eg: General Manager, Foreman). The 
class met every Wednesday. Sometimes 
the whole day was spent with the class 
and the three teachers together, but more 
often there were separate times during the 
day for each teacher to facilitate content 
and advice relevant to their particular 
course as the student learning need arose. 
As well as meeting in their own time, 
there were also class sessions when the 
groups held formal meetings to plan, 
develop and monitor, and to thereby 
demonstrate their critical and lateral 
thinking and oral and written 
communication skills. At these 
meetings, teachers were observers and 
evaluators. Members of other groups also 
observed and provided peer feedback. 

At the end of the semester each group 
presented their evidence. One group 
posted their work on their company's 
website, and they came to their 
presentation with business cards and 
wearing corporate tee-shirts. 

The Future 
It remains to be seen where the 

diploma goes, and how well. The real 
industry response will not be known until 
the end of 2002 when the first cohort of 
graduates tests the labour market. We 
are nonetheless confident we are onto a 
winning new way for trades education. 

In their evaluations of the integrated 
approach to learning in the three generic 
courses, the students commented on how 
demanding it is for 'hands-on students' to 
deal with ideas, and how 'it can get quite 
messy putting three things together'. 
Nonetheless, they liked how 'you have to 
learn to think', 'seeing how different 
things are linked together', 'learning 
about the real world', 'team work and 
help from others', and 'learn(ing) good 
organisation skills'. The students said 
they preferred project work to multiple, 
smaller assessments. 

These students are now m their 
second semester on the diploma, and in 
addition to their trade specific learning 
they are currently taking two new generic 
courses. In the course titled Managing 
Projects, they have been able right from 
the start to articulate theories derived 
from their own shared experiences, and in 
the Self-employment course, most 
students have now formally registered 
their own companies. All this is way 
beyond our original expectations. 



We now have a new intake doing our 
three introductory generic courses. The 
three of us 'teaching' these courses are 
much more relaxed than we were last 
semester. In particular, we are far more 
comfortable about not intervening when 
things go wrong. 

As an Institute, we are delighted that 
many aspects of the students' learning 
matches the characteristics of best 
practice we nervously read about in the 
literature. We are buoyed as we look 
ahead to developing a degree programme. 
We see an exciting opportunity to 
produce a new generation of trade 
environment technologists though a 
programme that integrates technical and 
social knowledge with an approach to 
learning that is truly student-centred, 
integrated, authentic, project-based, 
problem-based and collaborative. 
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Directed Self-Directed Learning??1 

Introduction 
Self-directed learning has become an 

accepted part of adult learning, an 
orthodoxy even. Indeed, many adult 
educators direct learners to be self
directed - whether they want to be or not! 
Embedded in many adult learning 
theories and practices is an assumption 
that adult learners are both willing and 
able to take responsibility for their 
learning - to be involved in planning, 
carrying out and assessing their own 
learning activities in formal as well as 
non-formal contexts. A large body of 
adult learning literature and much adult 
education practice reflects this 
assumption . 

At a time when there is considerable 
pressure on institutional resources, self
directed learning is too often seen as a 
way of reducing the cost of contact time . 
Adult learners pay fees only to be told 
that they are expected to take 
responsibility for their own learning . 
Often they are directed to engage in 
COFO learning (Harris, cited by Hall, 
1996) - to 'clear off and find out' on their 

own. Many adult learners do not expect 
to be treated this way. They expect the 
teacher to guide and support them, to 
answer their questions, to give them 
information, to be 'up the front' helping 
them to make sense of new information. 
As part of a larger project investigating 
self-directed learning (Leach, 2000) I 
talked to 25 people enrolled in a Bachelor 
of Education (Adult Education) 
programme. This article summarises 
some of their views of their experiences 
of self-directed learning in that 
programme. It focuses on two aspects -
the ways they saw themselves as learners 
in formal, educational contexts and their 
views of self-assessment. I argue that we 
need to revisit our assumptions about 
adults as self-directed learners, to review 
om practice (particularly our practice of 
directed self-directed I earning) and to 
cater more appropriately for the diverse 
adult learners in our programmes . 

To Be or Not to Be 
(Self-Directed Learners) 

People experience the world 
differently so it should be no surprise to 

By Linda Leach 

find that the people I talked to 
experienced self-directed learning in a 
number of ways and held different views 
of it. There were those who rejected the 
idea of themselves as self-directed 
learners: 

I'm not the sort of person that likes to be 

a really self-directed learner in a formal 

classroom sort of situation [S1/2: 227-

231]; 

understood their need for direction 
from the teacher: 

I think, as a learner, I like to be controlled 

[NI: 247] 

and their need for information from 
another person: 

I want to change ... and in order to change 

I need some information ... And I know 

that people out there know how to do it 

and I just want to be told ... I want to be 

taught [N2: 504-529]. 

Some argued that it was teachers' 
responsibility to be 'in charge' in the 
classroom and to make the necessary 
decisions about learning and teaching. 
That was their role; it was what they were 

17 



18 

HERDSANEWS 
December 200 I 

paid to do. As learners, some were 
content to fit in and to make the most of 
it. These people seldom, if ever, 
challenged the teacher even when they 
were not satisfied with what was 
happening in the classroom: 

I try to look beyond the immediate and I 

think to myself, "Well, I can actually put up 

with this. I can tolerate the bad parts and 

there are enough redeeming features ... 

So I will live with the course and go 

through it" [F: I 003]. 

On the other hand there were those 
who demanded high levels of autonomy, 
wanting to have as much say in their 
learning as formal institutional systems 
would allow: 

I enjoyed it because I could focus my 

projects around areas that I had specific 

interest in and I could develop it the way I 

wanted to and I didn't have anyone saying, 

"This is the outcome". I really set my own 

outcome ... I could evaluate it, you know, 

what I cook from it, how I interpreted it. 

And I really did enjoy that process [C I: 

1024-1036]. 

There was one person who, if not 
given some opportunities to be self
directed: 

... would actively look for somewhere else 

to, where I would prefer to learn [G: 181-

183]. 

Some people wanted to have the 
choice - to be self-directing or not 
according to the situation: 

... an ideal learning situation is ... one 

that's flexible I think. Where perhaps, as 

an adult learner, I can be self-directing if I 

want to. Or I can just sit there and take it 

in if I want to. Yeah, and be in control that 

way. [C2: 548-559]. 

Yet all of these people learned in self
directed ways outside of formal contexts. 
Each one told stories of their non-formal 
learning that illustrated graphically their 
ability and willingness to take control of 
their learning processes and to constrnct 
their own knowledge , In formal learning 
contexts many left their self-direction at 
the classroom door. Why? 

Adults have spent a number of years 
in school and may have had experiences 
of schooling with their children. They 
come to formal adult education with a set 
of assumptions about learning developed 
from their previous experiences of 
education systems. Usually these 
experiences have been of traditional 
schooling in which the teacher directs the 
learning process from planning through to 
assessment so they have been conditioned 
to expect learning to take place in this 
way. Adults, so conditioned, enrol in 

formal courses and are disoriented, angry 
even, when they encounter the 
expectation that they will be self-directed 
learners . The effect is magnified if they 
encounter COFO learning. 

It is significant that so many of the 
people I spoke to were unwilling to be 
self-directed learners. They were able to 
be self-directed , having shown this in the 
way they went about their non-formal 
learning . They had the personal attributes 
and skills necessary for self-directed 
learning but were unwilling to use them 
in formal contexts . They had been 
conditioned to be teacher-directed. These 
people are teachers . They have the 
qualifications and experience necessary to 
gain entry to a degree programme. They 
are educationally advantaged. Yet many 
resisted being self-directed learners in a 
formal programme. If these advantaged 
adults are reluctant self-directed learners 
how much more difficult must it be for 
others to overcome their conditioning and 
disadvantage, to become willing and able 
to be self-directed learners? Perhaps we 
need to revisit the assumptions we make 
about adults as self-directed learners and 
to review our practice accordingly, taking 
into account the diversity of adults 
engaged in learning, their various needs 
and expectations, their conditioning and 
the contexts of their learning. 

One aspect of our practice of self
directed learning that needs particular 
attention is self-assessment. Assessment, 
it is argued, is part of learning. Self
assessment, therefore, is part of self
directed learning. In the next section I 
explore the views these people had of 
their experiences of self-assessment. 

Self-Assessment in Self
Directed Learning 

Self-assessment is widely advocated 
as an essential part of self-directed 
learning in formal contexts. If teachers 
do not share control of assessment they 
exclude learners from the ultimate power 
in formal education - making judgements 
about learners' work . Some of the people 
I talked to considered self assessment a 
legitimate part of self-directed learning: 

Self-assessment is a sophisticated skill 

which develops along with self

directedness - an essential component of 

the self-direction process LJ4: WR3.2]. 

If you are self-directed in learning you 

cannot help but self-assess the progress 

you are making [SS: WR3.2]. 

Many thought the formal process of 
self-assessment was difficult and time 
consuming, a burden rather than a boon: 

I think those forms that we fill in and the 

gradings, they're dreadful things. No one 

likes doing them because you've worked 

through your assignment, you know you've 

put heart and soul into that and then, 

suddenly, you turn round and [have to fill 

in the form] ... I feel a bit sheepish about 

doing it but I've started doing it [M: 1248-

1274]. 

That is one thing ... I found extremely 

difficult. You know that I could have had 

my work in a week earlier but I was sitting 

there on this self-assessment form [N2 : 

290-296]. 

See, it 's all very well saying this is the 

opportunity to assess oneself. Most 

people go "Urgh" don't they1 Because 

even though they think the idea is really 

good the actual process of doing it is really 

hard [C2: 2037- 2040]. 

Some feared their self-assessments 
would be too harsh and some were 
concerned that they could not be 
sufficiently objective about their own 
work to assess it. Others were reluctant 
to award themselves a high grade in case 
the teacher awarded a lower one: 

Even though I may honestly feel that I have 

earned an 'A' ... the chances are I would 

play safe an choose a 'B' instead ... 

because I would feel happier to be marked 

up to an 'A' by my teacher than be marked 

down to a 'B' [S3: WR3.2]. 

Some thought that comment from an 
external person was necessary: 

... the lecturer is really the guardian of the 

standard ... I think somebody's got to set 

the standard ... for me the level has to be 

an external thing ... somebody who is 

saying that you're doing well ... to read 

the lecturer's [comments] is reinforcing 

[D2 : 581-607; 784-785]. 

Some even saw self-assessment as a 
sham, lacking in sincerity because the 
final decision had to be the teacher's, 
regardless of any efforts made to share 
the power of assessment: 

What would worry me about that would 

be, I doubt the sincerity in the whole thing 

because, I mean, assuming someone is the 

teacher and is going to sign off the results, 

there could only be a semblance of the 

passing of control ... So I feel it wouldn't 

be genuine self-control, genuine self

determination [Kl/ I: 401-423]. 

While they constantly made informal 
judgements about their work, few 
willingly filled in written self
assessments to be submitted with their 
work . 

Others experienced self-assessment 
more positively. Although they may have 
found it disorienting initially, they had 
adjusted and, improving with practice, 



they now welcomed the opportunity to 
self-assess. Some found it really useful 
and willingly filled in self-assessment 
forms: 

It has got easier. At first I don't think I put 

a grade on at all. I just left that blank. I 

filled in the comments section ... I've done 

it for the last couple anyway and I think it 

was because I felt that I've left very few 

stones unturned. Perhaps I thought it 

likely that the convenor would think it was 

an A as well [M: 1400-1418]. 

But I think when it was first put on us ... 

I really objected to it . . . But I'm finding 

now that it's become an easier process 

[K2: 1277-1 303]. 

A few now regarded their self
assessment as more important than any 
judgement made by teachers: 

It doesn't matter what the assessment 

system might be, I'm going to make the 

decision as to whether I've actually really 

learned this or not LJ4: 625-630]. 

Adult learners are very diverse and 
respond differently to self-assessment. 
The same person will respond differently 
in different learning contexts. The key 
issue for me is that we need to recognise 
this diversity in our practice . Our 
challenge is to design an assessment 

process that creates space for learners to 
negotiate assessments appropriate for 
them. We may well promote the virtues 
of self-assessment during these 
negotiations but we cannot prescribe it. 
Self-directed learners must have the 
opportunity to self-assess but cannot be 
required to. 

Saying "No" to Directed 
Self-Directed Learning 

Jf we direct learners to be self
directed (whether foi sound educational 
reasons or unsound economic ones) and 
require them to self-assess they cannot be 
self-directed learners. We deny them the 
right to decide for themselves how they 
want to go about their learning and 
whether or not they want to self-assess. 
Genuine self-direction enables them to 
have a say in their learning - to discuss 
with us and to negotiate the goals, 
processes, content and assessment of their 
learning. Ultimately this creates the 
space for them to ask to be taught, to be 
given the information they want and to 
refuse to self-assess if they choose. We 
need to evaluate our practice to ensure 
that we are not engaged in directed self
directed learning - all the while 
pretending that learners are empowered 

The development of 
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adults who take control of their own 
learning processes and voluntarily engage 
in self-assessment. 
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• a professional learning community 

There is a growing body of 
evidence to suggest that traditional 
models of staff development are 
failing to help academic staff 
integrate ideas into practice and 
that staff development is " done . to 
teachers rather than with them" 
(Fullan & Hargreaves 1991:17). 
The current workshop model of 
professional development using 
expert presenters, may no longer 
be appropriate and need to be 
replaced with a more collaborative 
model, one in which teachers work 
and learn in their own professional 
communities. 

Collaborative models can help build a 
professional learning culture within an 
organisation. Little (1993:98) states that 
this approach relates theory to practice, is 
experiential, grounded in inquiry and "is 

embedded in the life and work of the 
school". Similar trends found in the 
business world are known as 
communities of practice and appear to be 
promoting the same message of sharing 
knowledge and skills through 
collaboration. 

My interest in collaborative models of 
professional development increased after 
reading about an initiative at an American 
institution which showed that in schools 
with a professional learning community, 
innovation flourished and teacher 
isolation was significantly reduced (Olsen 
1999). Professional isolation has long 
been recognised as an occupational 
hazard within education. Increased 
organisational demands, workload, norms 
of privacy, departmental membership, 
timetabling and the physical nature of the 
instih1tion can often be used as an excuse 
for not having time to collaborate. 
Breaking that cycle of professional 

By Sue Anderson 

isolation is a matter of changing attitudes 
and changing the culture. 

It was from my observation of 
professional isolation in the workplace 
and reading about professional learning 
communities that I decided to introduce 
professional practice groups as an 
alternative model of staff development. 
Groups of about seven people come 
together from different parts of the 
organisation about every six weeks in a 
social setting to discuss teaching and 
learning and to value one another as 
colleagues engaging in a common 
enterprise. 

As collaborative cultures do not often 
happen by themselves some contrivance 
was necessary to establish the project and 
may account for the fact that whilst some 
groups were successful, others 
experienced mixed results. Networking 
with colleagues enabled me to establish 
the first group. The other groups evolved 
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over time with informal presentations, 
networking and coaching by members of 
the original group creating the required 
interest, encouragement and momentum. 

This article su'mmarises the 
experiences of a group of staff who have 
participated in professional practice 
groups over the last eighteen months. 
Eight staff were interviewed twice over a 
nine month period to explore whether 
participation in a group fostered a 
collaborative learning culture and reduced 
or minimised feelings of isolation. 

Two of the four groups achieved 
positive outcomes, another was partially 
successful and the remaining group 
strnggled to get off the ground. A wide 
range of factors, which were all essential 
features of professional learning 
communities, contributed to their 
experiences. These included, voluntary 
participation, diversity, commitment, 
shared goals, strong leadership, reflective 
practice, trust and a willingness to learn 
from each other. 

Leadership was a crucial component 
of a successful group. For example, in 
one group, there was reluctance for 
anyone to take charge. A participant who 
was more than capable of leadership 
wanted someone else to bite the bullet 
and be the leader but it didn't happen. 
Although commitment was still high she 
perceived that the lack of leadership 
resulted in the group dissolving. There 
was genuine disappointment when the 
group didn't work out: 

I think that T had really high 
expectations that things were going to be 
terrific. I have been really, really 
disappointed because it hasn't happened. 
Our group has just not formed. It just 
hasn't gone anywhere - it has been a big 
fizzer (P4:28). 

Successful groups had either strong 
individual or shared leadership, which 
provided clear direction and sense of 
purpose. 

There is a sense of people sitting 
around waiting! I initiate meetings and I 
am happy to do that. It's my thing about 
taking charge and not wasting my time ( 
PS:31). 

I'll take the bull by the horns; I'll 
facilitate and try to stop the domination . 
It is hard to visualise it succeeding 
without a clear direction and a facilitator 
(P8:3 l). 

Participants experienced a strong 
social dimension, ·with groups meeting on 
a regular basis at an agreeable venue. 
Meetings were held either in the relaxed 
informal environment of a cafe or 
restamant or at another suitable venue. 

The venue, as wel I as chatty 
conversations and food, was important as 
people had to feel comfortable before 
they felt able to extend beyond that and 
focus on professional dialogue. Although 
there was a social side there was also a 
clear separation of professional and social 
needs. 

"Professional practice" are the two 
words that stick in my mind. Different 
teaching ideas, techniques, reading papers 
and sharing and taking ideas from these. 
You can get feedback from different 
people. Somebody would have 
information because of who they are and 
what are they are working on. I think that 
it's a very valuable group to belong to 
(P3:35). 

The chance to meet with colleagues, 
personal commitment and making time 
for the things that really mattered was a 
challenge but one that was valued. 

I recognised the benefits and the 
chance of meeting with colleagues, peers 
who were grounded, positive people, 
willing to commit to professionalism 
(P 1 :28). 

The mix of staff was considered to be 
a positive feature for most as it promoted 
diversity of opinion . Generally diversity 
was seen to strengthen networks with 
people who would not normally interact 
on a professional basis. 

Participation was voluntary and 
people felt that if membership was 
compulsory, ownership and commitment 
might be compromised. Some found it 
difficult to set aside time for something 
that they did not see it as a priority and 
felt that it was taking them away from 
other more pressing institutional 
demands. It was agreed that an important 
aspect of voluntary membership was that 
if individual learning needs were not 
being met, then there was an opportunity 
to opt out. 

Participation in a professional 
practice group has fostered a 
collaborative learning culture. 

I've learned from people who have 
been around for a while. Have learned 
things from others that I can actually do 
(PS:34). 

Whilst there was no set agenda 
people felt that their learning was 
embedded in practice and focused on 
gaining knowledge and sharing ideas 
about teaching and learning. Professional 
dialogue just seemed to happen and was 
not generally planned. 

I just think that at the moment it feels 
like it has a momentum of its own now. 
Like there is less and less you have to do 

and it just kick starts itself and goes 
(PS:36). 

The sharing of information for some 
groups focused around broad topics. 
Some people thought that although this 
was valuable it was more socially 
supportive than intellectually challenging. 
Other participants were ready for 
something more in-depth and became 
involved in assisting colleagues with 
aspects of their research, debating current 
literature, sharing resources and skills or 
helping with planning. The group that 
had been established the longest regularly 
experienced thorough examination of 
practice and because trust levels were 
high, risks were taken and beliefs and 
values challenged and tested. 

There were so many good ideas 
coming out of that conversation - the 
challenges were there which was realism 
- not just a feel good thing. We are not 
just there to make one another feel good 
but we were able to look at the issue 
realistically - it really tested our values 
(Pl:35). 

The majority of participants had 
experienced varying degrees of 
professional isolation with increased 
workload, working on another site, or 
working in a department where people 
tended not to work collaboratively, being 
identified as contributing factors. There 
was acknowledgment that some people 
did not have opportunities or a reason to 
collaborate with those from another area. 
Working in isolation had prevented them 
from using colleagues as a source of 
information and they valued being able to 
access and subsequently implement new 
ideas, into their workplace. Even the 
participants from the unsuccessful group 
felt that feelings of isolation had been 
reduced, because they had a new group of 
colleagues from whom to access support 
and encouragement. 

People talked about having a sense of 
connection and being part of something 
special. Someone who worked in a 
department where isolation, anxiety and 
uncertainty were the norm made the point 
that no matter how confident people 
appear to be, they are all capable of going 
to that place of doubt. He thought that 
anxiety and uncertainty were unhealthy 
when faced alone and for him the 
professional practice group went some 
way towards reducing his sense of 
isolation. 

There is that sense now of connection 
so you see these people outside the 
context of the group whether it's at 
morning tea or walking across the 
campus you have a sense of connection 
with them - it's a group thing - about 



belonging. It's a great idea. After all we 
spend so much time at work it's a shame 
not to enjoy it. (P5:38). 

Conclusion 
As education al organisations are 

being encouraged to promote and build a 
more professional culture it may be 
timely to give serious consideration to a 
professional development option where 
people can share and construct 
knowledge and learn from each other on a 
regular basis. Although some obstacles 
were encountered in this project, 
generally participation in a group not 
only provided opportunities for staff to 
collaborate and learn but professional 
isolation, which had previously been 
experienced by the majority of 
participants in the study, was also 
reduced or minimised. 

The message is simple; professional 
learning communities are not easy to 
build, sustain or integrate into an 
organisation but it would appear from this 
study that as long as the experience 
provides people with something to learn 
and an opportuni ty to contribute they will 

continued to belong. Although careful 
nurturing is required in the initial stages 

of establishment "the harvest they yield 
makes them well worth the effort" 

(Wenger & Snyder 2000: 140). 
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Teaching- a co-operative venture 

In the past 15 or so years 
competition has been a hallmark of 
the tertiary sector in New Zealand. 
At a time of diminishing resources, 
the need to boost student numbers 
has led to some aggressively 
territorial educational initiatives. 
In contrast, this is an account of a 
front-line co-operative venture 
which has deliberately rejected the 
competitive ethos. Instead it has 
sought to benefit students and 
teaching staff through inter
institutional collaboration. 

The University of Otago has offered 
postgraduate courses in tertiary teaching 
for its staff and other int ere ste d people 
since the mid 1990s. More recently the 
Higher Education Development Cen tre 
(HEDC) at Otago has developed a full 
array of postgraduate qualifications , that 
includ e a Certificate, Diploma, res earch 
bas ed Masters and PhD. In 2002 the 
Ce rtific ate and Diploma will also be 
endorsed in clinical teaching. Like some 
of its Australian counterparts , the 

by Carol Bond and Jane Robertson 

Certificate comprises two courses that 
focus on learning and teaching in higher 
education. The Diploma builds on these 
courses with two more that are concerned 
with qualitative research methods in 
higher education and a small supervised 
research project of the participant's 
choice . Given this description, you might 
say that there is nothing unusual about 
these programmes. 

However, the University Of Otago 
has campuses in Dunedin, Christchurch, 
Wellington and Auckland and the 
qualifications are taught by staff who are 
situated in a very small academic 
development unit based in Dunedin. So 
all courses in the Certificate and Diploma 
programmes are taught interactively on-
1 ine. The course web sites provide a 
home base where students and members 
of the teaching team can engage in 
discussion, exchange ideas, offer each 
other peer support and review and 
generally develop a safe but stimulating 
learning environment. On-line learning is 
supported with hard copy resource 
materials. However , unti I the end of 
1999 face-to-face classes were offered 

only in Dunedin. The face-to-face 
activity seemed insufficient but was 
dictated by the available resources. 

Towards the end of 1999, and 
prompted by a need to look at this 
situation a little differently , HEDC started 
an informal collaboration with the 
University of Canterbury. HEDC offered 
Canterbury's Educational Research and 
Advisory Unit (ERAU) access to its 
resources. In exchange ERAU provided a 
much-needed member of the teaching 
team and face-to-face classes in 
Christchurch to complement those in 
Dunedin. 

Thi's initiative had a number of 
immediate benefits . It offered the tertiary 
teachers enrolled in the courses access to 
a greater range of expertise than would 
otherwise be available. It increased the 
likelihood that participants might share 
the course with a disciplinary colleague 
and at the same time broadened the range 
of disciplines - and therefore of teaching 
and learning perspectives - to which they 
were exposed (Canterbury, for example, 
does not have a medical school). 
Interestingly , it has already led to the 
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development of inter-institutional 
collegial networks amongst course 
participants. In the long term we hope 
this inter-institutional dialogue will 
flourish well beyond the confines of the 
courses . 

Co-ordinating a teaching team across 
two campuses has proved challenging! 
We are committed to the concept of team 
teaching with each member of the team 
being actively involved to a greater or 
lesser extent at all stages and in all 
aspects of the course. This has involved a 
lot of behind-the-scene s planning and 
discussion, agreement and disagreement 
using all the communication technology 
at our disposal. The effectiveness of our 
teaching depends on our ability to 
communicate at a distance not only with 
the course participants but also with each 
other. Even so, face-to-face planning 
meetings remain a vital, if expensive , 
component of our collaboration. 

We are learning gradually to 
accommodate our different teaching 
philosophies and to draw on these to 
model a critical dialogue for and with our 
students. The notion of an on-line 
'community' and the idea of creating a 
'safe' learning environment can result in 
a rather bland consensus. But with course 

participants drawn from every 
conceivable discipline and with a 
teaching team whose disciplinary 
backgrounds and approaches to teaching 
and learning vary considerably, we are 
increasingly seeking to harness those 
different - sometimes conflicting -
perspective s in order to create a 
community that can agree to disagree. 

From a teaching and professional 
development perspective the 
collaboration has been challenging but 
very rewarding. So much so, that we 
plan to formalise the joint arrangement in 
2002. For the first time, the Postgraduate 
Certificate and Diploma will be offered as 
independent qualifications by each 
University. However, the Certificate will 
be co-taught from a single server with a 
teaching team made up of staff from the 
academic development units of the two 
universities . Last month we drew up a 
draft memor andum of understanding 
between the two universities that extends 
far beyond the original programme to the 
potential for sharing a range of resources 
and for extending existing collaborative 
research. 

Carol Bond works in the academic 
development unit at the University 
of Otago. She is co-ordinator of 
Postgraduate Studies in Higher 
Education. Her research, and that 
of her students is concerned with 
students' and university teachers ' 
experiences of teaching. 

Contact: 
ea ro I. b ond @ S TONEBOW. 
OT AGO.AC.NZ 

Jane Robertson works in academic 
staff development at the University 
of Canterbury where she has 
responsibility for the co-ordination 
of the teacher education 
programme. She has a particular 
interest in transitions - from school 
to university student, from 
postgraduate student to university 
lecturer - and in enhancing the 
relation between research and 
teaching in the university. 

Contact: 

j.robertson@erau.canterbury.ac.nz 

Supervision in the Performing Arts at 
Massey university By Donald Maurice 
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In 1999 the Master of Music degre e 
was introduced to the 
Conservatorium of Music of 
Massey University, based in 
Wellington. This degree has a 
number of featur es which 
distinguish it from other Master of 
Music degrees in New Zealand . 
While it was originally conceived as 
a two- ye ar degree with the first 
year consisting of taught pap ers 
and the second year comprising 
one paper titled "Performance and 
Research" , the first year has, in 
essence , since becom e a one-year 
BMusHon s degree and the second 
year a one-year stand-alon e 
Masters degree. It is the second
year "Performance and Research" 
pap er that is the subj ect of this 
discussion. 

Because of the req uirement of 

Massey University that a ll Masters 
degrees should provide a pathway to PhD 
study, the emphasis on research has been 
greater than might be considered 
necessary by some other New Zealand 
universities. Among other expectations, 
the graduat e profile states that graduates 
will be able to: 

Perform music at a "professional" 
standard on their chosen instrument 
or voice in a II roles expected in the 
particular musical discipline 

Plan and can-y out, to internationally 
recognised standards, research or 
scholarship which demonstrates a 
high ord er of skill in analysis, 
synthe sis and critical evaluation. 

Contribute through research to 
advancing the body of musical 
knowledge, both as individuals and in 
collaboration with peers and 
participate as a peer in the wider 
international community of music 
researcher s and educators. 

This emphasis on research capability 
has provided a challenge to what has 
become very much a "professional" 
degree in many other universities. While 
the degree has attracted recent graduates 
from both Massey and other universities, 
there has been a very strong interest from 
well-established professionals who want 
to document particular bodies of 
knowledge, gained through life 
experiences, within the discipline of a 
formal degree. The degree structure 
al lows for the balance between 
performance and dissertation to be 
negotiated, but requires that a minimum 
of 30% be allocated to the dissertation. 
For recent graduates of BMus (Hons) the 
nom1 is to opt for the 70% performance, 
30% dissertation option. Entry to the 
degree requires an audition and the usual 
academic history. 

In the negotiation process, which is 
between the candidate , the supervisor and 
the programme leader, the research topic 
is the central issue . If it is to support a 



70% performance option then the 
requirements are relatively 
straightforward - 140 minutes of assessed 
performance and a 7,000-8,000 word 
dissertation (no1mally the traditional kind 
of historical/analytical back-up to the 
selected repertoire) . A full 100% 
dissertation would be in the order of 
25,000-30,000 words , though there is no 
stated maximum limit. Any ratios in 
between are negotiated on an individual 
basis, using the above as a guide. 

There has been a trend for more 
mature applicants with significant and 
distinguished careers as performers, to 
request a 100% dissert ation option, or 
various other ratios of 50% or more, 
devoted to research. This does not in any 
way reflect a diminishing ability to 
perform, in fact quite the opposite. In 
order to be permitted a higher ratio of 
research, the candidate must demonstrate 
that he or she is already consistently 
achieving a standard of performance that 
would be expected of a final MMus 
recital. Candidates following this route 
are already well-recognised performers 
and teachers . 

This scenario has led to a very 
interesting situation with regard to 
supervision . Invariably the research of all 
candidates has been inextricably 
connected to the performance practice of 
their particular disciplines . The first 
candidate to complet e the 100% 
dissertation option was one of New 
Zealand's leading Jazz guitarists. This 
tome was the result of many years of 
accumulated experience and knowledge 
which has been brought together in a 
dissertation that has already been hailed 
as forming the basis of a required reading 
text for postgraduate Ja zz study. This 

text is closely tied to performance 
practice. Similar projects in other 
musical di sciplines are al so in the 
pipeline. 

There has been ongoing debate 
internationally about the role of 
performance within the realm of research. 
Most of the res earch projects being 
undertaken within the Massey University 
MMus depend on reference to specific 
performances or performance situations 
and it is becoming commonplace to 
include audio or video documentation as 
an integral part of a dissertation , usually 
as added appendices. This should satisfy 
even the most conservative researchers 
that the performances involved are an 
integral part of a research question. 

Supervi sion of dissertations , which 
move freely between performance 
practice and the written word, provides an 
interesting set of challenges. It would be 
fair to say that in many MMus degrees, 
the written documentation (if required) 
tends to support the repertoire being 
presented, by way of historical back-up, 
often with a smattering of analytical 
observation. The research involved is 
often no more than a somewhat 
superficial repackaging of existing 
information gleaned from the literature 
and its presentation and content is often 
viewed as of secondary importance to the 
assessed performances. 

When the emphasis becomes 
research-driven, the selection of 
repertoire becomes a very different kettle 
of fish. It is at this juncture that 
performing artists can develop a 
"question", thus embracing the traditional 
research model. The strength of the 
project then depends upon presenting 
repertoire that emphasizes and elaborates 
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the argument being put forward. It is 
absolutely vital that any performance 
presented to support the project 
demonstrates clearly some aspect of the 
research question. A considerable 
amount of supervisio~ is devoted to the 
inter-relationship between the repertoire 
and its ability to fulfil the role of 
clarifying the research, rather than vice
versa. Of course the supervision will 
invariably focus on the structure and 
word-smithing of the dissertation but one 
cannot over-emphasize the importance of 
the effective use of musical examples, 
both written (in text) and audio (as 
appendices). 

While those who choose the 70% 
performance, 30% research option, will 
normally engage in research that supports 
their chosen repertoire, there is a very 
distinct shift noticeable amongst 
established professionals to choose the 
research 50% plus option and to develop 
a research-driven model. The motivation 
appears to be one of a wish to document 
very valuable knowledge that is only 
gained through life experiences, and the 
wish to make this information available 
to colleagues and future students. No 
doubt there is also a motivation, 
especially amongst those in the academic 
environment, to sharpen their research 
skills and become contributors to a wider 
perspective than performance alone. 

Donald Maurice is Associate 
Professor and Director of 
Postgraduate Music Studies 

at the Conservatorium of Music, 
Massey University- Wellington 

Contact: 

D.G.Maurice@massey.ac.nz 

HERDSA 2003 Conference 
To be held at the University of Canterbury, Christchurch, New Zealand 

July 6-9 2003. 

The working theme at this stage is 

"Learning for an unknown future." 
This phrase has been lifted from a sub-heading in Chapter 2 (p. 25) of John Bowden's and 

Ference Marten's book 'The University of Learning', which is a key theme of the book. 

Co-conveners are Rod McKay and Helen Matthews. 

Website under construction, look after Christmas. 

Meanwhile check www.erau.canterbury.ac.nz 
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I know what spring is like on 
Jupiter and Mars By Mike McAuley 
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I was fortunate to attend the 
CADE (Computers in Art and 
Design Education Conference at 
Glasgow School of Art in April of 
this year. When I expressed an 
interest in attending my HOD said 
that would be fine as Jong as I 
presented a paper. After some 
consideration I decided to base my 
presentation on the issue of coming 
to terms with the traditional versus 
digital debate in Illustration. While 
this was something which I had 
resolved within my own teaching 
Programme at Wellington School 
of Design/Massey University, I was 
unaware that I was to hit a rather 
raw nerve at Glasgow School of 
Art. Indeed, shortly after my visit 
to the conference, I was invited by 
GSA to apply for the vacant 
position of HOD in Visual 
Communications. 

The setting of Glasgow School of Art 
for a conference about the future of 
design education was a fitting one. The 
building itself is a masterpiece of 
visionary and innovative architecture. 
Surrounded by many fine but formulaic 
Victorian buildings based on pillars and 
columns, Charles Rennie Mackintosh's 
art school building stands apart in a class 
of its own. The building is actually a 
living museum with guided tours twice a 
day . Students meanwhile get on with their 
study, just like any other students 
worldwide. But there is something 
different about these students. It is not 
just the knowledge that to get enrolled 
into GSA you must be the best, the very 
best in the UK; it is a confidence which 
comes from knowing that they sh1dy in a 
building which is an acknowledged 
masterpiece . Sh1dents at Glasgow are in a 
sense, 'inspired' by their surroundings. 

The actual conference was a major 
affair with over one hundred and thirty 
presentations spread over three days in 
various locations. The most sought after 
presentation room was the Mackintosh 
lecture theatre and I, by an amazing 
stroke of luck was allocated that room 
for my talk on the final day. I was able to 
attend over twenty presentations and 
would have attended twenty more if I 
could have been in two places at once. 

Now that a few months have passed since 
I attended it is interesting that some 
presentations linger in the memory 
stronger than others . If I was to choose 
one which was outstanding ( modesty 
forbids me to talk about my own) then it 
would be that of Walter Stewart from 
Silicon Graphics in California. His talk 
was awe inspiring, no just by the content, 
but by his method of delivery. He started 
off with the words of a song "Fly me to 
the Moon and let me live among tire 
stars". He used this to explain where we 
are, as regards how we currently deliver 
education . Students must physically 
'attend' college, ie we must be there ifwe 
are to be educated. He said that this will 
soon be seen as an archaic model when 
virtual technology will allow students to 
attend lectures and tutorials through 
digital means and need never leave their 
homes to do so. "Let me see what spring 
is like 011 Jupiter and Mars". Stewart 
used that line to illustrate where we are 
heading . Virtual technology will allow us 
to 'see' . We don't need to be there to 
learn. Distance learning is not a new 
thing, it has, in various forms been with 
us for many years . What is exciting is the 
thought of a technology which will trnly 
break down distance batTiers and become 
as good as the 're al thing'. 

My lecture was based around 
showing how illustration is taught at 
Wellington School of Design. I have been 
coordinating this programme for six years 
since I left my position of editorial 
artist/information journalist at The West 
Australian in Perth. As I had been 
working happily between computers and 
traditional painting, I brought this 
approach into my teaching. The value of 
traditional approaches to drawing is as 
evident now as it has ever been . So 
students are encouraged to do as much 
drawing from life as they can. At the 
introductory level in illustration our 
students are shown conventional 
techniques such as watercolour and dry 
brush. Once the se skills have been 
attained to a competent level it is then 
time to transfer them to the digital 
domain. When one looks at the menu and 
palette of a programme such as 
Photoshop, one soon finds many familiar 
terms: sponge, drybrush, painbrush, 
airbrnsh etc. It makes sense to know what 
these 'virtual' terms refer to in the real 
world . Students are encouraged to attain 

an understanding of various software 

programmes in our digital illustration 

paper. Following that, students are then 

able to take this knowledge as far as they 

want. Very few of our final year students 

work exclusively in the traditional areas 

of drawing and painting. Some work 

entirely on computer. For the majority 

however, a balance between traditional 

and digital approaches is found, a middle · 

ground where both combine. New and 

exciting styles are being developed this 

way. Through the computer and some 

good old fashioned drawing techniques, 

students can develop their own visual 

vocabulary and identity. It is this 

philosophy of working between domains 

that drives our illustration programme. 

As I said earlier, I hi~ a raw nerve at 

Glasgow. They had become too stuck on 

tradition and were finding it hard to come 

to terms with computers in Visual 

Communication. My talk on how we deal 

with that issue in New Zealand interested 

them and they invited me over, all 

expenses paid, to interview. Ultimately, I 

didn't get the job, but I did get to sit on 

one of Mackintosh's original chairs 

(creaky and uncomfortable by the way). 

I am thankful that Walter Stewart's 

vision of a virtual world is still a vision. 

How, otherwise would I have been able 

to experience the 'real' thrill of the 

Mackintosh board room, and the 'real' 

feeling of sweat as it ran down my 

forehead at interview, not to mention the 

'real' game of golf I had at Carnoustie 

before I headed back to Wellington. Then 

again, those missed birdie opportunities 

might have been realised in a virtual 

world. 

Mike McAuley is the Programme 

Leader Illustration at the 

Wellington School of Design, 

Massey University at Wellington 

New Zealand. 

Contact: 

M.P .McAuley@massey.ac.nz 
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Tertiary Education in New Zealand. 
The winds of Constant Change 

The experiment with market
driven philosophy that gripped the 
world in the 1980s was also 
espoused in New Zealand. It 
attempted to create competitive 
markets where there was neither 
the demand nor the population to 
sustain one service let alone 
competition. The experiment failed 
to deliver its promised benefits in 
areas as diverse as public transport 
and health services. 

The education "business" 
Jn education, secondary schools were 

seduced into running themselves as 
businesses, marketing themselves and 
competing for the "best" students, a move 
more recently overturned by the present 
Government's requiring them to 
implement "home zones" . The rapidity 
with which schools were reversed from 
being businesses to being "schools", from 
which "Crown health enterprises" were 
re-designated "hospitals" is a measure of 
the fervour with which the present 
Labour-Alliance Coalition has sought to 
roll back the perceived excesses of the 
market-driven philosophies of 
government that were the hallmark of the 
1990s. 

Tertiary education, however, was 
almost the last sector of state to feel the 
winds of change towards the market
driven approach. From a "capped 
environment" in the 1980s, in which 
tertiary education providers made yearly 
bids for the number of students they 
wished to train to the Ministry of 
Education, the sector became "open" to 
all providers from 1990 . With 
Government paying institutions for all the 
equivalent full-time students ("EFTS") 
the institution enrolled, this stimulated 
growth and potential competition 
between the institutions for students. 

A time of growth 
Partly for the above reason, but also 

because of the continued expectation by 
employers of higher qualifications, 
polytechnics extended their provision of 
courses and programmes to include 
undergraduate degrees, with a few 

institutions later offering postgraduate 
qualifications in selected areas. In 1998, 
19% of students undertaking degrees 
were enrolled in a polytechnic. 

The country's universities also 
expanded their provision, initially 
building on their historic involvement in 
more vocationally oriented areas (like 
commerce, law, engineering and 
medicine) into vocationally oriented areas 
that formerly tended to be the province of 
polytechnics; for example, tourism, 
nursing, and journalism. 

" The report advocates 
decoupling of the 
funding between 

tertiary teaching and 
research and recognises 

that not all degree 
teaching needs to be 
undertaken by people 
engaged in research. " 

The 1990s also saw the progressive 
rise of private training establishments. 
Being "private" they initially charged 
high fees. Once these organisations were 
eligible for state funding on the basis of 
EFTS enrolled, there developed an 
intensely competitive regime between 
private training organisations and the 
polytechnic sector. Indeed, government 
funds formerly available to polytechnics 
have been used to bolster the funds of 
competitive private institutions. There has 
been an increase in government funding 
to private providers of tertiary education 
from $17,00,000 in 1999 to an estimated 
$150,000,000 by 2002. One of the 
consequences of this competition is that 
polytechnics have reduced or 
discontinued much of the trades 
education that was once a mainstay of 
their operations. 

Written over the top of this 
competitive regime has been the 
consistent de-funding of the tertiary 
education sector for over a decade. Every 

By Peter Hodder 

institution has felt the effects of this in 
terms of larger class sizes, increased 
competition for research funds, and - for 
some - the increasing inability to attract 
and retain suitably qualified staff at the 
levels of remuneration that New Zealand 
institutions can offer. 

Private good or public 
benefit? 

Government funding was never 
intended to cover the full costs of tertiary 
education: in the language of the 1980s, 
the then National Government perceived 
tertiary education as more of a "private 
good" than a public benefit. The 
increasing gap between Government 
funding and the actual costs of providing 
tuition was met by increasing the fees 
charged to students. In response, many 
students are now committed to repaying 
their fees - with interest - under a loan 
scheme. 

Despite this, student numbers 
continued to rise through the 1990s, with 
a concerted move to enhance enrolment 
from sectors of the community not 
traditionally participants in tertiary 
education. The expansion of polytechnics 
in the regions, with its attempt to serve a 
huge variety of disparate learning needs 
and expectations in areas with small 
population, may have been well 
motivated socially and education~lly, but 
rapidly became financially unsustainable. 

The Labour Alliance coalition 
Government came to power in 2000, 
inheriting what it perceived was a sector 
in disarray because of competition among 
state-funded providers, and because of 
competition between the state-funded and 
private providers. It expressed concern at 
the level of student fees, and the 
mounting student debt. And for the first 
time, there was recognition that graduates 
would recover their "investment" in their 
education by increasing the fees charged 
for their services, and/or would be 
sufficiently saddled with debt that their 
ability to raise finance for setting up in 
business, establish home ownership (a 
core cultural value in New Zealand) or to 
save for retirement (a perennial political 
issue in New Zealand) would be 
compromised. 

25 



HERDSANEWS 
December 200 J 

TEAC Commission 
The incoming Government 

announced its intention to review the 
tertiary education sector and established a 
Tertiary Education Advisory Commission 
to produce a series of reports that would 
guide its thinking. The first report " 
Shaping a Shared Vision" - of35 pages in 
length - was a re-statement of the 
Government's desire for New Zealanders 
to have access to life-long learning and 
that this represented a challenge in terms 
of "organising, delivering and 
recognising tertiary education and 
learning". Because the report espoused 
values that are generally well accepted in 
New Zealand, the response to it was 
relatively quiet. 

The second report "Shaping the 
System" released in February 2001 
indicated a clear preference for the 
maintenance of differentiation between 
universities, polytechnics ( or institutes of 
technology), and whare wananga (Maori 
schools of learning), but that the activities 
of these institutes would be declared in an 
institutional "profile" to be approved by a 
proposed Tertiary Education 
Commission. The report also gave 
advance warning that profiles would 
enable "steering of funding in a manner 
that reflects both local priorities and 
demands and promotes focus and 
specialisation", a matter that was 
subsequently addressed in the fourth 
report. 
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The overall theme of the second 
report was that the Commission asserted 
that there was excessive duplication and 
competition between education providers 
and that the education sector would 
operate more effectively with a greater 
measure of central control. Neither of 
these assertions has been demonstrated as 
valid either in the report or by subsequent 
commentaries. 

The need for strategy 
The third report "Shaping the 

Strategy" affirmed that the tertiary 
education system should contribute to and 
be measured against national strategic 
goals, viz., innovation, economic 
development, social development, 
environmental sustainability, and 
fulfilling the obligations of the Treaty of 
Waitangi. As with the Commission's first 
report, the principles espoused of 
enhancing both quality and participation 
rates, integrating foundation education 
into the system ( effectively re-creating a 
previous Minister of Education's passion 
for "seamless" education), and seeking to 
develop a research culture that retains top 
students were hardly new or contestable. 

The report reiterated the Commission's 
view of the role of the envisaged Tertiary 
Education Commission in assessing 
institutional profiles and in determining 
by application of a "desirability test" 
whether a provider "provides sufficient 
net benefit". This proposal would confer 
quite far-reaching and potentially 
draconian powers on the Commission. 

While again, there was some sector 
response in the media about the third 
report, it was the fourth report "Shaping 
the funding framework" that was widely 
viewed as being the report that would 
really determine the future of tertiary 
education in New Zealand for the next 
few years. 

Meanwhile other more immediate 
funding issues were at centre stage. 
During 2000, Government had 
encouraged the tertiary institutes to 
accept a freeze on fees for 2001 in return 
for a 2.3% increase in the base operating 
grant for institutions. This was promised 
to be a "one-off' arrangement to attempt 
to reduce the cost of tertiary education 
consistent with its election manifesto. 
Despite having made this promise, the 
Government sought in early 2001 to 
restrain fees for 2002 by a similar 
mechanism, indicating that the ability of 
an institution to access a new research 
fund would be conditional on its 
agreement to freezing fees. The 
universities were particularly loud in their 
public opposition to both the freeze and 
the consequence of non-acceptance. 
However, all institutions ultimately 
agreed to the freeze once a further 
strategic fund of some $34 million had 
been offered to "assist public tertiary 
education institutions in making the 
adjustment to the new funding 
environment being developed by the 
Tertiary Education Funding 
Commission." 

The final report 
The fourth - and final - report of the 

Commission was released this week 
(early November 2001) . The immediate 
response of students' associations has 
been concern over the intention to 
introduce higher merit-based entry into 
under-graduate degrees. These critics 
have not noticed, however, the intention 
to progressively lift the number of 
enrolments in foundation education. If 
honoured, this intention may, in fact, lead 
to a greater number of students being 
academically qualified to enter 
universities and institutes of technology 
than at present. It may, nevertheless, 
provide a challenge to secondary schools 
to better prepare their students for tertiary 

study, and in turn may pose an issue in 
the training of teachers. 

The report advocates decoupling of 
the funding between tertiary teaching and 
research and recognises that not all 
degree teaching needs to be undertaken 
by people engaged in research. It 
recommends that undergraduate degrees 
"be taught by people who have a 
comprehensive and current knowledge of 
their disciplines and the skills to 
communicate this knowledge." The 
universities are likely to protest about 
this, but the undeniable truth is that much 
of the teaching at least first and second 
years of undergraduate degrees are not 
directly informed by current research 
anyway. A consequence of such a change 
may be to free the polytechnics of the 
obligation to pursue research in all areas 
in which they offer applied degrees. 
Conversely, it provides the opportunity 
for a more strategic approach to research 
carried out by tertiary educational 
institutes, whether universities or 
institutes of technology. 

The report advocates that universities 
and institutes of technology should 
develop collaborative rather than 
competitive relationships. While the 
incorporation of Wellington Polytechnic 
into Massey University at Wellington 
could be held to represent a form of 
collaboration, a more useful example is 
the "Tertiary Alliance" between The 
University of Waikato and the small 
regional polytechnics surrounding it. In 
this case, the autonomy of the regional 
polytechnics has been maintained. 

Dire straits 
Many of the smaller polytechnics are 

in dire financial straits. Attempting to be 
"all things to all people" in their 
commumhes has simply been 
unsustainable. Some recognise at least 
privately that the only way to a viable 
future is to form alliances - either at a 
governance or management level - with 
other, larger institutes of technology or 
universities. The fourth TEAC report 
signals the merit of that approach. 

Of the public institutions, colleges of 
education seem to have fared worst under 
the TEAC spotlight. The second report 
recommended that the term "college of 
education" should no longer be protected. 
The fourth report recommends that they 
encourage "appropriate strategic 
relationships with universities". The 
teacher training colleges at Hamilton and 
Palmerston North were incorporated into 
The University of Waikato and Massey 
University respectively some years ago. 
There is continuing dialogue between the 



Wellington College of Education and 
Victoria University of Wellington, and a 
relationship has been mooted between the 
Auckland College of Education and 
Massey University at Albany (Auckland). 
The days of separate colleges of 
education may be numbered. 

The report also sends a clear signal to 
private providers. The burden of proof 
will be on them to demonstrate that they 
are operating in niche markets that 
complement rather than compete with 
public institutions. 

Cost review 
As expected, the fourth report 

advocates a comprehensive review of cost 
and funding categories and promotes the 
concept of a "single funding formula". 
The formula will take account of the cost 
of delivery of the programme and will 
include a measure of the priority of the 
discipline in terms of national goals and 
tertiary education priorities. The devil 

may yet be in the detail of this proposal, 
but a strategic approach to funding and 
the recognition that different subjects 
delivered in different ways incur differing 
costs should be seen as a welcome 
beginning. 

During the course of the TEAC 
process, there were fears of a return to a 
highly centralised, bureaucratic and 
autocratic system for tertiary education in 
New Zealand. While the reports do signal 
greater central influence to favour 
educational outcom()s consistent with 
government's strategic intentions for a 
"knowledge society", they also seem to 
signal the prospect of universities, whare 
wananga and most institutes of 
technology charting their own future and 
retaining a high degree of autonomy. At 
the very least, the activities of the 
Commission have encouraged tertiary 
education providers to reflect on what 
they do, and what they can do best. The 
construction of institutional profiles and 
the revisions of charters that will most 
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certainly be the first stages of 
implementation of the findings of the 
reports under the aegis of the Tertiary 
Education Commission will sharpen this 

reflection. That, at le~st, will be a good 
beginning. 

Dr Peter Hodder is a keen observer 
of the New Zealand education 
scene from an extensive 
background in tertiary education 
in universities and institutes of 
technology. Previously a senior 
lecturer at the University of 
Waikato in Hamilton, he is 
currently Assistant to the Chief 
Executive at Waikato Institute of 
Technology, in Hamilton. He is also 
the editor of the HERDSA Guides. 

Contact:exaph@mail.twp.ac.nz 

I asked the Directors of some academic development units to write reports about their activities for this special 
edition so here are their stories. If I have missed some units my apologies. Please send me a report for inclusion 
in the next edition. 

Editor 

University of Auckland 
The Centre for Professional Development. 

Note. Reynold wrote this report back in 
July so there are references to activities 
for the period July to November. 

Continuous change in CPD over 
the last few years has been due 
mainly to an institutional financial 
turnround strategy, the growing 
impact of ICT and the equity 
policies of the Labour-Alliance 
government. The first factor lead 
to the development of highly 
focussed programme budgeting, 
the second is causing the 

By Reynold Macpherson 

convergence of many academic 
development programmes, and the 
third is triggering short term 
initiatives with disproportionate 
compliance costs. 

About 500 participants per month are 
attending the workshops offered by 
CPD's programmes: Teaching/ Learning 
and Research; Tutors and Demonstrators; 
Evaluation of Teaching, Courses and 
Programmes; Educational Technology; 
Computer Training; Health and Safety; 
Leadership and Management; 
Orientation; Kaitautoko and Tuakana; 

and Personal and PD. These data do not 
include participation in many others 
forms of PD, such as peer observations, 
consultancies, conferences, retreats, etc. 

A new PD (PD) policy for academic 
staff being developed is likely to 
highlight five principles: 

Appropriate PD is to be available for 
all staff. 

Orientation and induction; mentoring; 
teacher training; training for 
academic heads; and development in 
academic leadership, are seen as 
necessary to perform satisfactorily. 
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PD needs should be considered 
whenever new technology, policies or 
procedures are being introduced. 

The expertise of the University's own 
staff should be used, where 
appropriate, and such contributions 
should be recognised. 

Successfu 1 outcomes of PD activities 
are valued by the University in 
making decisions on appointments, 
continuation, and promotion. 

Three general approaches to PD are 
also likely to be acknowledged. Technical 
skill development aims to help academic 
staff to teach or research more 
effectively. Mentoring aims to help 
novices cope and make the transition to 
independent professionalism. Integrated 
PD aims to develop work cultures that 
value . and support the continuous 
improvement of professional practice and 
organisational units. 

A new general staff policy being 
developed is I ikely to stress career and 
PD opportunities to improve skills and 
knowledge, improve the quality of their 
workplace performance and enhance job 
satisfaction, in support of the University's 
stated mission and goals. 

It is also likely to note that while a 
career traditionally assumed a linear path, 
career development has become a life
long route of varied and multiple 
positions. The new style of career path 
will probably require staff to be adaptable 
and flexible, and to engage in continuous 
learning, upgrading their skills, and 
taking on new tasks. 

An expansion of technical training 
using the internet or CD-ROMS is also 
being considered. It is accepted that 
presenter-led or self-paced learning with 
tutors will, however, continue to be 
preferred by most staff since they enable 
coaching, situational teaching, needs 
based learning, social interaction and 
privacy as learners achieve competency. 

There is also strong interest an 'IT 
Drivers License' for staff. This would 
allow some tutor assistance to be offered 
where necessary, and for CPD to 
overview the whole training record of an 
individual, identifying and 

recommending further appropriate 
computer training. The matter is being 
discussed by an Information Literacy 
Working Party. 

The analysis and design 
specifications of the new evaluation 
information system were completed on 
schedule by the end of June. Interface and 
database implementation is scheduled for 
completion by the end of July, and 
functional and web capacity 
implementation by the end of August. 
The completion of testing, feedback 
modification and refinement are 
scheduled for the end of September. 
Project management is integrating the 
conversion of current services, and in 
addition, processing the exit student 
survey being developed by the Planning 
and Quality Office, CPD's 3600 
leadership evaluations, and programme 
evaluations. 

A Working Party of the Teaching and 
Learning Quality Committee involving 
CPD is assembling a new policy intended 
to guide the planning of evaluation in 
Departments and Faculties. It will suggest 
methods, processes and cycles of 
evidence-based improvement, protect 
interests by integrating the Protocols, and 
suggest appropriate public domain data. 
CPD has also been asked to provide a 
briefing paper on tertiary teacher training 
provisions and qualifications in 
Australasia with a view to introducing a 
postgraduate certificate. 

Planning is well advanced for the 
General Staff Conference, to be held 24th 
and 25th October. The theme is "Know 
No Limits". Flexible registration options 
will be available to allow as many staff as 
possible to attend workshops, seminars 
and keynote addresses. 

A number of Departments have 
booked CPD personnel to help plan and 
facilitate their annual planning retreats. 
While always customised, a common 
pattern is of more systematic strategic 
management emerging that: 

1. Reconstructs a mission statement by 
revisioning purpose, philosophy and 
general aims. 

2. Evaluates the Department's history, 
culture, and structures to develop 

fresh understandings of its potential 
capacities. 

3. Evaluates the external environment to 
develop fresh understandings of the 
changing context, drivers for change, 
and competition. 

4. Compares the results of internal and 
external evaluations to revise 
strategic opportunities. 

5. Identifies the strategic opportunities 
that are most consistent with the 
mission. 

6. Selects long-term goals consistent 
with these strategic opportunities. 

7. Revitalises programmes with annual 
objectives to refocus activity on the 
achievement of long-term goals. 

8. Allocates resources to teaching and 
research programmes and supports 
them with structures, technology and 
incentives. 

9. Evaluates programme outcomes 
annually and uses them as input in the 
next strategic planning cycle. 

Recent academic and administrative 
leadership workshops have focussed on 
the legal context of leadership, a general 
staff managers forum, marketing and 
recruiting students, organising and 
running a department, and EEO planning 
issues. They were all well attended and 
highly valued. 

Other academic leadership workshops 
planned for Semester 2 will address 
academic leadership, research leadership, 
leadership of teaching and learning. 
Administrative leadership workshops will 
focus on retaining and supporting 
students, and making fair, smart and 
transparent decisions. Innovations 
workshops are also planned to launch a 
new work and family policy, encourage 
healthy and safe environments, throw a 
birthday party for the ERA, extend 3600 
leadership evaluation, and help prepare 
leaders for APR and GSDR interviews. 

Reynold MacPherson is a 
Professor and Director of the CPD. 

Contact:r.macpherson@auckland. 
ac.nz 
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Educational Research and Advisory Unit 

The Educational Research and 
Advisory Unit (ERAU) dates from 
1969, making it the first established 
academic development unit in New 
Zealand. ERAU's founding 
function was reporting on 
academic processes and outcomes 
and this concern with institutional 
research to underpin academic 
decisions continues as a core 
function today, along with a 
professional development 
programme, involvement with 
academic policy and planning, and 
teaching advisory services. The 
University's survey system for 
student feedback on courses and 
teaching is operated by ERAU. 
Student support and study 
development programmes, audio
visual and IT services reside 
elsewhere, and Human Resources 
undertakes 'organisational 
development' (including general 

staff development). ERAU is 
academically independent and 
reports to the Pro-Vice-Chancellor 
(Academic). We have six 
professional staff, including four 
on academic contracts, supported 
by office and casual staff. 

Academic development units are at 
the forefront of academic policy 
formation and consequently are subject to 
buffeting by changes in the institutional 
environment . In our case a cyclical 
process of questioning, review and 
response has focussed our attention on 
the enhancement of teaching and learning 
and away from broader aspects of 
university operations . This shift has been 
encouraged over the last three years by a 
new university administration that is 
overtly supportive of teaching. 

Current issues looming large for us 
are embedding academic quality 
assurance , developing new 'flexible' 
curriculums to respond to student needs 
and take advantage of new technologies, 
and advancing academic professionalism 

Massey University 

in an increasingly differentiated and 
prescribed academic environment. 
Operationally, we are seeking a targeted 
project-based approach to our work as 
opposed to an individualistic approach 
that may have been effective in earlier, 
more pastoral times . 

As an academic development unit we 
relish the spotlight that is now beginning 
to illuminate teaching and learning in our 
University. While we are aware that 
greater scrutiny follows a higher profile 
we see opportunities emerging for us to 
contribute to the development of 
scholarly and professional teaching. 

For further details and contact 
information, our web page is 
www.erau.canterbury.ac.nz. 

Rod McKay is Director of the 
ERAU 
Contact: 
r.mckay@erau.canterbury.ac.nz 

The Training and Development Unit in 2001. 

The Training and Development 
Unit at Massey has undergone a 
number of significant changes over 
the past year. Following the Unit's 
move into a newly refurbished 
training complex towards the end 
of 2000, we have enjoyed the 
luxury of having our on training 
spaces and have focused a lot of 
effort on promoting the venue as 
The Centre for Professional 
Development within the University. 
We are delighted to have our own 
training rooms and associated 
facilities after 6 years of a 

peripatetic existence. A significant 
advantage went with the relocation 
and that was that most sought after 
University resource, car parking 
(for our clients). Having our own 
buildings has enabled the Unit to 
greatly expand the range of 
services it is able to provide the 
University community and has 
enhanced the impact of the Unit 
and its operations. 

A second major change for the TDU 
this year was the merger of the 
University's Instructional Design team, 
formerly part of the Centre for University 
Extramural Studies (CUES), with the 

By Gordon Suddaby. 
Training and Development Unit. The 
merger was a logical outcome of the 
reorganization of a number of the 
University's key service sections over the 
past year or two . As part of the 
reorganization, the role of the ID team 
was expanded giving it a much greater 
training and development role, especially 
with regard to Online and Flexible 
Leaming and Teaching . Merging it with 
the TDU has strengthened both units and 
with a total of 8 teaching consultants now 
in the team we have increased our critical 
mass of skills and expertise, especially 
with respect to providing support for the 
University's Flexible Learning and 
Teaching Strategy. 
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The whole area of Flexible and 
Online Learning and Teaching has been a 
major focus for the TDU this year. The 
appointment of Dr Ed Errington as a 
Consultant with responsibility for 
Flexible Learning and Teaching followed 
by the merger of the Instrnctional Design 
Team has enabled the TDU to focus more 
strongly on supporting online and flexible 
learning and teaching. There have been 
two major programme strands to this 
support. 

30 

The Certificate of Flexible Learning 
and Teaching consisting of a series of 
nine 3-hour modules requiring 
participation in six to qualify for the 
certificate. This year TDU delivered 
24 modules in the FLT programme. 
These were attended by about 200 
participants with more than 30 
cer~ificates being presented by the 
Vice-Chancellor at functions on all 
three of Massey's campuses. 

The second strand is the training 
programme for Web-CT which is 
Massey's Online Delivery platform. 
An introduction to Web-CT is 
included as a flexible learning and 
teaching module, but a series of 
workshops with a "hands-on" focus 
has been a major commitment for the 
consultants directly involved in 
supporting online delivery. So far 
this year the consultants have 
delivered forty-four of the I-hour 
modules on a scheduled basis and 
these have been attended by more 
than 250 participant. In addition, 
fourteen departments have requested 
training in the use and application of 
web-CT and this has involved a 
further seventy-five hours of 
workshops with more than six
hundred participants involved. 

Following the success of the 
inaugural Vice-Chancellor's Symposium 
last year, the TDU organized and ran the 
second VC Symposium in early 
November. The theme for this 
symposium was Online Learning: 
Meeting the Challenge. The Symposium 
was presented on all three of Massey's 

Campuses and attended by over 250 
Massey staff members. A key component 
of the symposia were a series of 
workshops presented by Massey staff 
members on the delivery of online 
learning. In keeping with the theme, all 
information about the symposia, 
including publicity, programme details, 
and the registration processes were 
available and carried out online. The 
outcomes of the symposia including the 
keynote address by Professor James 
Taylor from USQ, the university strategy, 
and the presentations by the 20 or so 
Massey staff who conducted the 
workshops will also be made available 
online through the Symposium Website: 
http://vcsymposium.massey.ac.nz 

NB: Papers from the 2000 VC 
Symposium which was on the theme of 
the Research-Teaching Nexus have just 
been made available as an Occasional 
Paper and are available online on 
Massey's Quality website at: 
http://quality.massey.ac.nz 
Massey University underwent its cycle 2 
Academic Audit in March. From the 
perspective of the TDU, the Audit was 
most successful. In particular, the audit 
report recognized the success and impact 
of the TDU programme: "Certificate in 
Research Management Skills". This is a 
new initiative which has been very 
successful, with 520 Massey academic 
staff members having attended one or 
more of the ten modules offered and more 
than forty staff having been awarded the 
certificate after having completed the 5 
modules required. 

The TDU continues to be involved in 
teaching on the Postgraduate Certificate 
in Tertiary Teaching. This programme is 
in the process of being staircased into 
both Diploma and Masters programmes 
being delivered through Massey's 
College of Education. A unique feature 
of the PGCertTT is the fact that it builds 
on Massey's experience as a distance 
education provider and is being offered as 
a distance (extramural) programme. 
The TDU has maintained the focus it bas 
had on management and leadership 

development over the past few years. 
There are two strands to this programme. 

Introduction to 
Management 

This programme is for both general 
and academic managers and those in 
a supervisory role who are new to 
management or who have not had any 
management training. It consists of a 
series on 6 modules run over a six 
week period and continues to be fully 
subscribed. This year more than 50 
managers completed the programme 
bringing the total numbers who have 
completed the certificate in its 5 year 
existence to 275. 

Vice-Chancellor's 
Leadership Programme 

The second major stream is the Vice
Chancellor's Leadership Programme. 
This consists of a series of modules for 
Heads of both Academic and General 
Departments within the university. As 
well as series of modular offerings, it 
includes a 3-day Leadership Retreat. 
This has been a particularly successful 
event over the two-years of its occurrence 
and although the tragic events of 
September 11 meant that it had to be 
postponed this year because of the 
disruption to the travel arrangements of 
the facilitators, it will be held in January. 
A number of major initiatives are 
currently in progress for 2002. Included 
among these is the intention to run an 
internal General Staff Conference during 
Semester I, which will be a part of a 
stronger emphasis on staff development 
for general staff, the development of a 
greater online component to the modules, 
which we offer for all our programmes, a 
stronger focus on supporting Online 
Learning, a major initiative focused on 
issues related to the Treaty of Waitangi, 
and a further VC Symposium. 

Gordon Suddaby is Director of the 
TDU. 

Contact: 
g.t.suddaby@massey.ac.nz 
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The Higher Education Development Centre 

The Higher Education 
Development Centre (HEDC) is an 
academic department within the 
"Academic Division" of the 
University. The Division is headed 
by the Deputy-Vice Chancellor 
(Academic), Dr Phil Meade, and 
includes Academic Services and 
Student Administration 

HEDC has many functions but 
academic staff development is our 
primary responsibility. As well as 
providing a programme of workshops and 
consultancy services, we offer 
postgraduate qualifications in Tertiary 
Teaching including a Certificate, a 
Diploma, a research based Masters degree 
and a PhD. The Certificate and Diploma 
are available face-to-face and/or online. 
Elsewhere in this issue there is an account 
of the very successful co-operation 
between the Universities of Otago and of 
Canterbury (through ERAU) to provide 
the Certificate and Diploma. In all our 
work with academic staff we give special 
attention to the needs of new staff 
through the programmes we offer and the 
research interests of at least three staff. 

HEDC has had difficulty providing a 
full range of support for academic staff 
on the University's Northern campuses, 
especially the Christchurch and 
Wellington Schools of Medicine. 
However, we now collaborate with the 
Faculty of Medicine through the 
Intercampus Network for Educational 
Development (INED) for which the 
Faculty provides a Medical Education 
Adviser in each School and HEDC 
provides the coordination of the 
educational activities of the Network. 
The alliance is proving very successful 
for all parties. 

HEDC has had a Senior Lecturer in 
Flexible Leaming since 1996. He works 
with staff at all levels, often through the 
Assistant Vice-Chancellors, to enhance 
teaching and learning through flexible 
delivery. Not surprisingly, much of this 
work now involves facilitating the best 
use of online learning. 

HEDC is an academic department and 
all the academic staff are active 
researchers. Our many interests include: 
the development of teachers' beliefs, their 
role in teaching and their relation to 
students' experiences of learning; 

problem based learning; new staff 
induction; teachers' and students' 
conceptions of critical thinking and their 
implications for student learning; open, 
distance and flexible learning; and the 
educational and social background of 
medical students . 

The Educational Media (EM) section 
of HEDC is staffed by six full-time 
experts. Much of their work in support of 
teaching and learning is organised 
through a system of grants for 
"Innovation in Teaching" which are 
sponsored by the Committee for 
Advancement of Learning and Teaching 
(CALT). The Committee has a modest 
fund for making cash grants for new 
developments and also allocates time and 
access to the Educational Media team in 
HEDC. A very simple application 
process has been designed to encourage 
busy but innovative teachers to seek our 
assistance with their projects. The EM 
Unit focuses on new developments in the 
effective application of educational 
technology and teaching and learning 
rather than routine services. EM provides 
expertise in online leaning, multimedia, 
computer assisted learning and all aspects 
of audio-visual production. The AV 
section collaborates with the Dunedin 
College of Education: they share our 
equipment and we share their studio. EM 
is very involved with the development of 
Blackboard as a common platform for 
web-based teaching for the entire 
University and we work closely with staff 
of the Information Services Division in 
this highly successful new learning 
facility. 

The role of our Senior Lecturer in 
Student Leaming Assistance is to foster 
learning assistance across the University 
and she is also Academic Director of the 
Student Learning Centre (SLC). The 
SLC was established early in 1999 and 
has developed rapidly. Over 2400 
students attended the Centre this year for 
workshops and consultations and nearly 
60 participated in a pilot student 
mentoring programme. The SLC was 
housed, until recently, in a building 
towards the edge of the campus but has 
now moved into offices near the main 
entrance of the University's splendid new 
"Information Services Building." We 
expect the SLC to be even busier next 
year. 

Chris Heath 
HEDC provides a University-wide 

service for the production and processing 
of student questionnaires for the 
evaluation of teaching. The task is a 
major one because, as a matter of policy, 
the University requires that all teaching 
staff evaluate their teaching performance 
for promotion and appraisal purposes 
using a standard questionnaire provided 
by the HEDC. Our involvement in this 
work, while an important opportunity to 
assist staff in the development of their 
teaching, brings HEDC into some 
controversial situations such as our recent 
involvement m developing and 
implementing new methods for 
evaluating teaching performance. We 
also provide questionnaires for the 
evaluation of courses which are entirely 
customised to the needs of the teaching 
staff. 

As Director, I work closely with the 
DVC(A) to provide a Leadership 
Development Programme (LDP). Ten 
two-day modules have been provided in 
the three years up to 200 I for current and 
future leaders of the University. 
Following an external review of the 
programme we are trying a new approach 
this year by providing a workshop for 
very experienced leaders. At the end of 
November, twenty-five of the most senior 
staff, in the University will spend two 
days off-campus discussing specific 
issues for the University's strategic 
direction and how they impact on their 
own leadership roles. 

HEDC currently has 20 full-time staff 
including 7 academic staff ( one position 
is vacant), I O general staff and three 
research staff. Because the Director of 
HEDC reports to the DVC(A), as do the 
Assistant Vice-Chancellors who head 
each of the four teaching divisions, 
HEDC is well placed in terms of 
opportunities for involvement in all the 
University's significant academic 
activities. We are very well housed, at 
last, and situated in a prime site at the 
centre of the campus. After a period of 
very rapid expansion we are enjoying a 
time of consolidation as we work to make 
best use of our present opportunities. 

Chris Heath is Director of the 
HEDC. 
Contact: 
chris.heath@stonebow.otago.ac.nz 
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2001 has certainly not been a dull 
year. It has brought a number of 
challenges together with quite a 
few highpoints. This report picks 
out and elaborates on some of the 
latter. Most significant of these has 
been our pleasure in welcoming 
two new staff members. Dr 
Rosanette du Toit joined the staff 
in February. Her wide experience 
as an academic developer in South 
Africa has proved invaluable. Our 
number of educational technology 
specialists doubled with the arrival 
of Geoff Mitchell as senior lecturer 
educational technology in July. 

Other highlights include the 
expansion of the Tutor training 
programme to include a Certificate of 
Attendance. Ongoing research and plans 
to work more closely with course co
ordinators support this. We have 
conducted comprehensive surveys of 
tutors and other part-time teaching staff 
in 2000 and 2001, and a report on the 
findings is due by the end of the year. 
Initial findings indicate a growing 
number of undergraduate students being 
employed in tutoring roles (some third 
year students aged 20 or under are even 
tutoring second year papers) which may 
have interesting implications for 
academic development. Further, there is 
clear evidence of significant disparity in 
pay and employment conditions across 

the university, which the UTDC, the 
union, HR, and the university 
management are all attempting to address 
in various ways. 

We are also just completing a study 
designed to explore aspects of feedback 
students receive on their work . This has 
included interviews with staff (identified 
by students as giving effective feedback), 
student focus groups and questionnaires. 
Preliminary results suggest some 
interesting qisciplinary differences in 
terms of the kind of feedback students 
find helpful. For example, language 
students clearly distinguished between 
feedback that provides them with grade 
related information and feedback that was 
integrally related to their progress in the 
language . It was the latter that was 
generally most highly prized. Despite the 
disciplinary differences almost all the 10 
staff described an approach which 
integrated their teaching, assessment and 
feedback. A number also used 
assessment which built on previous work 
thereby providing students with an 
opportunity to use feedback. 

Follow-up from the recent Academic 
Audit report has given impetus to at least 
two projects . The first involved a review 
of group work and peer assessment. This 
has led to the revision of previous 
assessment policy to encourage group 
work within a clear ? including an 
academic development programme and 
supporting resources. The second project 
bas resulted from an audit 

University ofWaikato 

By Deborah Willis 
recommendation that all new 
postgraduate supervisors receive training. 
The University has recently approved this 
change. To support this, the first of a 
series of UTDC workshops will be held 
for new and experienced supervisors in 
November. Margot Pearson from ANU is 
facilitating these. 

2001 has seen a substantial increase 
in the use of the www to support 
teaching. In part to respond to the 
demand, the UTDC educational 
technology staff are supporting a 
Blackboard pilot study which will 
(hopefully) herald a university 
commitment to support this platform. Our 
role is to ensure that staff consider the 
pedagogical implications of their decision 
and to provide training on the options 
contained within Blackboard. As well, we 
are exploring ways of evaluating papers 
which do not involve face to face contact 
using online student evaluation forms . 

Finally, the Director, Associate 
Professor Deborah Willis, has been 
seconded to the role of Assistant Vice 
Chancellor (Academic) for two years, so 
change is once again afoot in terms of 
staffing at the UTDC . Watch our website: 
http://www.vuw .ac.nz/utdc for new 
additions to our team! We look forward 
to seeing many of you in Perth at 
HERDSA next year. 

Contact: deborah.willis@vuw.ac.nz 

The Teaching and Learning Development Unit 
A brief history - and a look ahead into uncertain future 

The Teaching and Learning 
Development Unit was formed in 
1991 when the decision was made 
to merge the existing Teaching 
Development Unit and the Study 
Skills Service. The merger was 
based primarily on educational 
grounds: recognition that there is 
an inextricable link between 

learning and teaching; a shared 
body of scholarship informs 
teacher and learner development 
and the insights and information 
gained when working with students 
informs work with teachers - and 
vice versa. Other grounds included 
stronger profession al leadership 
and administrative efficiency. 

By Neil Haigh 
In 1995, TLDU staff who worked in 

the main with students and who were then 
on the tutor academic scale were given 
the option of applying to become 
mainstream academics. The case made 
for this move was the view that such staff 
were already fulfilling the criteria for 
appointment to such positions, the nature 
of their work cou Id not be clearly 
differentiated from that of academics in 



lecturer positions and this 
acknowledgment would remove any 
misperceptions of the competence of all 
TLDU staff to work with their academic 
colleagues. Research/scholarship informs 
their work and they actively contribute to 
that scholarship. The validity of the case 
was recognised through the designation 
of staff as Lecturers in Tertiaty Teaching 
and Learning. While individual staff in 
the main work with either students or 
staff, all work on occasions with both and 
there is a closely integrated pattern of 
work. 

Originally the unit was a stand-alone 
entity that was not subsumed within 
either a School or a Division. Currently 
the unit is located, for administrative 
purposes in the Vice Chancellor's Office 
and the Director reports to the Pro Vice 
Chancellor - Staffing. This location has, 
we believe, helped ensure that the unit 
has continued to be perceived as having a 
purely developmental role - rather than a 
judgemental one. Staff are not seen as 
vulnerable to pressure to disclose 
information about either students or staff 
in relation to performance concerns. In 
addition, the unit has not been subject to 

'capture' by any one area of the 
university with respect to policy that 
informs its work and the services that it 
delivers. Similarly, staff are perceived as 
being appreciative of discipline 
differences in approaches to learning and 
teaching. 

We have regarded these 
circumstances as ideal for the work that 
we do and have been strong advocates for 
the model within other tertiary institution, 
as well as our own. Holding on to the 
model, has called for such advocacy. On 
at least two previous occasions we have 
contested proposals that would have seen 
it overturned . That advocacy continues as 
we are now subject to major review as 
part of a wider review within the 
university of learning and teaching 
development policies, provisions and 
practices. The review has been underway 
for much of the year - and the outcomes 
are unpredictable. Certainly, there have 
been submissions that propose a 
disaggregation of the learning and 
teaching development services and we 
have to allow for the possibility that this 
view will prevail. Disaggregation is not 
the only issue and concern. There is also 
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considerable anxiety about where the 
different elem_ents of the unit might be 
located in the future if this was to occur. 

In the meantime, we hope that our 
view that it will be a detrimental move to 
disassociate learning and teaching 
development will be acknowledged. We 
have traced attempts to do this in other 
institutions and the evidence seems clear 
that regardless of structures and locations, 
those who deliver these services will 
almost inevitably breach boundaries on 
their work that they consider unduly 
confining. Learning developers do 
teaching development. Teaching 
developers do learning development. 

I note that the Maori language title for 
the Teaching and Leaming Development 
Unit is Te W _ hanga Whakapakari Ako 

The word ako means both to learn 
and to teach. 

This says it all! 

Neil Haigh is the Director of the 
Teaching and Learning 
Development Unit. 

Contact: nhaigh@waikato.ac.nz 

Research in Higher Education 
Unfortunately we do not have any reports from New Zealand institutions to include in this regular feature so I 
hope our New Zealand readers will not mind reading this very interesting report from Janet Jones of Sydney 
University, which had to be held over from July 2001. 

A diagnostic assessment of the academic writing of 
first year students: the valiue of collaborative research 

The concept of a set of generic 
skills, qualities and attributes that 
support lifelong learning has now 
become firmly placed on the higher 
education agenda in the UK, 
Canada, the USA, South Africa 
and Australia. The research 
reported here focussed on one area 
of generic attributes, that of 
academic writing, and consisted of 
three separate studies of the 
writing of first year Bachelor of 
Pharmacy students. The studies 
explored the relationship of a 

diagnostic assessment of students' 
writing to their progression 
through the degree, to selection 
procedures, and to students' choice 
of school subjects in their final 
school year examination. The 
research was conducted as a 
collaborative initiative between the 
Learning Centre and the Faculty of 
Pharmacy at the University of 
Sydney from 1995 to 1999. The 
first two studies were reported as 
research in progress in HERDSA 
News in November, 1998. Before 

By Janet Jones 

summarising the key findings of 
each study this report will first 
discuss the broader context of 
research into student writing and 
provide some background to the 
diagnostic assessment instrument. 

Student writing in 
universities: changing 
contexts 

Over the last decade, discussion of 
the research and practices of academic 
writing in universities in Australia has 
taken place in contexts which resonate 
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worldwide. Factors such as the 
increasing diversity of tht; student body, 
the push from the government and 
employment sectors to improve students' 
generic attributes, and the demand for 
more flexible modes of course delivery 
have brought the quality of students' 
writing more sharply into focus. Indeed, 
the recognition that 'the changing context 
in higher education forms an integral 
feature of writing and assessment 
practices, rather than mere background' 
(Lea and Stierer, 2000:3) is driving much 
of the current research and debate of 
student writing. 

Some of the recent publications from 
the UK and the US within academic 
literacies frameworks have added 
significantly to perspectives on the 
research and teaching of writing (see for 
example Lea and Street 1998; 1999; 
2000; Jones, Turner and Street, 1999 and 
Johns (1997). This body of literature, 
which has at its core a socially framed 
model of student writing, offers 
significant insights into the way in which 
academic writing is perceived by 
students, staff in learning support units 
and in faculties. From both research and 
practitioner perspectives, these 
approaches generally advocate a more 
critical awareness of the role of language 
in constrncting texts, writer identities and 
disciplinary communities and view 
writing as socially and culturally 
embedded practices. The result is an 
encouraging acknowledgement that an 
interdisciplinary approach to research on 
student writing is a frnitful if challenging 

. way forward (Candlin and Hyland, 1999; 
Lea and Stierer, 2000). 
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One consequence of the changing 
context in higher education in Australia 
has been a shift in perception of the role 
of learning centres in catering not only 
for the diversity of student writing needs 
but also in helping to raise staff and 
student awareness of the complexities of 
student writing across the disciplines. 
This shift, emanating in part from within 
these units, has also occurred at an 
institutional and faculty level and has had 
a major impact on learning centre 
practice. Most units recognise the value 
of collaboration with staff in academic 
departments and in other centralised 
units . The goal of a collaborative 
approach is to reach a better 
understanding of the specialised nature of 
student writing within the disciplines and 
to improve the experiences of the student 
writer within the context of their studies. 
Through research and teaching many staff 
in academic departments and learning 
centres in Australia are now actively 
working together to achieve this goal. 

Research background: the 
diagnostic assessment 
instrument 

In 1992 the Learning Centre was 
funded by the University of Sydney to 
design a diagnostic instrument to measure 
students' academic writing . This was in 
response to the University's concern that, 
despite their high entry scores into 
university (as measured by the Tertiary 
Entrance Rank, or TER), some students 
were failing to achieve satisfactory 
progress through their degree. Unlike 
language testing instruments currently 
used for entry purposes, such as the 
International English Language Test 
(IEL TS) or TOEFL, the diagnostic 
instrument, (Measuring the Academic 
Skills of University Students [MASUS], 
Bonanno & Jones, 1997) was designed to 
be used by faculties as an integral 
component of their courses and to 
provide, through the Learning Centre 
Programs, a systematic framework for 
follow-up support for those students 
identified as needing it. 

The MASUS instrument requires 
students write a short essay or other genre 
based on some disciplinary content such 
as course readings or lectures. The 
instrument assesses the student's ability 
to write about a given body of knowledge 
in a reasoned and critical way, together 
with their ability use the language 
resources appropriate to the required task. 
Their writing is rated from 4 (excellent) 
to I (poor) on each of 4 main criteria: 

A Use of the source material 

B Strncture and development of the text 

C Academic writing style appropriate for 
the task 

D Grammatical correctness 

Each of these criteria is further 
broken down into sub-criteria or 
descriptors. Research involving linguistic 
analysis of a large corpus of student 
essays from different disciplines formed 
the basis of the descriptors of the 
instrument (for reports of this work see 
Jones et al 1989;Drnry and Webb 1991). 

A general procedure has been 
developed for establishing MASUS 
within a course, involving collaboration 
with the faculty or department at all 
stages. This includes discussion about: 

the selection of the subject content on 
which the task is based 

the link to course assessment 

the modification of the MASUS 
criteria to fit the task 

what form the support will take 
(integrated or adjunct or both) 

who will administer and mark the 
task. 

Since 1993 the MASUS procedure 
has been used in the University with a 
number of departments, with over 6000 
students (mainly first years) participating. 
Earlier studies aimed to validate the 
instrnment and to analyse the relationship 
between MASUS results and other 
student variab Jes such as language 
background and matriculation or Higher 
School Certificate (HSC) English score 
(Webb and Bonanno, 1994; Webb and 
Bonanno, 1995). 

The MASUS model used m 
Pharmacy has been an integral 
component of the first year course since 
1993. More recently, the Faculty has 
been interested to explore, through 
research, the writing profile of their 
students and examine its relationship to a 
range of other variables. Three studies 
were conducted between 1995 and 1999, 
the key findings of which are summarised 
below. (For full reports of these studies 
see Holder et al 1999; Jones et al 2000a 
and 2000b). 

The research studies 
The first study used the MASUS 

resu Its of first year students in the 
Bachelor of Pharmacy course (n = 634) 
from 1992 to 1995 and followed the 
progression of each of these commencing 
cohorts. The study investigated the 
extent to which a measure of students' 
writing skills could predict their 
progression rates from first year to 
graduation. Analysis of progression rates 
indicated that the failure of students to 
graduate in the minimum time of 3 years 
was better predicted by the MASUS 
results than by the Tertiary Entrance 
Rank (TER). 

In the second study, the 
communication skills of the 1997 first 
year cohort of pharmacy students who 
were admitted to the degree by TER, 
were assessed to explore the value of 
multiple selection procedures for 
admission into BPharm. The study used 
the MASUS instrument, an interview and 
the STAT (Special Tertiary Admission 
Test) to assess the inter-relationships 
between these three measures and first 
year performance. The ST AT results 
were predictors of interview and MASUS 
scores, and correlated with both first year 
Weighted Average Mark (W AM) and 
subject scores. The TER, however, was 
not a predictor of the interview or 
MASUS scores. 

Jn the third study, to investigate 
associations between course candidature 
in secondary school and literacy skills, 
the MASUS ratings of the writing of 



pharmacy students who had been 
candidates for each HSC course in the 
year prior to enrolment were compared 
with those of students who were not 

candidates for each course. Results 
showed that students who undertook the 
higher levels of HSC courses in science 

or mathematics, or 2 Unit Contemporary 
English, which has less focus on formal 
essay writing than the other English 
courses, had significantly lower levels of 
academic writing skills than those 
students who were not candidates for 
these courses. On the other hand, 
students who undertook other English or 
humanities courses such as Modern and 
Ancient History, had significantly higher 
levels. There is now a new HSC syllabus 
and it would be interesting to explore 

whether this will have any impact on 
students' preparedness to meet the 
writing demands of university courses. 

Conclusion 
It is now well documented that for 

new students entering university, simply 

meeting the entry requirements does not 
guarantee a smooth journey to 
graduation, since a variety of factors can 
have an impact on students' progression 
and retention. The findings of the three 

studies reported here, together with the 
demands of the profession, have been 
powerful incentives for the Faculty of 
Pharmacy to retain a high focus on the 
communication skills of their students in 
the first year curriculum . 

The diagnostic procedure has played 
a key role in the Learning Centre's 
faculty partnerships and has been a 
powerful agent helping to change staff 
(and student) perceptions of what it 
means to write in a particular context for 
a specific purpose. The work of learning 
centres lends itself to collaborative 
approaches to research and practice and 
opportunities to make useful and 
potentially powerful partnerships with 

Faculty. It is through these partnerships 
that both parties can contribute to critical 

perspectives on their practice and it is 
through collaborative scholarly inquiry 
that this practice can be informed and 
enriched. 

Research Team: 
Pharmacy: Gerald Holder, Ines Krass 

Faculty of Education: Rosalie Robinson 

Learning Centre: Janet Jones, Learning 
Centre 

The financial support for this research 
by the Pharmacy Board of NSW is 
gratefully acknowledged. The valuable 
contributions of Ms Erica Sainsbury and 
other Pharmacy staff are also 
acknowledged. 

The contributions ,of Learning Centre 
staff (past and present) is its MASUS 
Project, particularly those of Helen 
Bonanno and Carolyn Webb, are 
gratefully acknowledged. 
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Centre at the University of Sydney. 
Prior to this she was a lecturer in 
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"Quality Conversations" 
The 2002 Herdsa Conference 

July 7th - I 0th 2002 • Perth, Western Australia 

There are many good 
reasons to come to the 
HERDSA conference in 
July 2002. Here are seven: 

I. Papers submitted for the 
Refereed Conference 
Publication will be reviewed 
according to DETYA refereeing 
standards. 

'l. There are TWO prizes: the 
Edith Cowan University 
Authentic Learning Award 
($1 OOO) and the HERDSA prize 
for the for the Best Paper by a 
New Researcher ($500). 

i. Quality issues are highly 
relevant in the current Higher 
Education context. 

4. The 4th World Conference of 
the International Consortium of 
Educational Development in 
Higher Education is on 
immediately prior to the 
HERDSA conference with a 
discount offered for registration 
at both conferences. 

5. The keynote speakers are 
nationally and internationally 
acclaimed. 

6. Pre-conference workshops will 
allow you to work in depth on 
particular issues, lead by experts 
in the area. 

7. And finally, Perth is a beautiful 
city to visit. 

The conference theme, "Quality 
Conversations", will provide for rich and 
varied debate about the issues of quality 
in Higher Education. Across the three 
days participants will actively engage in 
thinking about quality and the ways in 
which they strive to achieve quality 
outcomes. 

There will be opportunities for people to 
share their experiences and expertise, 
and to explore definitions of quality, 
strategies for achieving quality and ways 
of measuring and evaluating quality. 

Presenters are invited to address the 
theme from their own perspective and 
are encouraged to identify others with 
common interests prior to the 
Conference in order to initiate 
collaborative workshops and 
presentations. For example, participants 
may want to present work related to 
teaching in a particular subject area and 
discuss issues with other academics in 
similar subjects. If you can identify a 
discipline area and arrange for a number 
of people to present on issues in that 
discipline area, the organisers would love 
to hear from you. 

The keynote speakers have been selected 
to address topical issues in the Quality 
debate: 

Dr David Woodhouse is Executive 
Director of the Australian Universities 
Quality Agency (AUQA), which is 
responsible for auditing the academic 
quality assurance procedures of 
Australia's universities and for quality 
improvement through publications, 
workshops, and consulting. David 
undertakes many national and 
international quality assurance activities, 
providing advice and training on 
educational quality assurance to 
governments, agencies and institutions in 
a number of countries. Earlier in his 
career, he was a faculty member in 
mathematics, computer science and 
education in universities in several 
countries, and was at various times head 
of a department and dean of a faculty. 

Dr Pat O'Shane, from far north 
Queensland, became the first female 
Indigenous school teacher in Queensland 
and first Aboriginal Australian to 

graduate in law and go to the Bar and the 
first women to head a government 
department. In the 1980s, she was deeply 
involved in grassroots consultations that 
led to the NSW Land Rights Act. She 
then became the first head of the NSW 
Department of Aboriginal Affairs. Pat 
O'Shane is now a Magistrate in NSW and 
Chancellor of the University of New 
England. 

Dr. Thomas C. Reeves is a Professor 
of Instructional Technology at the 
University of Georgia where he teaches 
program evaluation, multimedia design, 
and research courses. Tom has 
developed and evaluated numerous 
interactive multimedia programs for both 
education and training. From 1997-2000, 
he was the editor of the Journal of 
Interactive Learning Research. His research 
interests include evaluation of learning 
and performance technologies for 
education and training, socially 
responsible research goals and methods 
in education, mental models and 
cognitive tools. Current projects include 
work on assessment and evaluation of 
online learning, and the evaluation of 
web-based learning environments in 
higher education. 

The conference is being hosted by Edith 
Cowan University at its modern, 
Joondalup Campus situated in a tranquil 
bush setting. The organisers have 
arranged for some excellent 
accommodation venues conveniently 
located for the Conference venue and 
Perth city to suit all budgets, with a 
shuttle bus to take participants to and 
from the conference events. In addition, 
an excellent social programme for 
delegates and accompanying persons has 
been planned, with an end-of-conference 
tour of the Swan River Wineries on the 
Wednesday afternoon. Why not extend 
you stay and explore Perth's many 
beautiful features. 

For more information about the conference and about Perth as a destination 

see the conference website on http://www.ecu.edu.au/conferences/herdsa; 

or the conference organisers on (61 8) 9386 3282 

or email: herdsa@debretts.com.au 
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