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ABSTRACT

The major aims of this study were to investigate why students pursue
credentials

and

to

establish

the

importance

they

attached

to

the

attainment of such credentials.

Seventy nine students from three different year levels in the adult and
vocational teacher education programs at a small regional university
participated in the study. Structured questionnaires were administered
to three different year levels to determine why students undertake a
course of study.

The research findings showed that students undertook courses of study
for many reasons to which they attached varying degrees of importance.
Two broad motivational categories emerged. The predominant category
was that of instrumental motivational orientation, with members being
career oriented and doing what was required to obtain the credential.
The other category comprised members with an expressive motivational
orientation which was related to personal development and learning for
its own sake.

Upon highlighting the two distinct motivational categories the researcher
further hypothesised that students from these two groups would place
different values on the credentials gained. This was followed up by
conducting interviews with a small group of students from each
motivational category. While there was some agreement between the
two

groups for several

statements provided, distinct differences of
xiii

opinions were also found. Differences such as skills required to perform
at a satisfactory level in a job equating with qualifications required and
whether employers gauge employees' qualifications as attributes worth
paying for were two areas where the opinions from the two motivational
groups differed greatly.

The study concludes with recommendations related to the conduct of
higher education programs for adult and vocational teacher education
students.

xlv

CHAPTER 1

1.1

Introduction

The

reasons

people

dramatically over

pursue

credentials

have

the past few decades. Due

changed

quite

to the rapidity

of

technological innovation and advancement, with subsequent structural
and economic change throughout the industrialised world, higher
levels of education and training are of paramount importance for
success in the workplace (McNeil 1985).

The unprecedented changes that have occurred in the industrial
nations have had far reaching effects. These changes have not only
affected commercial and industrial enterprises, but have had a causal
effect on the entire education systems in all countries (OECD 1989).
What may have been considered the norm in educational qualifications
two or three decades ago, simply is not today. The security that existed
in the times of relatively full employment is no longer there. The
realisation of the impact of these factors has led to increased
participation rates in educational courses at all age levels (Cullen 1992;
Evans 1986). Participation levels have not only increased significantly
at the secondary school level but also at the post-secondary level and,
particularly, the higher education end of the educational spectrum
(Cullen & Smart 1992). The astute have realised that due to structural
1

changes in industry and a decline in job opportunities, higher
qualifications or skills gained by further training have become a
necessity. With more up-to-date skills through training courses or
better credentials which may be obtained by further education, many
people have their life chances for job security and continued career
advancement enhanced (Anderson 1990).

Increasing numbers of people have realised that, in order for them to
gain some edge in the labour market, better credentials from an
educational institution are required. As Broom, Bonjean and Broom
(1990) stated, '[b]ehind the personal reason for enrolling lies the hard
practical fact the credential of a college degree is a major bargaining
chip in the job market' (p. 180).
Commensurate with this need for better qualifications or skills is a
required commitment in order to gain such qualifications or skills. This
commitment comes in many forms, as motivation to undertake a
course of

study is quite a unique and personal force for every

individual. The aspirations of one person may be totally different to
those of another: such aspirations may be at the extreme ends of a
continuum. Some students may have a very instrumental approach
where the credential gained after a course of study only serves as a
way to getting a better job. Other students may be motivated to
undertake
learning

a course of
has

full

and

study

for

personal

more expressive
meaning.

Whatever

reasons
the

where

reasons,

instrumental, expressive, or somewhere in between, research indicates
that people are not motivated by money, though the lack of money
discourages them (Schlecty 1990).

Involvement in the pursuit of credentials or credentialism has become
the reality for most people. Rumsey (1991, p. 75) defines a credential
as '...the certification given in recognition of successful gaining of a
defined set of competencies which where relevant, relate to the
Australian Standards Framework.' This researcher defines
credentialism as an entitlement to which one can claim credit or
confidence with some form of authority, for employment or
prospective employment purposes. Having credentials from a
recognised educational institution does allow for such a claim of
confidence, since each credential is directly related to the
competencies (National Competency Standards) that employers are
assumed to look for in their employees. Credentialism as a concomitant
of educational policy has arisen due to the multifaceted changes which
have occurred in global restructuring in recent decades (OECD 1989).
These changes are pervasive, and will continue to take place in every
industrialised nation.

1.2 Purpose of the Study

The major aim of this study is to ascertain why students undertake a
course of study which results in a credential. It is also an aim of this
study to determine if students tend to undertake courses mainly for
expressive or instrumental reasons. Further to this, the researcher
aims to determine the importance students attach to the receiving of
credentials, that is, the value students place on these credentials both
from an individual perspective and from their perceptions of an
employer's point of view.
3

Students, for the purpose of this study, were those enrolled or who
had been enrolled in courses conducted by Adult, Technical Teacher
Education and Training (ATTET), Faculty of Education, Northern
Territory University. This study involved gaining the perceptions of
students from three different year levels in 1993 in the ATTET
programs to be utilised as the vehicle for testing the researcher's
hypothesis. Students participating in this study were enrolled in the
following courses offered by ATTET:

Associate Diploma of Education (Adult)
Associate Diploma of Education (Vocational)
1

Diploma of Education

(Adult)

Diploma of Education

(Vocational)

Bachelor of Teaching

(Adult)

Bachelor of Teaching

(Vocational)

1

Graduate Diploma in Education (Adult)
Graduate Diploma in Education (Vocational)

Bachelor of Public Administration

2

Two students enrolled in several units from the ATTET courses as
electives for their degree in Bachelor of Public Administration.

1 The

Diplomas

of

Education

(Adult

and

Vocational)

were

changed

to

the

Bachelor of Teaching (Adult and Vocational) in 1991/2. For the purpose of this
study

those students

grouped

who

have

undertaken

the

Diploma of

with those undertaking the Bachelor of Teaching.

2 Degree offered by the Faculty of Business.

4

Education

will

be

The students' profiles of the sample population have changed
considerably from those who were enrolled in the introductory years
of these programs. The initial few years saw a predominantly
Technical and Further Education (TAFE)-dominated and male-oriented
body of students (Darwin Institute of Technology 1988; Darwin
Community College 1983). Over a period of about a decade (but mainly
from 1990 onwards), changes occurred which realised a reasonably
even distribution of male and female students. Further to this,
informal research conducted during the first term teaching blocks in
1993 brought to light three groupings of students in relation to their
teaching and training involvement. As well as those students whose
main involvement was in TAFE teaching, Aboriginal and community
teachers, plus those directly involved with unemployment and
retraining programs, have also emerged. The informal research
highlighted a reasonably even distribution of numbers involved in the
three groupings above.

These changed student profiles and changes in work involvement
have, in part, led to this researcher's interest in determining factors
why people pursue credentials, their motives for doing so, and the
importance individuals place on such credentials. Another major factor
is that such findings may broaden the limited knowledge regarding the
motivations of students who undertake the vocational teacher
education and adult education courses. This researcher believes this is
a worthwhile outcome, especially with the reaccreditation that will
take place in 1993/4 in courses offered by ATTET.

5

Therefore, as a development from the purpose of this study and the
desired outcome, the researcher has originated the following questions:

Why do students undertake courses in vocational teacher
education or adult education?

What motivates students to pursue credentials gained from
these courses?

What importance do students attach to the attainment of
such credentials?

What is the relative value of the credential gained, as
perceived by participants, in courses undertaken?

What value, as perceived by participants, do employers place
on such credentials attained in courses undertaken?

This researcher also hypothesised that there may have been a
relationship between stress levels on entry into a course and the
motivational

orientation

of

students.

It

was

thought

that

those

students who needed 'the piece of paper' for work related purposes
(instrumentalist approach) may have exhibited higher stress levels
when compared to those students who entered the course for personal
fulfilment (expressive approach) reasons. On pursuing this, it was the
researcher's judgement that many participants in the study were
unable to accurately recollect such information. Upon reflection, the
assumption that stress levels in general, (or within a particular
I
l

domain), may be related to a motivational orientation, were
statistically unsubstantiated. Since data collected may have been
provided from a different student perspective for the aspect of stress
in relation to motivation, these data were considered unusable and no
further mention has been made of them in this work.

1.3 Context of the Study

The planning for this study began in late 1992 when discussions for
the reaccreditation of courses conducted by ATTET were taking place.
During these discussions this researcher became aware of the limited
researched knowledge available about the motivating factors which
encouraged individuals to undertake a course of study.

Documentation such as the Submission for the Award of the Diploma of
Teaching (Technical and Further Education) in 1983 and the
Submission for the Awards of Diploma of Education (Technical),
Diploma of Education (Adult) and Associate Diploma of Education
(Adult) in 1988, gave some key student characteristics. There has been
no direct documentation, however, of the motivational aspects of why
students undertake these courses. This information is limited to
observation and discussions with students by the lecturing staff in the
ATTET programs. Such discussions and subsequent applications for the
students' benefit in the various courses are limited, since this
knowledge is only applied on an ad hoc basis by individual lecturers.

7

It is important to be able to identify characteristics of students who
undertake courses, including the motivational factors. Such
documented, researched evidence could be utilised by the lecturing
staff for:
the betterment of staff-student relations;
planning, organising, structuring and delivering the course
content more effectively;
catering for individual educational and professional
development needs of students;
broadening understanding of the psychological aspects of
student aspirations, and encouraging a psychological
responsiveness by lecturers to these various motivational
aspects identified;
creation of a more effective learning environment;
understanding features that influence mature age students'
attitudes, motivational structures and their cognitive skills;
enabling more effective fostering of students' abilities to
carry out their own investigations of relevant knowledge and
needs, and
building on the considerable experiences that mature age
students possess.

ro]
ES]

1 .4

Significance of the Study

For lecturers involved in teaching vocational teacher education or
adult education courses, it is important not only to think about student
behaviour as motivation, but also to begin exploring more
systematically the specific orientations under which students are
motivated to undertake courses.

The research planned in regard to the above and the knowledge
gained from the research in such a study may enhance the degree of
effectiveness for lecturers dealing with certain groups of students in
particular situations, for the various units presented in these courses.

Since the composition of the student cohort undertaking courses has
changed markedly over the last decade, teaching staff cannot rely on
the preconceptions (schemata) of the past. According to Mook (1987),
these schemata are of great value since, for most of the time, they will
tell us what to expect and what could be done about it. There are also
those occasions when these schemata may not serve us well. This could
happen when there is an exclusive dependence on prior knowledge or
theories
hand

-

our schemata. If we do not check the specifics of the case at

'we use schemata as substitutes

for

observations,

when

observations are what we need' (Mook 1987, p. 383).

The need to have a greater understanding of the reasons why students
undertake courses is, in part, bound in the old adage of 'look after
motivation and learning will look after itself'. Each lecturer has a
powerful influence on how to present the various units of work within

a course. The balanced response made to students' needs across the
various units of work are, for the most part, the unchallenged
responsibility of the lecturer (Prosser 1984). Once the lecturing staff
have a greater understanding of the more perceptive interpretations
of students' needs with regard to motivational and value orientations,
benefits outlined above (see p. 8) can then be realised.

This researcher strongly believes that adult educators need to consider
the various motivational aspects of students undertaking courses.
Instrumental or expressive approaches to learning are, in many ways,
analogous to extrinsic and intrinsic motivations. If the reason for doing
a course of study is to get something outside the activity itself, it can
be said the student has an instrumental approach or the motivation is
extrinsic. On the other hand, if the reason is for the direct experience
and has a justification as an end within itself, it can be said that such a
student has an expressive approach and the motivation is intrinsic.

The latter can also be described as an 'autotelic experience', which
gives enjoyment and pleasure (Csikszentmihalyi & Nakamura 1989).
In fact, should people forego the activities they enjoy for just fortyeight hours, they report functioning significantly less well afterward
(Csikszentmihalyi 1975). This is not to say that all motivation should
be intrinsic. Freud (1961), with others before and since, has pointed
out that civilisation is only possible because people learn to postpone
immediate gratification. They become productive in doing what others
expect them to do, instead of always doing what they want to do.

10

Csikszentmihalyi and Nakamura (1989) pointed out that '[t]he most
synergistic

use of

human

potential is

when

psychic energy

gets

invested in activities that are simultaneously autotelic and productive'
(pp. 53-54). This researcher is not aware of any study to date, that has
sought to determine the full educational effectiveness of

utilising

students' motivational orientations. It is the researcher's opinion that,
whatever approach to learning students may have in the initial stages
of a course, it is a worthwhile objective to encourage students to
recognise that learning is worth it for its own sake. The gap that this
research seeks to fill is

to determine the students'

motivational

orientations, and to enable lecturing staff to utilise such knowledge,
allowing the points made above (p. 8) to be realised.

1.5 Research Strategy

The research design contained two elements. There was a single
questionnaire, followed by an interview process: both were developed
to elicit information and were based on the literature review. A full
description of the questionnaire and the interview process together
with their application to the research problem are given in Chapters 3
and 4.

The major emphases in the questionnaire were placed on finding out
the reasons students entered vocational teacher education or adult
education courses, and the importance they placed on qualifications
gained. Simultaneous collection of data was obtained by using a
'captive audience'. Non-probability convenience sampling method, as
described by Cohen and Manion (1989), was employed and the survey
11

design was thus of a cross-sectional nature. As individuals are
surveyed only once, the cross-sectional design cannot be used for
measuring individual change. While individual change cannot be
measured, it is possible that '...differences between defined groups in
the cross-sectional study may represent changes that take place in a
larger defined group' (Wiersma 1991, pp. 168-169).

The defined groups in this study were: thirty one (31) second year
students; twenty seven (27) third year students; twenty one (21) past
students, making a total of seventy nine (79) students. These made up
the larger defined group of students who are, or were, enrolled in
vocational teacher education and adult education programs. Although
data were collected at one point in time, differences can be measured
since the data come from three different year levels. As such, the
three defined data groups were analysed simultaneously.

The interview process, which followed the administering of the
questionnaire to the larger defined group, was based on the
assumption that the researcher was able to identify two distinct
groups of students with regard to their motivational orientations. This
was realised, and the interview process proceeded on that basis.
Generally, interview items can be a selected-response or an openended format. It was decided to use the selected-response style which
tends to be structured with a graded response (five-point Likert scale)
required for the given statements. The reasoning for this was that
specific information regarding student attitude to the statements was
sought. Firstly, the value individual students placed on qualifications
was sought, and secondly, the value employers placed on such
12

qualifications as perceived by students. The format, however, provided
an opportunity for some in-depth probing and elaboration and
clarification of items by stating reasons for the extent of students'
agreement (or disagreement) to the various items.

1 6 Assumptions
.

Careful

planning

and Limitations of the Study

for

the

construction

of

the

questionnaire

was

considered essential and all due care was given in the design of the
questionnaire, outlined in Chapter 3. Even so, Berdie and Anderson
(1974) point out that questionnaires do have limitations which can
include:
-

reliability and validity. The nature of a questionnaire itself
limits ways to check the reliability and validity of the items
it contains.
prejudice against questionnaires. Some people are prejudiced
because so many questionnaires are received, while others
believe the questionnaire method for obtaining data is a
disreputable and unscientific method.

-

a low response rate. This imposes the obvious limitation of
not receiving representative responses.

The response by year level varied (see p. 91). Although it could be
argued that the variations may skew the data, as the sample in each
year group exceeded 55% of those approached, it was considered to be
within the limitations upon which representative conclusions can be
drawn.

13

The use of the questionnaire and the interview process in this research
was also based on the underlying assumption that respondents would
be both willing and able to give truthful answers. Consideration of this
assumption was thought to be essential in using the two data collecting
instruments. As such, questions for both instruments were designed to
elicit the respondents' perceptions only.
A further assumption underlying this study was that those who
participated in the study would be representative of students within
their own simple stratified sample of different year levels.

Limitations of the interview process included:

-

Participants involved in the interview may be self-conscious
about having their responses recorded, or notes taken about
their replies.

-

Some of the selected participants were interviewed within
their work-time schedule while, for others, the interview was
conducted outside normal work hours. While full consideration
was given to equal lengths of times for conducting interviews,
those interviewed within their normal work hours may have
had other commitments which could have had some effect on
the answers given.

-

Geographical constraints were also present since distance
precluded a face to face contact with some of the participants
and these interviews were conducted by telephone.

14

1 .7 Clarification of Terms used in the Study

In the context of

this study, qualification(s)

synonymous with credential(s).

was

taken

to

be

The term qualification was used in all

dealings with the participants in the study as it was deemed to be
more explicit with regard to its meaning to the overall body of
students undertaking vocational teacher education and adult education
courses. Therefore

consistency

of

the

term

in

dealing

with

the

students would also avoid undue confusion.

Since it is a current practice within Australia for the terms credential
and qualification to be used interchangeably, both terms are used in
those descriptions that did not directly involve students. Even though
each term can have specific meaning in various settings, such as in a
job or in a learning situation, this researcher confines such meaning to
be the certification at the end of a course of study that has been
undertaken and successfully completed.

1 8 Structure of the Thesis
.

Chapter 1 began with an introduction to the structural and economic
changes that have taken place in industry and the effects such changes
have had on the education system. In this chapter it was noted that in
order to test the researcher's hypothesis and answers to the research
questions, students undertaking courses in the ATTET programs were
utilised as a specific vehicle to obtain a wider knowledge/meaning of
motivation. It was further noted that if lecturers in vocational teacher
15

education and adult education had a greater understanding of what
motivated students, there would be beneficial effects for both
lecturers and students.

In Chapter 2 the literature is reviewed. This is accomplished in five
separate but interrelated sections. The first section provides an
overview of participation in the education system, the relationship
between economies and education, and the growth in the number of
graduates. This is followed with specific details on participation rates,
from secondary schooling through to higher education. Sections three
and four deal with credentials from an individual perspective as well
as how such credentials are viewed and used by employers. The last
section deals exclusively with motivational orientation for course
participation. It discusses the basic types of motivation for
undertaking courses and the factors that may influence such
motivation.

In Chapter 3, the research design, questionnaires and the interview
developments for the study are described. The procedure for data
collection and the preparation for analysis are also outlined.

Chapter 4 presents the results of the questionnaires and interviews
with an analysis of the findings.

Chapter 5 incorporates discussions directly related to the research
questions. The researcher draws conclusions, and recommendations
are provided.

16

CHAPTER 2

REVIEW OF THE LITERATURE

'Education is life, not a preparation for life'
John Dewey 1859

-

1952

The review of the literature is focussed on two main aspects. Firstly,
an overview is given to demonstrate the importance of the rise in skill
levels and in educational qualifications for a very broad range of
people in the Australian society, from the boom in Australia's industry
after World War II to the present day. Some forecasts to the year
2001 are also provided in addition to a brief international perspective.

Secondly, four aspects are dealt with that give rise to credentialism.
These are:

participation rates
credentials
credentials

-

-

-

for all age classifications;

value, use and individual need;
use and relative worth for employers; and

motivational aspects

-

reasons behind pursuing qualifications.
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2. 1

Overview of the Literature.

A highly skilled and educated population in an industrialised society
like Australia is a necessity. It is needed not just to maintain the
nation politically and socially, but also economically, in order to brace
it against the rigours of the ever increasing competitiveness of other
countries within a now established global community.

To

maintain

countries

or

improve

have embarked

their competitive edge
upon a

system

of

many

mass

developed

post-secondary

education (OECD 1989).

Similar developments of mass post-secondary education have occurred
in Australia. These have stemmed from three major factors. Firstly,
there was a quantitative increase in population due to the post-war
'baby boom'. Secondly, there was the influx of immigrants. Thirdly, the
rapid expansion of the Australian commercial and industrial base in
the 1950's led parents to seek a more secure future for their children

-

'a security which many believed higher education could bring.
Employers were also demanding higher qualifications from school
leavers' (Hyams & Bessant 1972, p. 173).

The benefits that higher education and extra qualifications could bring
were readily seen, both in social mobility and economic reward terms.
Growth in retention rates at secondary school and consequently higher
credentials were not simply an aberration. They became the norm.

In 1948 there were less than 50,000 students in higher
education in Australia or one student per 100 people. In
1991 this figure had grown to 534,438 or more than one
student per 30 people. The stock of graduates in Australia
has doubled over the decade to 1991 and is forecast to
grow by another 80% over the decade to 2001 (Cullen &
Smart, 1992, p. 4)(Italics added).

The growing demand for graduates which occurred mainly in the
1960's through to the 1980's will, by all forecasts, continue to the end
of this decade. Graduate growth, coupled with a decline in demand for
unskilled labour, has encouraged higher levels of school participation
(Sweet 1987, p. 19). It has been realised that the younger generation
must gain better credentials, if they wish to gain the economic rewards
they believe are proffered as a result.

Table 1

Employed Labour Force Leaving School Under age 17 and at
17 or Over, 1981.

Age in
20

-

30

-

40

-

50

-

1981

Under 17 Years
(per cent)

17 Years and Over
(per cent)

24

3.1

45.7

34

11.8

34.2

44

25.9

19.9

54

40.2

17.0

Source: Census of Population and Housing (in Sweet 1983, p. 20).

19

The significant rise in numbers of people with increased schooling in
the population, can readily be seen when those who entered the labour
market in the 1980's are compared to those who entered the labour
market in the 1960's. Table 1 shows quite clearly the educational
participation trend over the two decades.
As a consequence of more time spent in education, those who entered
the labour market in the 1980's obtained higher qualifications than
those who entered the labour market in the 1960's. Later figures of
Year 12 retention rates indicated a similar trend for further education.
The retention rate for 1983 was 41%: by 1988 this had risen to 57.6%,
with the 1990-1992 Triennium target set at 65-70% (Commonwealth
of Australia 1990). The Australian Bureau of Statistics (ABS 1992)
recorded that Year 12 retention rates increased from 35% in 1981 to
71% in 1991. In 1993 the Minister for Employment, Education and
Training, Kim Beazley, stated that 'in the last ten years retention to
Year 12 has more than doubled and is expected to rise above 80% over
the next few years' (Commonwealth of Australia 1993, p. 3).

As a further consequence of increased schooling in the secondary
system, a similar pattern for all spheres of education has emerged.
Table 2 shows that there has been a sharp increase in the number of
adults undertaking courses since the 1940's. Nearly half of all courses
ever taken were done since 1980. For every course taken around
1955, two were taken in 1965, six in 1975, and fourteen in 1985
(Evans 1986, p. 8).
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The demand for undergraduate and graduate courses has shown a
similar trend in growth. Since the retention rate in secondary
education continues to increase significantly, it follows that transition
from school to higher education will increase.
Finn (1991), VPSEC (1991) and Deveson in the Report of
the Task Force on Pathways in Education and Training
Report [sic] (1992), have all argued that access should
grow to about 30% of 18 year olds and be maintained at
that level to enable the development of other vocational
programs including two year programs articulated into
degree programs (Cullen & Smart 1992, p. 6).

The Victorian Post-Secondary Education Commission (VPSEC) 1992,
however, put forward a proposal that 'about 40% of the population
should be able to enter a degree program by the age of 30, with 6% of
these entering with credit after completing other post-secondary
awards' (Cullen & Smart 1992, p. 7).

There is ample evidence to indicate that what may have been
considered the norm in educational qualifications several decades ago
has dramatically changed. Education is to become more and more a
'natural' part of life and an ongoing process for an increasing number
of people, especially during a working career. It was Freire, well
known for the association of schooling with political reaction and
education with revolution, who stated:
Because men are historical beings, incomplete and
conscious of being incomplete, revolution is as natural and
permanent a human dimension as is education. Only a
mechanistic mentality holds that education can cease at a
certain point (Freire 1972, p. 82).
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In fact it was Borne (1962, P. 57) who first coined the term of 'lifetime' participation. From statistical information it was Borne's forecast
that of all those who reached 16 years of age in 1961, one male in six
and one female in fourteen were likely to enrol in university by the
age of 30.

This was not the only forecast of such magnitude.

Two years later the

Martin Committee (1964, p. 35) noted that 'by 1975 one-third of males
and one-sixth of females will enrol sooner or later during their lifetime
at an [higher education] institution.'

History has shown that although the total aggregate of the estimates
was close, the forecasters of the 1960's underestimated the female
participation in favour of the males. The female enrolment figures
have been very much higher than those originally projected. In 1973,
37 per cent of students were women and in 1987 the proportion had
reached over 50 per cent (Dawkins 1987, p. 101).

Much of the commentary in the literature 'is that schooling has been
constructed more in the interests of producing a disciplined than a
technically competent workforce' (Simon 1974, p. 32). Bowles and
Gintis (1976), from their research of the American experience, argued
that the success of capitalism is very much dependent on a workforce
that is individualised by personality characteristics, methods of self
preservation, ascriptive traits (e.g. sex, race and age) and credentials,
rather than complying with individual intellectual capabilities and
technical skills.
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Salter and Tapper (1981) hypothesised that there was not such an
acute distinction between technical and social relations of production.
They noted 'that they are not so clearly divided, with credentialing
providing a bridge between the two' (pp. 32-33).

There has been much rhetoric by the policy makers, not only about a
moral obligation for equality in education, but also that this education
should be further tuned to the needs of industry and for the benefit of
society as a whole. This would seem to be an ideal worth striving for.
There has always been a dynamic interplay, however, between
employers, employees, unions, professional associations, politicians,
educationists and social scientists, among others. Halsey, Heath and
Ridge (1980, p. 5) were succinct in their appraisal of the situation in
stating 'a concern with common culture, social justice and economic
efficiency comprised uncomfortable bedfellows'.

There has been rapid advancement of the industrially-based
economies throughout the world. Equally rapid changes have occurred
in education. Even though many theories have emerged relating
economics to education, it was the theory of human capital that took
hold in western ways of thinking. Theoretical origins of human capital
which took hold in the 1950's assumed that:
[i]n undertaking education or training individuals can be
considered to be investing in their increased future
earning capacity just as they would if they were
purchasing or creating physical capital (Williams 1985, p.
74).

Although the relationship between economies and education may be
somewhat problematic, all Organisation for Economic Co-operation and
Development (OECD) developed countries:
are now very dependent on 'human capital' for their
development; the costs to individuals and economies of
low educational achievement and under-investment in
human capital are high and rising. The free-wheeling
quantitative growth of the 1960's and 1970's is no longer
the answer in a world where the key to growth is quality
of economic performance and competitiveness (OECD
1989, pp. 25-26).

Economic performance and competitiveness, no doubt, are the keys,
with education and training being integral to bring this to fruition. This
need for a better qualified workforce had been recognised in Australia
and it was 'both realistic and useful to regard education as a form of
national investment in human capital' (Martin Report 1964).

A report to the Prime Minister, however, over a decade later, in
December 1987, by the Australian Science and Technology Council
(ASTEC), stated that when compared to other countries, Australia had
been rather slow in achieving higher levels of skills in the workforce

The report by ASTEC (1987, p. 6). cited some comparative figures for
Australia, the United States and Japan. It was noted that only 4% of the
Australian workforce in secondary industry in 1986 held degree
qualifications compared to 15% of the workforce in the United States.

25

Japan had 29% of all graduates employed in secondary industry, while
only 9% of Australian graduates were similarly employed.

As far back as 1964 this slowness to bring about higher levels of
education and training in the Australian workforce in line with other
industrialised nations was apparent. Donald Home (1964) in his book
The Lucky Country, warned Australians of the risks to our ability to
maintain our prosperity when he wrote:
It does not seem likely that in this new age material
progress can continue at the highest rate unless society
jumps into a new life with higher standards of training,
with an increasing proportion of scientists, engineers and
technologists, with a greater emphasis on managerial
capacity. All the industrialized nations are reacting to this
problem, but few as slow as Australia. In most
industrialized nations cleverness and skill are part of the
national ethos, in Australia they play no part in it at all
(p. 69).

It would seem the old Australian slogan of 'She'll be right mate' still
has some currency. Despite the Whitlam era of 'free' education, it
became clear by the late 1980's that Australia had a government that
was to action various educational policies with the express aim of
integrating economic objectives with social strategies.

Dawkins (1987) produced Higher Education: A Discussion Paper known
as the Green Paper and in 1988 Higher Education: A Policy Statement,
known as the White Paper, which gave a new direction.

26

Nunan (1988, P. 4) described these strategies as:
part of a larger sociopolitical trend to characterise
education as the development of 'human capital'
resources necessary for national economic growth. The
human capital position argues that just as capital is
required for industrial development, increasing the skill
levels and knowledge of a workforce provides an
injection of human capital which can increase
productivity and stimulate development.
Thus the debate on the future of higher education recei
ved a new
impetus in the late 1980's by the governmentts initia
tion of the
discussion paper on higher education (Green Paper),
issued in
December 1987. 'Widespread debate on the role of higher educ
ation in
Australia did not begin, however, with the Green Paper, nor
will it end
with the White Paper' (FAUSA & FCA 1988, Foreword).
The debate that preceded the Green Paper came through
advice and
recommendations to government policy makers. These advic
es came
from interested groups such as unions, professional assoc
iations and
review committees, all exerting their influence on matt
ers such as
award restructuring and the need for continual upgradin
g of skill
requirements in the workplace. The overall qualification
profile for
Australian workers was changing and had to change
further for
reasons of international competitiveness. The basic reaso
ning behind
this found its way into the Green Paper when Dawkins (198
7) stated
that:
[t]he compelling argument is that, in any plausible
projection of our economic future, there will be an
increasing need for a more highly skilled and better
educated workforce with the ability to deal with rapid
change and increasing complexity (p. 8).
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It became very evident that the moves to mass post-secondary
education became further entrenched during the late 1980's. There
was no doubt that

'[t]he profile of post-secondary skills, which will

characterise the future workforce in many countries will be very
different from that which prevails today' (Cullen 1992, p. 5).

The government's intentions for Australia to become more competitive
internationally became clear with the discussion paper. This position
was reaffirmed in the policy statement (The White Paper) for the
restructuring of education, training and employment. Dawkins (1988)
stated:
The government's strategy for the development of the
higher education system is part of a wider agenda to
reform spanning all elements of the employment,
education and training portfolio. The government is
committed to growth and quality enhancement across the
whole of the education and training system
in schools,
technical and further education and industry training, as
well as in higher education (p. 1).
-

One of the major goals of the White Paper was to devote energies and
resources to increase greatly the number of graduates (Commonwealth
of Australia 1990, p. 1).

The cost implications of the proposals put

forward by the Commonwealth were significant (Commonwealth of
Australia 1988). Cullen and Smart (1992) noted that in order to
achieve the forecasts and the:
need to increase graduations to around 125,000 p.a. if
Australia was to be competitive against other OECD
countries, it would require [an] estimated $1200 m over
the then projected 1991 funding level (Italics added)
(p. 21).

Figure 1 shows the relative gaps in student load and the funding costs.
Student Load
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Cullen and Smart (1992) noted that various options to close the
funding gap had been canvassed by the Victorian Post-Secondary
Education Commission (VPSEC 1992). These included, a direct
additional injection of government expenditure, raising the direct
contribution from students through the Higher Education Contribution
Scheme (HECS) fee or through further deregulation of post graduate
funding.

Since the projected targets of planned growth may not be realised
without additional funding, there will be a greater possibility of a
further increase in the HECS charge by the mid 1990's. This possible
increase may have some effect on the participation rates. To the
researcher's knowledge there has been no real effect on participation
with increases to date, but this may change with a substantial increase.
The 1993 federal Budget decisions on higher education will have
immediate effects on 600,000 students undertaking higher education
as '[c]osts are being transferred from the Government to students and
their families' (Marginson 1993a, p.17). Marginson further noted that
although the HECS had been a relatively painless system in the past,
changes due to Budget decisions may well have implications on the
overall participation for those aspiring to tertiary studies.

The foregoing overview of the literature has highlighted some of the
social, technological and organisational changes that have occurred,
especially since the early 1980's. These changes no doubt would also
have had an effect on the participation rates of people who undertake
higher education courses that result in a credential. This is dealt with
in the following section.
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2.2

Participation Rates

Since the boom of the 1960's and 1970's which saw substantial
economic growth but which ended in the mid 1970's, the Australian
economy has undergone many structural changes. The developments
that have occurred, and are still being refined, have had important
implications in the the way the youth of today move from the
education system into the labour market.
Those youth who are seeking careers in any of the middle
or higher levels of occupations are now faced with a
wholly different environment to that when their parents
left school (Windschuttle 1985, p. 232).

People born in the 1940's to the mid 1950's would have had little or
no difficulty in obtaining employment straight from school at the age
of 15 or 16. Many would probably have completed Year 10 at school
and, although their skill level may not have been high, most employers
were very willing to employ and train them since the number of job
vacancies exceeded the number of applicants. During those days in this
'lucky country' with virtually full employment, unskilled juniors with
any initiative could work their way up through an organisation.
Employers were keen to provide on-the-job training which enabled
the unskilled to rise to 'qualified' occupations. Nowadays this
opportunity is apparently lacking.

For example, most employers now are not willing to employ junior
typists (or word processers), and allow them to perform unproductive
tasks while they build up their typing speed and gain the expertise, at
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the employer's expense, to enable them to fill the roles of executive
secretaries. Today the focus is on productivity and efficiency. As a
result, most typists/word processers and secretaries are recruited
directly from technical or business colleges where they have already
achieved qualifications of proficiency (Sweet 1983).

Employers are demanding recruits with ever higher standards of
education and skills (Australian Financial Review 1984; Jayawardena
1983; Kidd 1977). This was documented a decade ago, so the situation
today, especially with record unemployment, may not ease for some
considerable time. Many employers today pick and choose their staff
using the applicants' qualifications as a first filter, implying that those
school leavers without additional higher education qualifications will
have much lower prospects in the labour market. The harsh realities of
these facts have had their impact on participation rates throughout the
entire education system. As a result of continual changes in social,
technological and organisational structures, many people have either
continued their studies or undertaken courses of further study to
upgrade their skills and qualifications. They have come to realise the
need for continued learning throughout their working life.

The need for continued education is fully realised not only by the
younger age group, but by all age groups. With dwindling employment
opportunities, better qualifications may give job applicants a
competitive edge in the labour market.
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Figure 2 shows the stark contrast between full-time education and
full-time employment. The gap has widened since the early 1980's.
%
58

54
50

46

42

38

34

30

1980 1981 1982 1983 1984 1985 1986 1987 1988 1989 1990

Year

FIGURE 2
Full-Time Education and Full-Time Employment*
Participation Rates for 15-19 Year Olds, Australia.
* Not in full-time education

(Adapted from Commonwealth of Australia 1991, p. 16)
In a survey across a broad age group Evans (1986) found that:
Course taking is common in all age groups, but young
adults are even more likely than their elders to take
courses. Between seven and eight in every ten adults
under the age of 40 have taken a course. By contrast,
about four in every ten people aged 70 and older have
taken a course (p. 10).
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TABLE 3

Percentage with at least one Course by Age
%
80
70

60
50
40
30
20

10
0
18-29

30s

40s

SOs

60s

70+

Age
Adapted from Evans 1986, p. 10.

Table 3 clearly indicates an increase in course participation by the
younger age group. While those in the older age group with a lower
educational background have undertaken more courses for leisure
purposes, the younger higher educated age group, may be more likely
to be vocationally directed in order to facilitate and improve their
employment prospects (Evans 1986).
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Statistical evidence indicates that between 1964 and 1984 the total
number of graduates increased quite dramatically. Whilst the total
workforce during this period increased by approximately one-third,
the graduate level rose seven-fold (Australian Bureau of Statistics:
1987, 1984, 1978). The total number of graduates in the workforce
has continually risen since World War II, and this increase has gained
rapid momentum over the last two decades. Even though the
population of school leavers is expected to dip temporarily in the mid
1990's, a conservative estimate is that the number of graduates will
double over the next decade to the year 2000 (Treyvaud & Davies
1991, p. 20).

Similarly, there are distinctive changes with the participation rate of
mature age students engaged in further study. This is both for fulltime and part-time enrolments. The Australian Universities
Commission established in 1961 gathered statistical information on the
trend of mature age participation patterns. These data indicated that,
between 1961 and 1980, the proportion of all students who were aged
23 or more and were full-time rose from 16 per cent to 23 per cent,
and those who were part-time rose from 50 to 81 per cent (Anderson
& Vervoorn 1983, p. 123). The Australian Bureau of Statistics (1992)
reported that in 1988 significant increases in participation occurred in
the older age groups. The numbers of students who were 40 years of
age or over more than doubled between 1977 and 1988, while those
between the ages of 30-39 increased their numbers by 40%. By 1988,
one in four university students was 30 years of age or older.
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Universities and other providers of higher education will face the ever
increasing numbers of mature age students,

'...

in more than penny

numbers', over the remainder of this and the coming decade (Price
1989, p. 61). The growth of participants enrolling in courses to enable
them to upgrade their skills and qualifications has been quite
remarkable and from all indications appears to be increasing.

This has been very evident since the 1960s, with a five-fold increase
between the two Census periods of 1966 and 1986, in the number of
Australians who had a university degree. The 1966 Census found
119327 people had degrees and by 1986 this figure had risen to
603449 (ABS 1989). As Marginson (1993b) put it, 'educational
qualifications are now required in order to enter almost any form of
long-term career-oriented work' (p.13). As a result, many factors come
into consideration regarding why students are motivated to undertake
courses.

Although some courses are for leisure purposes, employment related
courses are the most prevalent.
The volume of job related courses suggests that the
upgrading of skills during the career is becoming a
standard feature of work. In particular, the high rates of
participation in courses during working hours suggests
that employers value the skills conferred by the courses
(Evans 1986, p. 5).

Comments in a report by the Senate Standing Committee on
Employment, Education and Training concurred with these sentiments
and the need to view education as a continuing process.
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There was a recognition that initial qualifications are
no
longer a sufficient preparation for a whole adult life and
that lifelong learning is both a necessity to keep
professional skills updated and a right for personal
development reasons (Commonwealth of Australia 1990,
p. 183).

The rise in participation rates is across the whole spectrum of the
education system. Higher secondary school retention rates are well
documented (Marginson 1993b; Cullen 1992; Commonwealth of
Australia 1992, 1991, 1990; Dawkins 1988, 1987; Sweet 1983; Salter &
Tapper 1981). There seems little doubt that education for many
Australians is becoming a lifelong process.

There has been a gradual increase in the level of educational
attainment of the Australian population. The survey of Labour Force
Status and Educational Attainment noted that in 1991, 41% of the
population aged from 15 to 69 had some form of post-school
qualification. This was up by 6% from 1985 while, over the same
period, the proportion of the population without post-school
qualifications had fallen from 60% to 54% (Commonwealth of Australia
1992, p. 127). The higher secondary school retention rates, no doubt,
have had some effect on the increases in the higher education sector.
During the period from 1955 and 1977 alone there were great
increases as indicated in Table 4.
In addition to the figures in Table 4, Colleges of Advanced Education
(CAEs) in 1977 produced some 24000 people with undergraduate
qualifications plus 4000 or so Post Graduate diploma students.

37

TABLE 4

University Graduates in 1955 and 1977
Award / Year

1955

1977

Bachelor degrees
Post Graduate diploma
Higher degrees

3000
300
300

27000
4000
2700

Adapted from Harman et al. 1980, p. 27.
Later figures recorded that the number of graduates from universities
in 1987 was 80257, and by 1990 this had increased to 94399 students
who had actually completed an award course at a higher education
institution. The latter figure represented a 42% increase over the
numbers in 1981. In 1992, higher education institutions projected that
the number of completions would most likely rise to 126,000 in 1993,
which would be an increase of 33% on the 1990 actual figures
(Commonwealth of Australia 1992).
The structural changes that have characterised the Australian society
have been multifaceted, and have been accompanied by changes in the
whole education system. Higher education, in particular, has seen
many changes. First, a growth period gave rise to the establishment of
more universities and the emergence of the CAEs. These colleges of
advanced education have recently amalgamated with universities or
other CAEs to become universities in their own right.
It is this researcher's opinion that the majority of CAE undergraduate
students have found such studies to be a useful stepping-stone to

graduate qualifications. The observation Jencks and Riesman (1969)
made a quarter of a century ago about the scene in North America
seems applicable to the Australian situation today, '[u]ndergraduate
education has become less and less a terminal enterprise, and more
and more a preparation for graduate school' (p. 13). Higher education
is definitely a growth industry. Table 5 shows this growth trend from
1991 to 2001.

TABLE 5

University
Award

/

Graduate

Year

Higher Degree
Post Graduate
Undergraduate

Forecast

of

1991 (actual)
4693
23705
129731

Enrolment

to

2001

1996

2001

6625
30566
137778

9106
37427
157525

Adapted from Cullen and Smart 1992, p. 17.
Government funding policies, however, mean there is not necessarily a
position for all those who wish to obtain higher qualifications. In fact
the '[u]nmet demand for higher education in Australia grew by 70% in
1992 and will almost certainly increase again in 1993' (Cullen & Smart
1992, p. 1). The predicted further increase in unmet demand in 1993
by Cullen and Smart did not eventuate. According to the Australian
Vice-Chancellors' Committee (AVCC):
The number of eligible students who failed to win a
university place this year was in the range 29,00043,000, down on last year's figure of up to 50,000 and
signalled a swing against the upward trend in unmet
demand (Campus Review, 15-21 July, 1993, p. 1).
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Even though the unmet demand is 'off the boil' the demand for places
in higher education has continued to increase. This is partially due to
the growth in school retention rates. The school leavers who move
directly to higher education are only one of many key groups vying for
places. Other groups seeking places in higher education include:
persons seeking entry some years after completing
school; persons seeking entry after completing other postsecondary qualifications; migrants seeking entry after
entering Australia; and finally, those seeking to enter
various types of post graduate programs (Cullen & Smart
1992, p. 1)
Academic programs have similar developments in growth. The
Doctoral programs in Australia which were developed in the late
1950's were designed primarily to provide staff for the universities
and, later, for CAEs. Just twenty years later we were producing ten
times more graduates than when the programs were originated
(Karmel 1978, p. 32).
There is little doubt that due to the overall increased participation
rates at all levels of the education system we are becoming a society
where increasing importance is being placed on gaining credentials.
Pressure to upgrade is both from above and below. Beside the cases
already cited from the literature, it is relevant that teacher
qualifications have more than kept pace with this credentialism trend.
Surveys of the teaching force (Bassett 1980) showed quite clearly the
participation in further study by teachers. A 1963 survey indicated
that only 10 per cent of the teaching force had undergone three years
of pre-service training. In 1979, however, a similar survey showed
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that this had risen to 33 per cent. These later studies gave the
following results:
In Victorian Catholic schools in 1980, 46 per cent of
teachers had received two years or less training and 48
per cent three years. By 1984 the corresponding figures
were 24 per cent and 56 per cent. Of about 12,100
teachers in the South Australian government school
system in 1973, 27 per cent held university degrees or
diplomas and 38 per cent teacher college diplomas. In
1983, of approximately 16100 teachers, 27 percent held
university degrees or diplomas and 73 per cent held
degrees or diplomas from colleges of advanced education.
Over the period 1970 to 1980, the percentage of
Tasmanian government school teachers with degrees rose
from 24 per cent to 35 per cent (Commonwealth of
Australia 1985, p. 36).
More recently, as with nursing, there are moves for 'teacher education
towards a degree as the first award' (Rumsey 1991, p. 16). At present,
for teachers the minimum entry requirement to the profession is the
assessed equivalent of three years recognised teacher training. In a
move to strengthen and upgrade the teaching profession in Australia,
Melbourne University will trial a new teaching degree in 1994.
Students with an undergraduate degree, will undertake the new two
year full time bachelor of teaching. If successful this will have the
effect of teacher education becoming a 'two-degree profession', making
it a five year teacher training program.
Melbourne University Vice-chancellor Professor David Pennington was
reported to have said:
the new degree [is] aimed to attract people of high
academic standard and give them a rigorous preparation
for the increasingly demanding teaching profession
(Campus Review, 4-10 November, 1993, p. 4).
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The new teaching degree, according to Professor Pennington, would
elevate the status of the teaching profession. Dean of the Institute of
Education, Professor Kwong Lee Dow, indicated that the new teaching
degree had drawn strong support from both employers and teachers.
This support, according to Professor Lee Dow, would see other
institutions implement a five year teaching training program.
Deakin University in Geelong is also moving to upgrade its teacher
training program. It differs from the Melbourne University program in
that it is 'a new four-year double degree program in tandem with a
lengthy internship in schools' (Campus Review, 4-10 November, 1993,
p. 4).

By these indications the credentialling system for teacher training is
continually being redefined. It is also being strengthened as Australia
moves to a fully credentialist society within the Australian Standards
Framework. These moves are what Rumsey in 1991 referred to as
being 'consistent with international practice' (p. 35).
It is evident that greater emphasis is being placed on higher education.
It would also appear that credentials obtained on completion of higher
education courses are becoming increasingly important. The perceived
value of these credentials to prospective employees, as well as the
value employers place on credentials as perceived by students, are
discussed in the next two sections.
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2 .3 Credentials

-

Value, Use and Individual Need

Since full-time employment has declined especially over the last
decade, competition for the available remaining positions has
increased many-fold. In Western capitalist societies with a surplus of
labour, it would only be considered fair and reasonable for the
employer to select those applicants who are deemed to possess the
best education and training. It was noted earlier that the costs of low
educational achievement were 'high and rising' (OECD 1989). In
Australia, Marginson (1993b, p. 13) noted that 'the labour market
penalties for not having post-school qualifications are becoming
increasingly severe' (Italics original). This is very true when you
consider the employer's ability to pick and choose. It also becomes
apparent there is a 'credential creep', with the credentials demanded
by employers having less and less a direct relationship to the skills
required to undertake the duties of the job successfully. When it is
further considered that social, technological and organisational settings
are rapidly changing, up-to-date skills or qualifications are
increasingly required to enhance employment prospects.

In addition to the rise in the level of qualifications required of
teachers in educational settings, mentioned previously, many other
employers have raised their job entry requirements. Banks once
traditionally employed school leavers with minimal qualifications
(Year 10), with possible career paths leading to managerial or policymaking positions. In the late 1970's, the banks had begun to reduce
the employment of school leavers in favour of expanding their

43

graduate intake (Australian Bank Employees Union & Commonwealth
Bank Officers Association 1979).

Nursing also was once an area where applicants were employed
directly from school with on-the-job training provided in the hospitals.
This no longer is the case, with the preservice qualification being a
diploma or a degree from a university. Unskilled nursing aides and
orderlies are still being employed to handle the routine tasks that
junior nurses might once have performed, but nursing positions
require graduates since nursing has the status of a paramedical
professional (Sweet 1987; Jayawardena 1983).

The Commonwealth Public Service Board, in 1977, effected a change to
its recruitment policy which allowed better qualified graduates to
compete for those jobs previously reserved for HSC school leavers
(Kidd 1977). The contest became rather uneven, with employers able
to be more discerning in their staff selection. Employers selected from
the available graduates in favour of the less qualified applicants. This
established the demand for better credentials in a dwindling job
market in the Commonwealth Public Service.

Astute students who are concerned about their future employment
prospects want to obtain those skills or qualifications that are in high
demand. These skills or qualifications may not coincide with those that
make the most of students' natural talents, but having them may put
those students in a slightly better position to compete for existing job
positions. Such competition already favours adults who are more
experienced and more mature, notwithstanding qualifications, even if

attitudinal and willingness to work factors are equal (Sweet 1987, p.
14). So the demand for higher credentials has been well established.
Broom and Jones (1976, p. 4) wrote that:
as industrialisation transforms the nature of
occupational tasks and as jobs grow more specialised and
complex, the occupational and educational systems
become more tightly linked: occupational achievement
depends increasingly upon a person's educational
attainment, and access beyond that prescribed by the
state raises horizons or sets limits to lifelong careers.
The opportunity to gain better credentials must be taken if one is to
compete seriously in the labour market. The pressure to gain
credentials and to upgrade skills has a spiral effect. Better qualified
people are coming into the workforce which, in turn, applies pressure
on those already in the labour market to upgrade their qualifications.
Credentialism has been a major factor in the growth of higher
education participation over the last decade or so. One reason has been
the pressure applied by professional associations and unions for
increased status and reward for their members.
On a technical level, White (1984, p. 23) regarded the rationale for
seeking higher status credentials as:
based on increased complexity of work and skill
requirements arising from automation, new processes and
expanding fields of technology. In more recent times in
New South Wales, credentialism has provided a means for
achieving equality of employment opportunity. The
upgrading of technician level credentials often leads to a
blurring of the boundary between technician-level
programs and those at professional-level. This process can
then lead to further industrial-award problems and
further pressures for upgrading the credentials.

IN

Almost as a paradox to traditional Australian Council of Trade Unions
(ACTU) job policies, boundaries between jobs
blurred

by

the ACTU. It

would

seem

have

been further

unions have realised

that

previous demarcation limitations have not made full use of workers'
potential. The vehicles instrumental in workplace reform and changes
in

the

work

organisation

have

been

award

restructuring

competency-based training (CBT). Central to the argument in

and
the

ACTU's policy is that:
job redesign for reform of work organisation is the most
fundamental requirement upon which the maximum
possible utilisation of advanced technology, skill formation
and wage remuneration can be built (ACTU 1991, pp. 195196).

The redefining of the human capital theory by the ACTU sees
competence 'as a form of human capital and a source of economic
growth' (Marginson 1993b, p. 149). Marginson (1993b) further noted:
[t]he long-term agenda for the ACTU is to establish parity
between three different ways of obtaining recognition of
human capital; academic and professional training, subprofessional and industry based training, and recognition
of prior learning on the job (p. 152).
Universal acceptance of the Australian Standards Framework (ASF) on
which CBT is based has not been forthcoming. The Australian ViceChancellors Committee (AVCC) opposed the ASF being related to
university courses.
.the universities were committed to professional
excellence rather than minimum standards. The AVCC,
said that, in the development of CBT, consultation with
universities had been inadequate (Marginson 1993,
pp. 155-156).

we

Beside the advent of more sophisticated technology which may require
upgrading, the pressure from below sometimes has the effect of
employees or potential employees acquiring qualifications which may
not be required to work at a satisfactory level. Some qualifications
may be required, in fact could be demanded by the employer, even
though the competencies gained may not necessarily be fully utilised.
As such, a credentialist society like that of America (Griffin 1983;
Collins 1979), and which Australia is fast becoming, sees the
accumulation of ever increasing qualifications by graduates as
inflationary. There is ample evidence and there seems little doubt that
the acceleration of technological change will see many qualifications go
well past the 'use by' date. Due to the rapidity of technological change,
the requirements within many disciplines will also change. This would
gradually see the qualifications becoming dated, perhaps irrelevant,
for many of today's graduates. As Parsons (1990) put it:
We are producing graduates right now in medicine,
dentistry, veterinary science, engineering, architecture
a
great range of professional disciplines. Some of those
people will still be practising in the year 2030 and if
history of the last 40 years is any guide, their disciplines
will be quite unrecognisable by that time. In fact, I
believe that if the history of recent times is any guide,
technological change will accelerate and the changes in
the next 40 years will be far greater than in the last 40
(p. 86).
-

This reaffirms the need to upgrade one's qualifications and skills no
matter what the nature of the job is: this will continue to be a lifelong
process. The shift in labour demand within the economy towards
people with tertiary qualifications is well established and is likely to
continue. Those without qualifications are in the highest
47

unemployment bracket. Therefore, it seems logical that the longer
individuals

stay

in

the

education

system

and

the

higher

the

qualifications they gain the better their prospects are of obtaining
work (Windschuttle 1985, pp. 246-247).

Davidson (1983, p. 1) noted that the key word was 'credentialism' in
understanding the economics of education. The Williams Report (1979)
stated that credentials:
increase the role of merit and achievement in education
and reduce the role of family connections and wealth in
the process of social selection.
Why then has
'credentialism' gained currency as a term of
disparagement? (Volume 1, p. 461).
...

Credentialism has, through its pejorative use, given rise to people
having a low opinion of credentials. Many factors come into play with
the relative value that could be placed on the gaining of higher
qualifications. There are many jobs requiring credentials that do not
really equate with the skills needed to perform at a very satisfactory
level (Hesburgh et al. 1973, p. 7).

Another

consequence

with

the

proliferation

of

educational

arrangements (particularly those for adults):
• ..is that it is harder to evaluate the competencies acquired
by individuals.
[T]the relationship between skills and
qualifications which they provide and those implicit in
existing credentials are not necessarily clear (OECD 1989,
pp. 74-75).
...

Commenting on the American experience, concern was expressed with
educational standards and it was noted that a lack of standards 'may
simply imply steady devaluation of the academic currency' (Jencks &
Riesman 1969, pp. 81-82). In a span of 20 years it seemed that very
little had changed in relation to this 'thorny topic'.

Ball (1989) also

thought the issue of standards was of concern:
With many providers operating in the market, the issue is:
how can one ensure that the qualifications bestowed by
one provider are recognised and accepted universally?
This is therefore an issue which encompasses standards,
and the approval and validation of training and education
and of the qualifications issued (p. 89).

It was further noted that the development of a coherent system of
qualifications is an area needing serious consideration and should be
addressed by government on a national, and on an international level.

Griffin (1983), in dealing with adult and lifelong education, took a view
focussed on the curriculum. He thought further clarification was
required of lifelong education in terms of accreditation and
certification when he wrote:
A picture of lifelong education has now been built up
which is so individualistic in its assumptions as to be
almost wholly devoid of reference to the problem of
knowledge and its structural and ideological
representation in society. This [is] despite the consistent
assertion that lifelong education is somehow connected
with democratisation and egalitarian change in society
(p. 163).

ELI

Such assertions have been made on many occasions, although Collins
(1979, P. 182) answering a question on educational stratification
concluded:

'The enormous expansion of education since the mid-

nineteenth century has had no effect at all on increasing opportunities
for social mobility' (Italics original).

Collins added:
As education has become more available, the children of
the higher social classes have increased their schooling in
the same proportion as children of the lower social classes
have increased theirs; hence the ratios of relative
educational attainment by social classes has remained
constant throughout the last 50 years (Spady 1967) and
probably before (p. 184).

Collins conceded that this did not mean individuals in particular social
or ethnic groups had not been able to raise their occupational levels
with the attainment of better qualifications. The evidence in research
has indicated that the ability for occupational mobility via education
with subsequent credentialism is unchanging among the social classes.

While there may be many and varying opinions on the need and
relative worth of credentials, it is clear that those without them are
placed at an immediate disadvantage. While a post-school qualification
may now 'not necessarily bring with it automatic rights to increased
earnings, it will bring about the improved opportunities that can give
rise to them' (Abrahart 1985, p. 97).

The spiral effect that has been created with the significant increases in
retention of Year 11 and 12 students, leading to the increases of
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graduates in higher education and other areas of the education system,
means that the guarantee of a 'respectable' job is no longer there. The
elite positions for the post-secondary level graduates have all but
gone. This may well cause a lot of frustration and resentment with
well qualified people doing jobs beneath their skills. Nevertheless 'the
probability of getting a job is directly correlated with educational
qualifications' (Harman et al. 1980, p. 30)(Ita1ics added), and:

[a]ithough graduates may end up in jobs that they do not
particularly value, at least they are likely to end up in
jobs, whereas the less well qualified may be put out o f
jobs altogether (Harman Ct al. 1980, p. 31)(Ita1ics added).

In recent years graduates have found full-time employment more
difficult to obtain. Full-time employment for 1987 graduates was at a
national average of 88 per cent. This average fell to 70 per cent in
1990. According to the graduates' field of study, full-time employment
in 1990 showed a marked variation. Graduates in the Arts, Humanities
and Social Sciences had the lowest employment rate at 54 per cent,
while the highest employment rate at an average of 91 per cent was
for graduates in Health, Law and Legal Studies. For graduates in
education, full-time employment was

65 per cent, below the 1990

national average. This education average does vary according to the
qualification graduates hold. For Associate Diploma/Diploma graduates,
the employment rate was 58 per cent, but rose to 82 per cent for those
who had gained a post-graduate degree (DEET 1993).
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2.4 Credentials

-

Employers' Use and Relative Worth

It has been shown previously that there was a demand created for
upgrading skills or qualifications with a positive correlation between
better skills and qualifications and the future earning capacity of
people (the human capital theory). There has, however, been a
questioning of the social benefits of education. Davis (1981) published
an article on credentialism and productivity in which he wrote:
The aim of this article is to examine critically
through a
review of human capital and screening theories
the
foundation of factional pressures for upgrading
educational credentials in the labour market. The article
refers back to the writings of Adam Smith to show that
not only do the claims of the beneficial and productive
social effects of educational upgrading need questioning
but that these have been so questioned for more that 200
years (p. 649).
-

-

There have been many criticisms of the human capital theorists.
Among the discreditors are Watts (1988); Blaug (1987); Hayek (1978);
and Dore (1976), and Vaizey (1962). Blaug (1970) had been a strong
supporter of the human capital theory, but gradually became
disenchanted with its claims. Watts (1988), considered the concept of
human capital received slow acceptance by some as it was considered
to be offensive, and wrote that:
[ut led to an identification of human beings as capital
goods, as in slavery, and reminded us of the long political
and legal struggle to rid society of indentured service and
to keep men and women free of bondage (p. 132).

52

The idea of returns on investment (earnings) in gaining higher
credentials is opposed by the 'screening theorists' who proposed that
any correlation to future income may well be caused by other factors.
Dore (1981, pp. 28-29) saw the argument as somewhat contentious
and thought:
that much of this argument is conducted as if it were
an argument about the function of education in society, as
if one could generalise about how certification works to
determine life chances exclusively in terms of the one
model or the other (Italics original).

The Williams Committee promoted the educational initiatives aligned
to the human capital theory as an 'investment effect' which may be
deemed by some to be more palatable.

What then do employers look for in their recruitment process? Do they
gauge by a prospective employee's qualifications that they may indeed
have something that makes them more productive, or that they may
be deemed to possess some attributes that are worth paying for? This
former effect is known as the 'investment effect', and the latter is the
'screening effect' (Davidson 1983, p. 1).

Employers generally rely on credentials as the index of competence
(Jencks & Riesman 1969, p. 62), although this may be somewhat
misleading with the abundance of qualifications available which makes
judgements for indicators of competence a difficult task. Williams
(1985, p. 71) asserted that '[a]ny social policy is based on some model
of society'.
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Commenting on what Williams (1985) termed the credentialist and
related models he noted:
Common sense suggests that the main function of some
types of education is to 'screen' or select individuals
according to qualities such as intelligence, motivation and
persistence while other types of education and more
particularly training do raise the productivity of students
without damaging the prospects of other people (p. 77).

It may well be a 'common sense' approach, although critics of the
screening function indicated 'that the selection is arbitrary and based
on social categories rather than talent or ability' (Williams 1985, p.
77).

What purpose then do credentials serve when the graduates make the
transition from education to work? What is the real purpose and
relative worth from an employer's point of view? Firstly, with regard
to gaining the credentials at school Dore (1981) viewed the
certification process in the following way:
They sort and label people: give them, or withhold from
them, certificates and diplomas and degrees which make a
great difference to what work society is likely to let them
do (p. 6).

Dore further stated that schools fulfilled two basic functions

-

the

education function and the certification function, adding that these
functions were the source of many problems and much confusion. Do
these credentials then, in fact, present many problems and much
confusion for the employers?
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It would seem quite logical that employers need to base the
assessment of prospective employees on some standard and it follows
that the credentials gained by graduates can be used for this purpose.
Therefore the initial screening for possible recruitment would be to
use the credentials, although with increased school retention the value
of this has been severely affected. Abrahart (1985) stated:
The response to this has often been to introduce further
and more detailed credentials. Students, themselves
aware of the problem, are staying at school longer so as to
achieve the High School Certificate or its equivalents.
Employers are demanding higher credentials than were
thought necessary some years ago. This issue of
credentialism needs to be handled with some care if it is
not to make it even more difficult for employers to use
credentials for recruitment screening purposes (p. 103).
Abrahart further stated that the problems extended as far as the
education in university.
From evidence in the literature there seems little doubt that
credentials are used more and more as a screening process by
employers (Marginson 1993b; Harris 1987; Commonwealth of
Australia 1985; Davidson 1983; Dore 1981; Jencks & Riesman 1969).
Qualities such as intelligence, motivation and persistence are often
'read into' the qualifications presented by the prospective employees.
Selection then may still be capricious and 'based on social categories
rather than talent and abilities' (Williams 1985, p. 77). Credentials of
some sort or another perhaps should only be taken as an initial guide
or read as proxy measures of a person's underlying abilities. It would
seem that Williams (1985) believes the old school tie and family
connections still have a strong currency in the labour market.
55

Williams

(1985, p. 77) also believed a credentialist model has

'implications for the financing of education' since it allows some
individuals 'to secure economic advantage at the expense of others'
with education paid for, or at least heavily subsidised by tax payers.
These credentials gained by the 'more equal' then can have a status
dimension which runs parallel to a class dimension for the present
incumbents. Credentials can and do close occupations in class terms.
This has been so in the past and may be more so in the future (Harris
1987, p. 31). A profession is not necessarily an open occupation.
Professional associations can instigate the means of control to an
occupation. Professionalisation is an historical process in which
education can play a significant role. The education system can play a
central role of legitimising occupations by providing tertiary courses
and qualifying examinations which are traditional ways of obtaining
'control' to a profession (Noble 1984, pp. 30-32). Collins (1979)
suggested:
It appears that there are strong normative and status
reasons for organizations to keep up educational
requirements, even when technical and economic
pressures for doing so are absent or even contrary (p. 34).

It would seem that educational requirements would rarely be lowered
except perhaps under conditions of severe labour shortage. Davis
(1981) thought that, since it may well be that higher education is not
related to productivity in the market place, the practice of
enforcement of credentials by unions or professional bodies simply to
restrict entry and raise income was not based on logic and became a
wasteful screening procedure.
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Davis (1981) noted that:
If entry to the labour market were controlled by
capitalist owners, given the assumption that production is
not tied to formal education there would seem to be no
real reason why employers would elect to distribute
income and jobs on a credential basis. Why reduce profits
or depress wages of other workers by employing
credentialled persons expecting higher salaries (p. 658).
Even though it was hypothesized (Salter & Tapper, 1981) that
credentialing was to provide 'a bridge between technical and social
relations of production', it seems that any thought of an egalitarian
society was largely a myth (or was it really ever a reality?)
The Senate Standing Committee on Employment, Education and
Training reported that '[d]espite its egalitarian mythology, Australian
society is far from uniform' (Commonwealth of Australia 1990, p. 104).
In a report published in 1976, the Poverty and Education Report, the
authors concluded with:
People who are poor and disadvantaged are victims of a
societal confidence trick. They have been encouraged to
believe that a major goal of schooling is to increase
equality while, in reality, schools reflect society's
intention to maintain the present unequal distribution of
status and power. Because the myth of equal opportunity
has been so widely accepted by Australians, the nature of
unequal outcomes has largely been ignored. Thus, failure
to succeed in the competition is generally viewed as being
the fault of the individual rather than as the inevitable
way our society is structured (in Dawkins 1986, p. 99).

While it may be considered that some inequality within the operations
of an efficient society may be a good thing for reasons of
competitiveness, it would seem that much can be done within the
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education system and the labour market so that more equitable
outcomes are broadly reflected throughout the whole Australian
community.
Marginson (1993a), implied that this equity is certainly not being
expressed in the recent federal Budget decisions on higher education.
The burden of higher education costs are borne more and more by
students and their families. Marginson gave a graphic example of two
people working in the same company: one leaves to undertake a four
year degree course while the other stays at work. Implications of the
1993 Budget in regard to higher education may mean that the person
who has chosen to obtain a degree could, in the final analysis, end up
worse off than the non-graduate person who stayed at work. Similar to
what above has been termed 'a societal confidence trick', Marginson
termed the 'pea-and-thimble trick, opening the door for a few more
school leavers by slamming it in the face of postgraduates' (The Age,
Thursday, 2 September, 1993, p. 17).
By all indications Australia is fast becoming a credentialist society.
There is increasing pressure on individuals to upgrade and gain better
credentials. This does not mean that those individuals who undertake
higher education courses that result in a credential, are motivated in a
similar manner. Motivation to undertake such a task is unique,
idiosyncratic, very much dependent on the situation and the
individual's environmental circumstances. The motivational aspects
are further detailed in the following section.

2.5

Motivation

One of the most ubiquitous idioms and surely a dominant Australian
theme is that this country is, for all, the 'lucky country'. Despite the
rhetorical reference to Australia as the 'banana republic', this
researcher believes Australia still is a lucky country
could be

-

-

or should be, or

for most.

Australians, in general, have never been afraid to give the degree of
commitment to reach collective or personal goals that has made them
stand out. Be it in sport, private enterprise or in the field of science
and technology, many Australians have shown themselves to be
exceptional. This is in spite of the lack of full political and private
support which has seen many initiatives such as Australian inventions
find their way into overseas markets or be supported by overseas
investment. Despite the personal hardships that may be faced, 'giving
it a go' has been a strong motivating factor, and part of the Australian
way of life. This is also true in the field of education.

One of the reasons why people disagree on what constitutes

the

motivational aspects of others is because we all observe different
things when making judgements. Maehr (1974, p. 46) stated: 'a desire
or a motive is not something that can be directly observed'. There has
probably always been interest in 'motivational questions' and the
origin of scientific study in this regard 'is probably best viewed as
beginning with Freud.' It is not the intention of this researcher to take
a psychoanalytical perspective, but rather to state that there have

59

been many studies conducted which investigated the aspects of
behaviour with regard to activating motivation.

Many theories have been provided as a basis for greater
understanding and thinking about human behaviour. A classic theory,
first proposed by Abraham Maslow

(1954), was based on hierarchical

needs. According to Maslow, human needs and wants, which causes
them to act in certain ways can be separated into higher order and
lower order needs. Lower order needs are described as physiological
and safety needs; while higher order needs were those concerned with
social, self-esteem and self-actualisation.

Seif-actualisation

Figure 3

Maslow's hierarchy of needs

Seif-actualisation

-

these needs are concerned with the individuals

talents and capacities to develop and grow to the fullest.
Esteem

these needs include respect, approval, dignity, self-respect,

-

recognition and attention.
Social

these needs include belongingness, friendship, affection and

-

love.
Safety

these needs involved security and protection from physical

-

and emotional harm.
Physiological

these included basic bodily needs such as hunger,

-

thirst, sex and sleep.
Maslow (1968, pp. 44-59), in a chapter titled 'Defense and Growth',
outlined

what he

mechanism

in

termed

his

the 'defense forces and

hierarchical

theory

of

needs

growth

trends'

gratification.

Individuals are often caught in the basic dilemma of safety and growth
factors,

both

of

which

have

'anxieties

and

delights'.

This

was

diagrammed as follows:

Enhance the dangers
Safety <

Enhance the attractions
PERSON

> Growth

Minimise the dangers

Minimise the attractions

Figure 4
Maslow's schema for growth and regression
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The choices that confronted the individual were succinctly summarised
by Maslow (1968) as follows:
Assumed safety permits higher order needs and impulses
to emerge and to grow to mastery. To endanger safety,
means regression backward to the more basic foundation.
What this means is that in the choice between giving up
safety or giving up growth, safety will ordinarily win out.
Safety needs are prepotent over growth needs (p. 49).
The way Maslow describes one level to be prepotent (taking
precedence in effect) over other levels has exposed him to some
criticism. One such criticism by Tennant is also open to criticism.
Tennant (1988) stated:
Those who have suffered long continued deprivation of
physiological and safety needs will have little opportunity
to develop their higher levels. In plain words, those raised
in relative luxury will become more creative, original and
integrated personalities, those raised in disadvantageous
circumstances will end up as inferior products (p. 14).
Although there may be some truth in the first sentence, the second
sentence here does not take into account the nature of the human
spirit and is patently incorrect. Questions come to mind. By whose
perception? Is reality what one person believes it to be, the same as
the perception of another person? Surely not. An important concept of
humanistic philosophy is that individual behaviour is the result of
selective perception. This was termed by Maslow (1968) the
'idiosyncratic' nature of individuals, even though '[e]ach person's inner
nature has some characteristics which all other selves have (specieswide)' (p. 191). Maslow also stated a level is to be 'substantially
satisfied', and that environmental conditions may make a difference to
the result.
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Combine the above with the selective perception of individuals and a
plethora of realities are possible, none of which may actually exist. 'In
plain words', one person's seif-actualisation may be another person
tinkering at the edges. 'Relative luxury' or 'disadvantageous
circumstances' have little or nothing to do with how individuals
perceives what seif-actualisation really means for them. What is one
person's delight may be another person's dilemma.

So the needs of one level in the hierarchy are required to be
substantially satisfied. When this is achieved the next level of needs
comes into consciousness and assumes dominance within the
individual, motivating him or her to achieve it.
The single holistic principle that binds together the
multiplicity of human motives is the tendency for a new
and higher need to emerge as the lower need fulfils itself
by being sufficiently gratified (Maslow, 1968, p. 55).
This principle, according to Maslow (1968) seemed 'to be the most
important single principle underlying all healthy human development'
(p. 55). Maslow also believed that seif-actualisation needs were never
fully satisfied. Conditions of modern life are such that most people
experience some deprivation with respect to their lower needs. This
deprivation leads the individual to divert their energies to fulfilling
them. For example, a person who is sick will have resultant
behavioural consequences. 'This means that the process of regression
to lower needs remains always as a possibility' (Maslow, 1968, p. 172).
As a consequence

'

people who are normal are partially satisfied in all

their basic needs and partially unsatisfied at the same time' (Maslow,
1954, p. 94).
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According

to

individuals

continuously

fulfilment

and

humanistic

toward

philosophy

strive

toward

becoming

and

psychology,

personal

what

the

growth,

individual

healthy
personal
has

the

potentiality to become. This potentiality has its limitations such as
environmental factors.
The role of the environment is ultimately to permit him
[her] or to help him [her] to actualize his [her] o w n
potentialities, not its potentialities (Maslow, 1968, p. 160)
(Italics original).
Furthermore, individuals 'need also to learn the limitations that the
physical world puts upon his [her] gratification, and he [she] has to
learn that other human beings seek for gratification, too, even his [her]
mother and father, i.e., they are not only means to his [her] ends'
(Maslow, 1968, pp. 163-164).
Bound within these limitations, what then are the aspects of individual
behaviour that activate positive motivation?
Here, there is some consensus of opinion that '[t]hree different aspects
of behaviour typically evoke motivational inferences: activity,
direction, and persistence' (Maehr 1974, p. 46). In answering the
question 'what determines patterns of activity, direction, and
persistence?' Maehr (1974, p. 47) explained it with the following
diagram:

E

--------->

(early environment &
learning experiences)

P -------->

Achievement motivation

(enduring & general
predispositions)

(differential choice,
persistence, and
performance)

Thus, formative experiences may engender quite different directions
to motivation in one person compared with another in the way their
individual motivation is directed. In other words, Maehr believes we
are all products of our upbringing which forms our personality. Maehr
postulated

that

another possible answer to

'what motivates'

may

involve the situation. This was also explained diagrammatically:
S

-------------------------- —

Achievement motivation

(situation)

(differential choice,
persistence, and
performance)

Here the emphasis was not on upbringing and personality, but 'the
pervading influence of immediate contexts' (Maehr 1974, p. 48). What
may motivate one student in the education system, will not be the
same for another. The situation may have to do with the teacher or it
could be the strangeness of the immediate environment and the ability
of the individual to adapt.

A further possible answer, according to Maehr, was that both the
above situations could interact when defining what motivates
individuals. This is shown below:
----------------->

P ----------------->

S ----->Achievement motivation

(early environment &
learning experiences)

(enduring & general
predispositions)

(situation) (differential choice,
persistence, and
performance)

E

'Note that the person and his [her] previous background are not
ignored. However, it is assumed that we can arrange for a situation
that is most appropriate for each individual. Motivation is a matter of
providing the proper match between situation and person' (Maehr
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1974, P. 49).
them.

Such are the intricacies of motivation as Maehr sees

Motivation is a unique and personal force, not dependent on

other individuals, but manifesting in our individual personality the
situation and the interrelationship of both.
According to Atkinson (1958), there are two competing tendencies that
motivate a person. Some people are drawn by the expectations of
success, while at the same time they may have a fear of failure which
they are motivated to avoid. Like Maehr, Atkinson believed motivation
was a combination of both personality and situational factors.
Although the strengths of these tendencies varied with each
individual, Atkinson believed that if either success or failure was
imminent, the individual preferred it to be predictable. The suggested
motivational patterns are presented in Figure 5. For success-oriented
persons motivation is at its highest when there is maximum
uncertainty and motivation is reduced when either success or failure is
virtually assured. The reverse is true for failure-threatened persons.
Their motivation is at its highest when maximum uncertainty and
challenge are reduced. Behaviour is not always patterned so neatly,
although the hypothesis expressed therein has received substantial
support (Klein 1987; Maehr & Sjogren 1971; Atkinson & Feather
1966).
A primary motivating factor is the drive to 'get ahead' in this world,
which could also be described as a movement from a perceived minus
to a perceived plus. To ensure upward mobility, individuals seek
higher education and better occupational opportunities than they may
have at present (Strauss 1971, part 1).

IM

Success-oriented persons
Failure-threatened persons
High
Level
of
Motivation

Low
Certain
Failure

Maximum
Uncertainty

Certain
Success

FIGURE 5
Theoretical motivational patterns of success-oriented
persons and failure threatened persons.
-

(Source: Maehr 1974, pp. 74-75)

Becoming better credentialled no doubt offers this opportunity for
individuals to market themselves with more assurance in an ever
competitive world. Higher education tends to have an effect on the
mobility of individuals who have credentials. In order to 'get ahead'
the educational credits are exploited and marketed to become
'upwardly mobile'. This for some is a major motivating factor, as:

Downward mobility, .holds far greater terrors than the
mere frustrations of upward mobility. Both parents and
children will struggle to keep what they have far more
fiercely than most outsiders will struggle to occupy the
same ground (Jencks & Riesman 1969, pp. 134-135).
. .

67

In identifying motivational factors Heron (1982) wrote:
The degree is a ticket to status, career, opportunity in the
adult social world; (even though) it is designed by others,
awarded by others and withheld by others, according to
criteria of others (p. 58).

Commenting on the American experience, Broom, Bonjean and Broom
(1990) stated that while some students just drift into college without
much purpose or forethought, others have clearly thought out
objectives knowing only too well that a college education can fulfil
their occupational and intellectual aspirations.

Generally speaking, Broom et al. (1990) were of the opinion that:
Behind the personal reasons for enroling lies the hard
practical fact that the credential of a college degree is a
major bargaining chip in the job market. The United
States has become a credential society, in which degrees
have become requirements for hiring and promotion
(p. 180).

This 'practical fact' has been an important factor in America for many
years. Surveys conducted during the 1950's in nationally prominent
organisations indicated college degrees were considered to be
important for hiring potential managers. The main reason given was,
not the fact that employers thought that possession of the technical
skills would be assured, but mainly because the degrees indicated
'motivation' and 'social experience' (Gordon & Howell 1959, P. 121).

An

Australian study conducted by Evans (1986) found that there was

a direct link to earnings with course participation. He found '[e]ach job
m
eR

related course adds about $1,100 to earnings on average' (p.15).
Harris (1987) in a survey of graduates stated that 60 per cent had
reported

'better pay, promotion, or a new job', 30 per cent of

graduates attributed the benefits entirely to obtaining a degree, 11 per
cent were mixed, and 25 per cent saw their success as 'entirely due to
their own efforts' (pp. 30-31).

It would appear that in more recent times, benefits of linking higher
pay with better skills and qualifications are not as pronounced.
Marginson (1993a) stated that:

[a] small number of graduates secure high-paying
professional jobs but for the average graduate, starting
salaries are at four-fifths of average weekly earnings
(p. 17).

Is pay the basic motivating factor for the undertaking of courses in
order to get higher education qualifications?

Schlechty (1990) did not think so. Teachers he said:
clearly are not motivated by money, though the lack of
money discourages them. Too little pay leads to feelings of
injustice and deprivation, which leads to job disaffection.
Job dissatisfaction can lead to performance deterioration
(pp. 107-108).

Disaffection comes about when the liking for the job is gone, which in
turn may lead to being discontent and not performing satisfactorily in
the job.

M
O

For Schlechty (1990), the utility of action by teachers was higher than
money: status, repute, dignity, values and beliefs were far more
important motivators than money. He wrote 'People pursue excellence
and strive for improvement because they believe in what they are
doing' (p. 108).

Some organisations may build their reputations not only on the
character but the qualifications of their workforce so clients may
'invest' in their services more readily. A credentialled workforce,
therefore, is promoted as a measure of personal prestige. This,
however, begs the question of the source of prestige.

Davidson (1983, p. 17) thought that '[e]ven if its qualifications are
presented as an investment, they may be a 'discretionary' investment.'
Does this investment relate to the income for all the holders of higher
credentials? We have already seen that there is a positive correlation
between qualifications and the rate of income, but is this equitably
expressed for both males and females? The answer is no, as shown in
Table 6 where at every educational level men are paid more than
women with the same amount of schooling. Even though higher
education has a positive effect on income for both males and females,
the males receive a higher return on their investment. 'A woman must
get a college degree before she earns as much as a man who did not
finish high school' (Broom et al. 1990, p. 303).

This situation prevails equally (or unequally) in Australia. Despite
increased participation, the financial rewards for women in
employment remain inferior to those for men.
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TABLE 6

Median income, by education and sex, U.S. 1987*

------------------------------------------------------MEDIAN INCOME

FEMALE INCOME AS A
PERCENTAGE OF MALE INCOME

SCHOOLING COMPLETED
(YEARS)

MALE

FEMALE

(FEMALE I MALE)

------------------------------------------------------------FEWER THAN 8

$14,903

$

9,927

67

8

$18,939

$12,174

64

9 -11

$21,269

$12,940

61

12

$25,394

$16,461

65

COLLEGE, 1 -3

$29,536

$19,843

65

COLLEGE,4

$35,244

$23,406

66

COLLEGE,SORMORE

$41,691

$29,694

71

TOTAL

$28,313

$18,531

------------------------------------------------------------------------*

Data are for full-time, year-round
workers age 25 and over.

Source: CPR, P-60, No.161 (1988): 19-20

(in Broom et al. 1990, P. 303)

In 1965 the Australian adult female minimum wage averaged 71 per
cent of adult male wages (Davidson 1970, p. 268). The Australian
Bureau of Statistics (1993) catalogue on Women in Australia indicated
that '[a]mong full-year, full-time workers women earned 76% as much
as men' (p. 179). Even this level of inequality, is quite an improvement
on the situation in 1914 when females averaged only 49 per cent of
the male wage.
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This may mean that women have to be more motivated than men
since:
The personal-drive explanation supports a functional
theory of stratification, which holds that inequality is
necessary to motivate people for society's most important
positions (Broom et al. 1990, p. 21).
It almost seems there is an absence of credibility regarding the
credentials of women in comparison to men. Although there was a
striking improvement in the rate of pay for women over a span of
about 50 years it is hoped that a similar improvement would not take
another 50.

So what are the real, underlying motivations for undertaking courses
in higher education? It has already been mentioned that better
credentials may make the holder upwardly mobile. Remunerative
reward is a factor, as is status, reputation, and dignity, but can
motivational factors be more distinctively categorised? It has been
mentioned previously that numbers enrolling in higher education are
rapidly increasing. It would also follow that the general characteristics
of people enrolled in higher education are also changing. People come
from very diverse social backgrounds, have different reasons for
wanting to undertake further study, and bring with them differing
previous qualifications and experiences. All this previous knowledge
and experience may make individuals view further study in very
different ways. Harman et al. (1980) wrote:
that the pragmatic, vocationally-oriented attitudes of
students are of about equal importance to those
motivations for further education which relate to personal
development of a more general kind (p. 198).
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It was also noted that both factors are present in each individual, and
it was not at all uncommon for one to be stronger than the other. This
would be what Maehr (1974) postulated to be situation dependent.
Harman (1980, P. 198) noted further that between the institutions of a
university and college, statistically those students whose interests
have 'the more pragmatic orientation tend to be found more often
amongst those in the colleges.' Although the two distinctive types of
motivations may be of equal importance, it was generalised that
students in OECD countries tend to take a more mechanical 'end view'
of higher education: '[a] greater number of them tend to view higher
education in a more instrumental way of access to jobs in the labour
market' (OECD 1989, p. 59).

The crucial raison d'etre of higher education institutions, the sine qua
non of their existence and repute, may not be education itself but the
certification process. This too may have some bearing on student
attitudes and reasons why they enrol for further study.

If students consider that the reason for the existence of higher
education institutions is simply to provide certification, those students:
are plainly more interested with accumulating credits
and acquiring licenses than with learning any particular
skill while enroled. They are most eager to take
"advanced placement" and other examinations that yield
credit and hasten their degree without teaching them
anything, whereas they are most reluctant to do academic
work for which they receive no official recognition or
reward (Jencks & Riesman 1969, p. 61).
Meier (1970) conducted a study of 'value orientations' towards higher
education among American college students. From the data obtained
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Meier grouped ten orientations into two categories. These were,
'Instrumental Goals and Expressive Goals.' An instrumental goal
orientation was delineated as the 'preparation for an occupation.' The
orientation of an expressive goal was seen as that of 'intellectual
development.'

Various studies found differences between male and female motives
regarding university-preparatory education. Males tended to be more
instrumental and tended to choose their preparation for university for
occupational reasons, while females choose it more for educational
reasons (Harnqvist 1978, p. 27). Similar results were found in this
study, which are discussed in more detail in chapter 4. A Swedish
investigation of participation in adult education by Rubenson (1975)
studied, among other things, the motives for participation. In a list of
fifteen motives the six which occurred most frequently were:
To
To
To
To
To
To

find personal fulfilment
be better educated in general
do one's job better
be able to advance
get better pay
get more secure employment

77%
70%
66%
60%
59%
57%

(Rubenson 1975, in Harnqvist 1978, p.28)
Orientation to both the expressive and instrumental goals are strongly
represented. The orientations to motives for course participation can
then be expressed as a continuum with instrumental motivation at one
end and expressive at the other.
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Instrumental
Expressive
<--------------------------------------------------------------------->
Motive Orientation for Course Participation
Figure 6
Motivational Orientation Continuum

A person undertaking a course of study with an orientation to
instrumental motivation would tend to view the credential for its
usefulness alone, without real regard to the usefulness of the content
or the learning process in general. On the other hand persons with an
orientation to expressive motivation would see the relevance of the
content as a natural unfolding of their self development and adopt an
approach to learning for its own sake. This researcher would not be so
presumptuous as to say that one is wrong and the other is right, or
even to state that one of the orientations may be better than the other.
Both extremes are seen to have a utility of action which is 'right' for a
person at any given time. Viewed in this light, the student's
motivational pattern would not always be at one specific point along
this continuum.
Apart from
need

to

be

the motivational orientation, other interrelated factors
considered

regarding

the

reasons

students

undertake

courses. Some of these are: prior experience in education, previous
work experience, self-esteem, and personal ambition. In endeavouring
to gauge students' own perceptions of their motivations, this
researcher has devised a number of instruments to obtain further data
about a group of participants in higher education. This methodology is
detailed in Chapter 3.
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CHAPTER 3

RESEARCH DESIGN

In order to answer the research questions 'the need for research
design is implicit' (Wiersma 1991, p. 81). A plan of action, in which
particular activities are outlined in a systematic manner in order to
conduct and successfully conclude the research, is essential.

From the outset a researcher may have several plans of action, but,
eventually they need to be 'galvanised' and sharpened into one logical
approach. This researcher had several such approaches to the research
problem in the initial stages.

3.1 Survey Methods Considered

It was the original intention of the researcher to utilise a modified
Delphi technique. The major reasoning was that the Delphi method of
utilising a survey technique through a series of questionnaires
'Rounds' would allow a full body of data to be gathered.

called

The Delphi

technique was thought to be an appropriate vehicle to elicit the type of
responses in answering the research questions, in order to conclude
with a consensus from the target population.
76

One reason for considering the Delphi process was due to its iterative
nature. Other reasons were:
due to the geographic location of intended respondents;
respondents' known skills in written communication; and
positive preliminary discussions conducted (late 1992) with
possible respondents indicated high interest in participating.

As the literature review broadened and the research questions became
stronger in their specific focus, it was thought the iterative nature of
the Delphi process may not be required. A single questionnaire was
deemed to be more appropriate and was developed conterminously
with the focussed research questions. The single questionnaire was
designed in such a way that the need for recourse to all participants in
the study in order to clarify some of their responses as provided for in
the Delphi was no longer needed.
This researcher hypothesised that information gained from the single
questionnaire would elicit distinct motivational groupings. Preliminary
analysis of the single questionnaire showed that, indeed, there were
two quite distinct motivationally orientated groups.

It was further hypothesised that such distinct groups would have
quite

different

perceptions

relating

to

the

qualifications gained from undertaking courses.
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relative

worth

of

Differing perceptions from each group were thought to be present
regarding:
-

the value they placed on qualifications for themselves; and

-

what they perceived the value employers placed on such
qualifications.

The interview questionnaire was developed in order to test these
hypotheses.

3.2 Questionnaire Design
Survey research conducted by means of a questionnaire is probably
the most widely used method for collecting information in educational
research (Wiersma 1991, p. 165). Information of many kinds is
collected about people's attitudes, opinions and behaviour.
Questionnaires are extensively used in social surveys, marketing
studies, opinion research, psychological assessment, program
evaluation, educational testing, employee selection, and health data
collection (Sudman & Bradburn 1982).
The main emphasis of the single questionnaire for this study was to
gain perceptions from students of three different year levels regarding
their motivational orientations. A draft of the questionnaire that was
derived from a review of the literature and the research questions was
circulated for comment amongst colleagues, as well as several third
year students, selected at random.

Comments by colleagues and students on the initial draft initiated a
number of changes to the 'final' draft. This final draft of the
questionnaire was tested with a pilot run consisting of six students.
Such a small pilot group was consistent with trial requirements as
noted in the literature (Wiersma 1991, p. 171). This researcher
allowed for flexibility and refrained from taking a stand that became
unyielding as the research progressed in these initial stages. Smith and
Glass (1987, p. 259) referred to this as a working design, similar to
what McMillan and Schumacher (1989, p.179) named an emergent
design. Consequently, comments from both staff and students, together
with a broader reading of the literature, were given full consideration.
A number of changes to the draft questionnaire was effected.

Even though considerable time and effort had been put into the design
of the questionnaire to this stage, the 'final' questionnaire (Q3RD) was
then piloted with a randomly selected group of six students taking
part in a third year teaching block. This pilot run was considered to be
an important part of the design process (Wiersma 1991; Sudman &
Bradburn, 1982; Berdie & Anderson, 1974). By this means the
questionnaire was made more reliable. The pilot group of students was
asked to comment critically on the questionnaire in terms of clarity of
items, relevance to the research questions, and layout. The responses
from students in the pilot group initiated some final changes to the
questionnaire, mainly to wording and grammatical clarification.

The pilot run included a covering letter, which was an essential part of
the questionnaire survey, for comment by the pilot group. To be most
effective the covering letter was kept to one page, indicating the aim
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of the study, conveying its importance, giving an assurance of
confidentiality and encouraging reply (Cohen & Mannion 1989, p. 113).
Thus the Q3RD (third year student questionnaire) became the basis for
the development of the Q2ND (second year student questionnaire) and
the QPS (past student questionnaire). Only minor changes in the
questionnaires occurred. (Q3RD is detailed in Appendix I, Q2ND is
detailed in Appendix II, and QPS is detailed in Appendix III.)

3.3 Interview Questionnaire Design
The interview questionnaire (Appendix IV) was developed from the
information gained from the questionnaires mentioned above in order
to test the stated hypothesis (pp. 77-78). It was hypothesised that
students with different motivational orientations would place differing
values on qualifications for themselves: as well, their perceptions of
the value employers placed on qualifications would differ. In
interviews, 'verbal contact' with participants may either be structured
or unstructured (Berdie & Anderson 1974, p. 22). For reasons of
consistency with the single questionnaire (Q3RD), and to minimise
what is called response effect

(Wiersma 1991; Weiss 1975) the

structured interview was favoured. Also, if there was a more uniform
presentation, it would be more likely that the participants answered
the same 'question'. Another reason for adopting the structured design
was that, due to their geographical locations, the interviews for some
participants needed to be conducted by telephone.

Ii]

In such cases where questions are read from a questionnaire 'the
subject responds in a similar manner to that in the structured
interview' (Berdie & Anderson, p. 23). This similarity may not be the
case in the unstructured interview.

In comparing telephone interviews with face-to-face interviews,
Sudman (1981) concluded that '[r]esponse differences between phone
and face-to-face procedures are small and can be ignored for most
research applications' (p. 8). Wiersma (1991) supported this view, and
further stated:
Telephone interviews are less costly than face-to-face
interviews. They can be used effectively under conditions
that do not require a face-to-face encounter. There is no
evidence that cooperation is greatly reduced by the
telephone approach (p. 196).

The interview questionnaire design proceeded with statements based
on a review of the literature, which were presented to participants to
note the extent of their agreement on a five-point Likert scale.

Since 'the interview provides opportunity for in-depth probing and
elaboration and clarification of items' (Wiersma 1991, p. 190), the
design incorporated such an opportunity. By allowing participants to
state reasons for the extent of their agreement or disagreement, a
degree of 'richness' was added to the data by way of some qualitative
statements. The latter were incorporated into the design after a second
pilot run, with a group of six students.

Comments from this pilot group, together with some suggestions from
colleagues, indicated a need for some clarification during the interview
process. This instigated a card being developed on which standard
explanations were noted, enhancing reliability.

Although some flexibility was given in the initial stages of the research
design, data collection commenced with a set of specific questions to
answer. In this sense, the research for this study is not of a pure
qualitative nature that uses the induction model process (Wiersma
1991), which 'commences without any preconceived theories or
hypotheses' (p. 83). This does not mean the instruments finalised for
data collection were to be part of a straight quantitative process. The
researcher favoured an integration of both qualitative and
quantitative processes. Reasoning for this was that many qualitative
studies as such, could easily be strengthened with some
'quantification'. On the other hand, an equal number of quantitative
undertakings may also be enhanced by some 'quality statements' that
give more insight.

3.4 Participants in the Research

Students participating in this survey research study were drawn from
three different year levels of vocational teacher education and adult
education courses. All students were given a code number to preserve
their anonymity. The numbers of participants and the course by year
levels are given in Table 7.

Table

7

Participants in the Study by Course and Year level

Course Title / Year Level

2nd Year

3rd Year

9

0

7

1

4

5

0

1

1

8

-

Assoc. Dip. of Education (Voc.)

7

-

Diploma of Education (Adult)

-

-

Total

1

Assoc. Dip. of Education (Adult)

Diploma of Education (Voc.)

Past

Bachelor of Teaching (Adult)

5

18

10

33

Bachelor of Teaching (Voc.)

4

5

3

12

Grad. Dip. in Education (Adult)

5

1

1

7

Grad. Dip. in Education (Voc.)

2

0

1

3

Bachelor of Public Admin.

0

2

0

2

------------------------------------------------------Totals

-

(9 Courses)

31

27

21
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3.5

Procedure for Data Collection

This section describes how two data collecting instruments were
applied, namely, the Questionnaire and the Interview Questionnaire.
Due to these instruments being used, the methodology was called a
survey research with cross-sectional design. Descriptions in this
and did not attempt

survey were limited to describing the status quo

to determine cause and effect by manipulating the variables. Due to
this limitation this was not an ex post facto research design (Wiersma
1991; Pagano 1990). The variables were not manipulated, although
differences between defined groups were studied (e.g. year levels,
gender, and course of study undertaken), as they occurred in a natural
setting.

3.5.1 Application of the Questionnaires

The questionnaires (Q3RD and Q2ND) described (see pp. 78-80) were
both administered during the intensive teaching blocks of the ATTET
programs in the months of February and March, 1993, respectively.
Therefore, the data were collected from what may be termed a
'captive audience'.

Initial piloting of the questionnaire commenced with a group of six
third year students. Students participating in the pilot study were
given code numbers from 301 through to 306. Results of this pilot
study

realised

two

very

minimal

changes.

One

was

a

minor

instructional direction change which involved question four ranking

El

order and the other was a change in the order in which questions six
and seven were asked. These six students were not sampled again and
their returns were included in the final analysis, as it was considered
no confusion had originally occurred and there had been a careful
follow through (Sudman & Bradburn 1982, pp. 281-286).

The remainder of the third year students were then invited to
participate, on a voluntary basis, in answering questions on the final
questionnaire (Appendix I). Clear explanations were given and several
students' queries answered to their satisfaction regarding the purpose
of the study in line with the covering letter attached to the
questionnaire. Participating students were given until the last Friday
in the teaching block to complete the questionnaire and all but one
student complied. All questionnaires for Q3RD were assigned code
numbers that corresponded to a student list. This information is only
held by the researcher for reasons of student anonymity.

The Q2ND questionnaire was administered in a similar fashion.
Explanations as to purpose were dealt with in a consistent manner as
far as practicable. Coding was again used to preserve student
anonymity and the timeframe for completion was the same as for
Q3RD. Although the return rate for this group of students was lower
(59.6%), it was still considered to be quite reasonable.

For the past students the QPS questionnaire had to be mailed, as they
were not a 'captive audience'. In an effort to maximise the response
rate the covering letter was personalised in the salutation (Colton &
Kane

1989). The

mailed

questionnaire

included

a

stamped

self-

addressed envelope in an attempt to ensure a quick response rate.
Some consideration was given to enhancing the appearance using
booklet-type construction but this was dismissed, since essentially
there is no difference in response rate when compared with separate
sheets that are stapled in the corner (Boser 1989). Full details
regarding these results are detailed in Chapter 4.

3.5.2

Application of the Interview

The standardised interview which was a natural development from
the original single questionnaire was administered during the month
of July, 1993. Twelve students were interviewed, six from both
groupings representing their distinct motivational orientation. The
group of six from each orientation presented a natural division
according to their ranked scores as can be seen in Appendix V.

Initial contact with the twelve students was by telephone, with a
standard explanation of the purpose of the interview noted on the
cover sheet of the Interview Questionnaire (Appendix IV). All students
indicated their willingness to participate and a suitable time was
arranged for the interview to be conducted. Some of the interviews
commenced immediately after the initial contact. Others were
arranged at a more convenient time several days later. Of the twelve
interviews conducted, half were by telephone and half face-to-face.
Three by each interview method took place in the respective
expressive and instrumental orientation groupings.

rssI

The reading of the statements to the participants followed certain
procedural guidelines. When any clarification was required, a card was
used on which standard explanations were noted. Any clarification
given was conducted in a consistent manner for all participants. After
noting the extent of their agreement to all statements the participants
were given the opportunity to briefly state their reasons. The
researcher re-read each statement and participants confirmed their
original agreement (or disagreement). Reasons were then asked. The
given reasons were noted by the researcher and read back to the
participant to ensure the correctness of the reasons. The above
procedure was followed without fail for all students participating in
the interview. Such procedural steps undertaken in the data collection
process made it a more 'systematic process' enhancing the validity and
reliability of the research (Wiersma 1991; McMillan & Schumacher
1989).

3 .6 Data Collection Process and Preparation for Analysis

When the design for the questionnaires and

the interviews,

was

judged to be satisfactory, the data collection commenced.
One-hundred and sixteen single Questionnaires were taken by
prospective participants from the three different year levels of
students. Seventy-nine returns were received, which represented an
overall response rate of 68.1%. Response rates by year levels are given
in Chapter 4, p. 91.
The Interviews conducted in the first two weeks in July, 1993,
received 100% response. All interviewees were informed that in
return this researcher intended to give feedback on results of the
study, as a whole, as soon as practicable. This was something which
was omitted in explanations for the original questionnaire.
The researcher transferred the data from the Questionnaire and the
Interview into an Apple Macintosh SE computer, using a 'Microsoft
Word' Version 4 word processor package. From the word processor
file, hard copies of all the data by year levels were generated. These
are noted in the Appendices VI, VII, and VIII. The initial tabulation of
the data included the construction of category systems.
Analysis depends on the nature of the data, and to the extent that
responses were able to be quantified, statistical analysis was used. For
example, where the five-point Likert scale was used, numerical values
were assigned, making analysis possible by quantitative processes.
Thus it became possible to analyse the responses in terms of the

identified categories such as gender, motivational orientation etc.
Results detailed in Chapter 4 were in the form of frequency
distributions, and measures of relationships such as correlation
coefficients. In addition, the non-parametric Chi-square statistic was
also utilised since the frequency of occurrence in each identified
category was tabulated. Quantifiable data for the interview
questionnaire was treated in a similar manner.
For those questions where students were asked to elaborate, for
example, reasons how and why motivations changed (in the
Questionnaire), or reasons for extent of agreement to given statements
(in the Interview), a thematic analysis was used. Tagg (1985)
described a thematic analysis as consisting of:
intuitively extracting small chunks of text on particular
themes to see if, when presented together, they may lead
to interpretative insights (p. 180).

All the quotations presented in the findings are verbatim. No changes
were made to grammar or spelling in any of the quotations in order to
retain the authenticity of the responses.
A number of different types of analyses were in order due to the
nature of the data obtained. Consequently, data composed of
frequencies on factual information items were analysed differently to
those data obtained where students noted their reasoning. Data
received from the latter, which were based on participants
perceptions, needed to be synthesised through descriptions.

In summary, the analysis of the data was considered alongside the
type of response mode developed. This enabled the researcher to be
confident that these data collected would serve the purpose of the
study and the subsequent analysis of data could be properly prepared.
Since some form of consensus with regard to the reasons why students
undertake courses and the importance attached to the course was
required, an integration of the scaled response and ranking was
undertaken for the final analysis.
The stages that were planned for this study followed an organised
pattern. This pattern was influenced by both a thorough reading of the
literature, outlining certain design strategies, and advice from
colleagues. A flow-chart of the planning for this study is detailed in
Appendix IX.
It can be seen that once the research proposal was approved, a review
of available literature on the specific topic of survey methodology was
undertaken. This, together with advice from colleagues and
considerations that needed to be given to the final analysis of data
obtained, influenced the development of the Questionnaire (Q3RD).
Also, since the statement of hypothesis was verified, the development
of the Interview proceeded.
After the questionnaires were administered to the three different year
levels of students in this study, and returned, the researcher began the
task of analysing the responses. Similarly, analysis began upon
completion of the last interview. Results and analysis of the findings
are presented in Chapter 4.

at

CHAPTER 4

RESULTS AND ANALYSIS OF FINDINGS
In this chapter the findings are presented in the order questions were
asked in the original single questionnaire (Q3RD). The response rate by
year level was: Q3RD

-

96.4%; Q2ND

-

59.6%; and, QPS

-

58.3%. This is

followed by an interpretation of the findings from the Interview
schedule, where the response rate was 100%.

4.1 Single Questionnaires
4.1.1 Participants
Section A, question 1, related to the title of the course students were,
or had been, enrolled in. Full details have already been noted in
Chapter 3, 'Participants in the Research'

(pp. 82-83), Table 7.

Therefore, only a synopsis is given here. A total of 79 students who
are (or were) enrolled in the eight courses offered by ATTET,
participated in the study. The majority (45) of these students were (or
had) enrolled in the Bachelor of Teaching (Adult and Vocational
stream) course.
Readers of this thesis should be made aware that second year students
are, in fact, first year students. These students have been given
advanced standing of one year for specialist expertise acquired before
undertaking a particular course of study. It should be also noted here,
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that the majority of second year students, when the questionnaire
(Q2ND) was administered, had only been enrolled for a few weeks
(exceptions were some students undertaking part-time study). This
means that the majority of second year students were projecting and
the answers for some questions were based on their perceptions of
what might occur. Third year students and past students would have
answered questions based on perceptions of what did occur. As a
consequence, it was thought that some differences in the answers may
have been possible. Only one major difference was found, that
regarding further study. This is discussed in more detail later in this
chapter (see pp. 112-116).

4.1.2 Mode of Enrolment
Question 2 asked students for the mode of enrolment. Responses by
year level are presented graphically in Table 8.

Table 8

Mode of Enrolment by Year Levels
Mode / Year Level

Past students
Number %

Full-time

19

90.5

Third Year
Number %

Second Year
Number %

20

19

74.0

61.3

-------------------------------------------------------------------------

2

Part-time
Totals (n)

-

21

9.5

100

92

7

26.0

12

38.7

27

100

31

100

The percentage details between Past, Third and Second Year students
clearly indicates that there has been a significant increase in students
undertaking their particular course of study on a part-time basis. The
percentage of part-time study has risen from 9.5% to 38.7% from past
students to second year students who are currently undertaking a
course of study. This researcher hypothesised that the part-time study
increase was a reflection of the costs involved in today's economic
climate with high unemployment. This was later confirmed by the
analysis of the Interview, statement 7 in Section A.
This statement read:
'Cost of courses (eg. HECS charge) has no effect on participation rate.'
Of the twelve participants interviewed, eleven either disagreed or
strongly disagreed with this statement. One respondent (328) who
disagreed, simply stated '[c]ost of course has a definite effect'. Strong
disagreement to statement 7 came from respondent 221 with:
Does have an effect, it can limit most people
i.e.
stretching the length of the course. Exceptions are [with]
some government departments where people are
reimbursed for studies undertaken.
-

Other responses given were as follows:
most [participants] are doing a course because they
have to. Some great inequalities exist. Some are in a
fortunate position of having paid leave and/or are
refunded. Others do not have this luxury and tend to
stretch out the length of courses in order to minimise
costs (312).
In todays economic climate people who take up studies
are very conscious about cost. Tend to be selective e.g.
Type of course or institution and mode of study (246).

Only one student (413) interviewed, strongly agreed with the
statement and stated, '[d]oing it because qualifications are required

-

costs do not become a major factor.'

4.1.3 Reasons for Enrolment
Table 9 relates to a summary of response, by year level, for Question 3
(Q3RD) in Section A, which asked students to indicate the extent of
their agreement with 12 statements regarding reasons for enrolling in
ATTET courses.

Numerical results were obtained using a five-point Likert scale. A
score of five was allotted for strong agreement down to one for strong
disagreement. Raw score order of each statement by year level is
indicated in the parentheses. Initial analysis showed no significant
difference between year levels. Results therefore were collapsed
across year levels for further analysis. The rating from one to twelve,
however, (as noted in the parentheses) according to the total scores
obtained may not be the actual order. This would be in spite of the
numerical order being similar to the means obtained for each value in
Table 10. To ascertain the actual order, measures for central tendency
needed to be taken into consideration.

Pagano (1990,

p. 59)

noted

that

to obtain

measures

of

central

tendency, the arithmetic mean, median and mode are the three most
often used measures. For the purpose of this exercise, only the mean
and the standard deviation, which quantifies the extent of dispersion

were calculated. The mean and standard deviation for each of these
statements are given in Table 10.

Table 9

Extent of Agreement for Enrolling in Courses
(Raw Scores by Year Level)

Past Students
Statement

a) Personal Fulfilment

n=21

84 (5)

Third Year

Second Year

Total

n=27

n=30

n=78

116 (2)

125 (4)

325 (4)

67 (10)
96 (8)
107 (9)
270 (9)
b) Promotion in Job
-------------------------------------------------------------------------c) Get the Qualification

96 (1)

120 (1)

d) Increment in Pay

64 (12)

88 (12)

97 (12)

249(12)

Prestige

66 (11)

101 (6)

98 (11)

265(10)

f) Able to Work Better

92 (2)

114 (4)

135 (1)

341 (2)

g) Get a Better Job

81 (7)

109 (5)

118 (6)

308 (5)

96 (9)

111 (8)

281 (8)

e) Personal

h) Recognition in Work 74 ((9)

130 (2)

346 (1)

i) Economic Rewards

69 (9)

89 (11)

104 (10)

262(11)

j) Job Security

87 (4)

94 (10)

119 (5)

300 (6)

k) More Effective

89 (3)

115 (3)

130 (3)

334 (3)

101

116 (7)

299 (7)

1) Match

Responsibility 82

Numbers in parentheses indicate the descending order of scores obtained.
Statements are abbreviated; full details are given in Q3RD (Appendix I).
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Table 10

Mean and Standard Deviation for statements in Question 3
(Reasons for course enrolment)
Statement
a)

Mean

Std. Dev. I Statement

Mean

Std. Dev.

4.167

0.796

3.910

0.969

g)

-------------------------------------------------------------------------

b)

3.462

0.801

h)

3.577

1.013

-------------------------------------------------------------------------

c)

4.423

0.570

i)

3.359

1.044

-------------------------------------------------------------------------

j)
3.910
0.942
-------------------------------------------------------------------------

d)

3.192

0.941

e)

3.410

1.012

k)

4.282

0.754

f)

4.346

0.819

1)

3.821

0.950

Even though the mean, numerically, for statement (c) was higher than
the means for statements (f) and (k), statistically they were not
different. When the standard deviations were taken into account and a
two-group paired t-test (1-tail) was used, no significant difference
(p=.OS) was found between the results of these three statements. A
difference was found between statements (c) and (a) (p=.0079), which
indicated less than one percent chance that the statements were rated
the same.
This researcher was not what may be termed 'expert' in the use of
statistical analysis and sought advise on what method may be suitable
for the analysis of questions 3 and 4 in Q3RD. It was deemed that ttests were sufficiently robust and suitable. On reflection, the analysis
of variance, or ANOVA, as it is frequently called, may have been

wo

appropriate. ANOVA avoids the problem of an increased Type I error
probability that occurs when assessing many

t

values. Multiple t-tests

results used are given in Appendix XI for the reader to interpret.
This method of analysis rated the top seven statements in the
following order below. The SA and A percentages noted beside each of
the statements are those obtained from Table 11, when the data were
collapsed from the strongly agree and agree categories. The
percentages tended to verify the quantified data results.
Order

Statement

=1

(c)

=1

(1)

=:1

(k)

2

(a)

=3

(g)

=3

(j)

=3

(1)

-

-

-

-

-

-

-

SA and A%

To get the qualification -------97 (n=76)
To be able to do my work better
To be more effective at work

-

-

-

-

-

-

-

91 (n71)
91 (n=71)

For personal fulfilment -------86 (n=67)
To get a better job ---------73 (n=57)
For job security
To match responsibility at work

68 (n=53)
-

-

-

64 (n=50)

with an approved qualification

In an effort to check the reliability of responses, this researcher
inserted two statements which were worded slightly differently but
essentially meant the same (Sudman & Bradburn 1991). These two
statements were (f) and (k). Since a very close result for these was
achieved it is concluded that this reliability has been established.
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Table 11

Extent of Agreement for Enrolling in Courses

Statement

(Percentages: n

=

78)

Category

a b c d e f g h i

Strong Agree

36

11

46 9

10 51

31

19

j

10 31

k
41

27

-------------------------------------------------------------------------

Agree

50 31

51

23 42 40 42 38 41

37 50 37

-------------------------------------------------------------------------

Neutral

9

50 3

51

29 6

20 27 29 26 6

31

-------------------------------------------------------------------------

Disagree

5

8

0

11

13 0

4

14

13 5

1

3

-------------------------------------------------------------------------

Strong Disagree

0

0

0

5

5

3

3

1

6

1

1

3

A second requirement for question 3 in Q3RD asked students to rank
in order the six most important statements. Seventy five students
responded to this and results can be seen in Table 12.

A score of six was given for those statements ranked as number one
by students, down to a score of one for those statements which were
ranked the sixth most important by students. The below ranked totals
were obtained from this method of scoring.

Table 12

Ranking of Statements for Enrolling in Courses

(Frequency Counts: n

Statement
Ranking

First

(6)

a

b

c

1809

d

1

e

f

g

268

h

1

i

j

09

=

75)
k

8

1

7

(o)

6

------------------------------------------------------------------------Second(5)

7

6

151

4

147

2

1

4

8

4

2

------------------------------------------------------------------------Third(4)

148

7

3

1

173

2

2

5

103

0

------------------------------------------------------------------------Fourth(3)

101

113

3

665

8

7

123

0

------------------------------------------------------------------------Fifth

(2)

7

1

8

1

4

117

6

3

9

117

0

------------------------------------------------------------------------Sixth (1)(-3) 6

2

10

0

6

4

13 7

8

4

7

5

0

------------------------------------------------------------------------Numbers in parentheses indicate values assigned to the order of importance.
The (-3) refers to three respondents who did not give a sixth ranking.

When the rankings are compared with the order previously obtained
it can be seen that some variations exist. Although the 'mix' in order is
slightly different, the six rankings below were also evident in the
order achieved after t-test calculations, when means and standard
deviations from Table 10 were calculated.
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Score

Ranking Statement

1

(a) For personal fulfilment

249

2

(c) To get the qualification

216

3

(f) To be able to do my work better

207

4

(k) To be more effective at work

193

5

(g) To get a better job

140

6

(j) For job security

137

The statements (f) and (k) deliberately inserted as a check for
response reliability again achieved a very close result. This would
indicate that the majority of students were taking some care in
answering the questions as honestly and accurately as possible.

No major differences were found between males and females. Only a
minor variation existed in that females appeared to place a greater
emphasis on being more effective at work than males.

Table 13 relates to a summary of response, by year level, for question
4 (Q3RD) in Section A, which asked students to indicate the importance
they attached to the course of study undertaken. Again the
participants were required to note the extent of their agreement, this
time ranging from extremely important to no importance for the 12
statements.
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4.1.4 Importance attached to Course Participation

Table 13

Extent of Importance attached to Course Participation
(Raw Scores by Year Level)
Past Students
Statement

a)

n

=

Third Year
n

21

86 (2)

=

26

106 (2)

Total

Second Year
n

=

29

121 (1)

1

n

=

76

313 (1)

-------------------------------------------------------------------------

b)

79 (3)

98 (4)

117 (2)

294 (3)

-------------------------------------------------------------------------

c)

73 (5)

82 (6)

96 (5)

251 (5)

-------------------------------------------------------------------------

d)

59 (8)

81 (7.5)

83 (8)

223 (8)

-------------------------------------------------------------------------

e)

58 (9)

68 (10)

77 (9.5)

203 (10)

-------------------------------------------------------------------------

f)

87 (1)

99 (3)

115 (3)

301 (2)

-------------------------------------------------------------------------

g)

75 (4)

108 (1)

107 (4)

290 (4)

-------------------------------------------------------------------------

h)

81 (7.5)

53 (10)

77 (9.5)

211 (9)

-------------------------------------------------------------------------

i)

80 (9)

70 (6)

92 (6)

242 (6)

-------------------------------------------------------------------------

j)

87 (5)

62 (7)

91(7)

240 (7)

-------------------------------------------------------------------------

k)

54 (12)

37

50 (11)

141 (12)

-------------------------------------------------------------------------

1)

61 (11)

39 (11)

46 (12)

146

Numbers in parentheses indicate the descending order of scores obtained.
For wording of statements in question

4 see Q3RD (Appendix I).
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As for the analysis for question 3, the arithmetic means and standard
deviations were calculated and are shown in Table 14.

Table 14

Mean and Standard Deviation for statements in Question 4
(Importance attached to the Course)
Statement
a)

Mean

Std. Dev. I Statement

Mean

Std. Dev.

4.065

1.104

3.766

1.180

g)

-------------------------------------------------------------------------

b)

3.805

1.193

h)

2.753

1.248

-------------------------------------------------------------------------

c)

3.247

1.359

i)

3.156

1.204

-------------------------------------------------------------------------

d)
2.896
1.242
j)
3.117
1.158
------------------------------------------------------------------------e)

2.610

1.582

k)

1.831

1)

1.8571.097

1.093

-------------------------------

f)

3.935

1.116

Due to the relatively large standard deviations, some of the statements
could not be separated, although a separation is evident from the raw
score totals, by year levels, shown in Table 13.

After conducting a two-group paired t-test (1-tail), no statistical
significant difference was achieved for statements (a) and (f).
Therefore they are listed below as equal first. Using the same t-test a
significant difference was found between (a) and (b) with a
probability of 0.0373. Further calculations indicated that no difference
existed between (b) and (g), but there was a difference found between
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statements (g) and (c) with p

=

0.0032. Analysis for statements (c), (i)

and (j) found they also should not be separated. Results are listed
below, again with collapsed data that, on this occasion included
important, most important and extremely important percentages
obtained from Table 15.

Table 15

Importance attached to Course

Importance

Statement (Percentages)
a b c d e f g h i

Extremely Imp.

46.8

37.7 25.9 13.0 23.4 41.5 32.5

9.1

j

16.9 14.3

k
2.6

5.2

---------------------------------------------------------------------------

Most Imp.

25.9 25.9 18.2 18.2

5.2

23.4 33.7 19.5 19.5 19.5

5.2

2.6

---------------------------------------------------------------------------

Important

18.2 23.4 24.7 28.6 18.2 24.7 16.9 28.6 33.8 40.3 20.8 18.2

---------------------------------------------------------------------------

Some Imp.

5.2

6.5

18.2 25.9 18.2

5.2

11.7 22.1 20.8 15.6 15.6 24.7

---------------------------------------------------------------------------

No Importance

3.9

6.5

13.0 14.3 35.1

5.2

5.2

20.8

9.1 10.4 55.8 49.4

As a check for response reliability for question 4 (Q3RD) statements
(a) and (f) were devised. It can be seen that although the wording is
slightly different both refer to the usefulness to present and
future/further career. Since results for both are very close, it is
concluded that good response reliability was achieved for this
question.
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=1 (a)

Percentage

Statement

Order

-

The qualification will be useful to improve
my present or future career prospects

=1

(f)

-

-

-

-

-

90.9 (n=70)

89.6 (n=69)

The skills and knowledge gained will give
a better understanding of my work

=2 (g)

-

The skills and knowledge gained will be
useful to my present and further career

=2 (b)

-

-

-

-

87.0 (n=67)

The skills and knowledge gained will
provide personal fulfilment -------83.1 (n64)

=3 (j)

-

The qualification I obtain is seen as a
further credential - - - - - - - - - - - 74.1 (n=57)

=3 (i)

-

My interest in obtaining the qualification
is to pursue a particular career

=3 (c)

-

-----70.3 (n=54)

The qualification I obtain is seen as
'insurance' for a more secure career

-

-

-

68.8 (n=53)

As for the previous question, participants were also asked to rank in
order what he/she considered to be the 6 most important statements.
Sixty nine students responded with results noted in Table 16. When
the assigned values for each of the importance categories were
calculated, the total scores and subsequent group rankings were
achieved as indicated below.
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Table 16

Ranking of Statements for Importance attached to Course
Statement

a b c d e

Ranking
First

(Frequency Counts n

(6)

Second(5)

139

10

f

117

69)

=

g h i

j

k

141

1

1

0

3

0

2

2

1

10

7

5

3

105

3

4

3

0

0

5

4

137

9

3

5

Third

(4)

19

10 7

Fourth

(3)

6

8

153

5

137

2

5

4

0

1

Fifth

(2)

8

8

4

7

5

7

8

8

3

8

1

2

Sixth

(1)

7

116

6

1

8

103

7

6

2

2

Numbers in parentheses indicate values assigned to the order of importance.

The order of the 'top 4' in the above ranking is the same as those
results obtained using the statistical t-test. A minor variation did exist
with statement (e) that noted '[t]his qualification is seen as a necessity
for continuing in my present job'. This statement did not figure earlier
but achieved a sixth rank.
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Although statements (a) and (f) vary in the score achieved, they do
rank first and second. This would further enhance the reliability
achieved earlier in regard to the student responses.

Ranking
1

2

3

Score

Statement
(a) The qualification will be useful to improve
my present or future career. --------

245

(f) The skills and knowledge gained will be
useful to my present and further career.

208

(b) The skills and knowledge gained will give
a better understanding of my work.
-

4

5

-

-

-

-

-

1 95

(g) The skills and knowledge gained will
provide personal fulfilment. - - - - - - - -

186

(c) The qualification I obtain is seen as
'insurance' for a more secure career.

134

-

-

-

-

6

(e) This qualification is seen as a necessity
for continuing in my present job. ------1 24

7

(i) My interest in obtaining the qualification
is to pursue a particular career. ------123

No major differences were found between males and females. Only a
minor variation was revealed, similar to the question on reasons for
enrolling; females placed more emphasis on skills and knowledge
gained to give them a better understanding of their work.
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4.1.5 Change in Motivation
Question 5 asked students (3rd year and past students) if any change
in motivation had occurred during the course of study. The response
for this question is shown in Table 17.

Table 17

Change in Motivation
Year Level
Category
Major Change

-

Past student
Number %
1

3.7

Third Year
Number %
3

14.3

Totals
Number %
4

8.3

----------------------------------------------------------- ---------------

Moderate Change

10

37.0

4

19.0

14

29.2

----------------------------------------------------------- ---------------

Minor Change

2

7.4

1

4.8

3

6.2

----------------------------------------------------------- ---------------

No Change

13

48.2

13

61.9

26

54.2

----------------------------------------------------------- --------------

Uncertain
Totals

1
-

3.7

27

100

0
21

0

1

100 1 48

2.1
100

As an average, 26 respondents representing 54.2% indicated that no
change in motivation had occurred while participating in the course.
However, 21 stated that a change had taken place, with only one
student who was somewhat negative in the attitude taken. This
attitude became one of '[w]ell I've put this much effort in, paid this
much money, I just want to get the b
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y thing finished!' (428).

The other 20 students who indicated that they had experienced a
change in motivation related such changes to be positive. After
reading the responses as to how and why these changes had occurred,
this researcher was able to divide the positive changes into two broad
categories. The two broad categories were:
Increased self-confidence, and
New found purpose to learning.
With the increased confidence category most students related to real
and positive changes in maturity, attitude and pride in their work.
Some examples of typical responses are listed below:
I realised I was capable [of] doing such academic material.
I began to really put more effort into my studies (423).
Since starting the course my teaching skills have
improved. I now want to learn more skills. I now attach
more importance to these skills than I did previously
[This response could also be categorised as a new found
purpose for learning] (324).
Initially I undertook the course to complete the Assoc.
Dip. only, but having completed and passed I feel capable
of continuing on to complete the degree (308).

When asked 'Why have your motives changed?', respondent 408 gave
the following reasons in point form:
Maturity of self.
Change of attitude.
Interest in the subject matter.
Motivation to improve quality of my work.

ED

Under h o w motives changed with regard to the course, the same
student stated the following:
From just churning out assignments to taking pride
in each one I wrote.
An increase in effort into each assignment
---> including choice of subject/analogies, to
grammar correction.
Presentation of work ---> desire for high quality.

In the second broad category, many students indicated that learning
had become more purposeful. While some wrote about a broadened
range of opportunities that the course of study had opened up for
them, others admitted to becoming more focussed on understanding
their current work responsibilities and further studies required to
enhance these, plus future promotion. Some typical response are given
below.
Motivation is more intrinsic, due to being able to put
theory into practice. ...my perspectives and outlook on my
current job are more clear and ordered, largely due to
course (307).
Initially I enrolled to learn better ways of teaching but
now I want to continue to learn about other areas of
interest - e.g. teaching in multicultural context (328).

When asked to state why his/her motives had changed, respondent
414 wrote '[a] greater understanding of the work I was performing',
while under how motives changed with regard to the course the same
student stated '[f]rom securing my position of employment only, to
looking at going on with further studies for promotional purposes.'
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Participant 418 indicated the course had increased his/her whole
outlook and interest, and further stated 'I moved into full-time
training, I achieved well and applied the learning

-

this meant the

course had meaning, applicability.'
One student simply wrote '[b]egan course with thoughts I could be
taught little

-

I was wrong' (421).

Another student (301) elaborated on the new found career
opportunities that came as a result of undertaking a course of study
with ATTET as follows:
I initially commenced the course to add a suitable
qualification that would complement the field I am
working in (in staff development). However, after
completing the Associate Diploma I found my career
prospects were enhanced and as an additional
consequence the scope of career opportunities widened.
This student further stated how the change in motives had occurred:
With the increased scope of career opportunity my
motivation to obtain a suitable qualification has been
replaced with a healthy respect for the importance of the
qualification which has created/generated a greater
interest in what is being taught (301).
A similar response with regard to broadened career prospects came
from another third year student who wrote:
I have started another job which is taking me into other
directions in Adult Education and consequently I can see
a whole range of new opportunities for me with this
particular qualification. I can see the course leading me
into new areas of specialisation and possibly (or probably)
into further study in these specialisations (315).
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In addition to the statements presented in the questionnaires, further
reasons (under ANY OTHER COMMENTS) for undertaking a course
related to its structure.

Apart from previous references made to the course (see pp. 107-110),
reference was also made to the mixed mode presentation of courses.
Respondent 301 wrote:
.that the mode of study by which ATTET is offered has a
significant impact on the stress and motivation levels of
many students. In my opinion the program is a leader in
working with the demands placed upon those of us who
are both employed and have families. It alleviates a
significant amount of stress due to the minimal amount of
disruption it creates to normal work duties. Most
employers & employees would address it [compulsory
attendance in teaching block] as a normal leave request
that duties would be back to normal in a few weeks time.

In summary, it is this researcher's opinion that at least one third of
the participants undertaking a course of study in the vocational
teacher education and adult education programs, have achieved a
heightened awareness for both the need for and usefulness of the
qualifications gained. This awareness has, for many, precipitated a
positive change in self confidence, given a clearer focus for his/her
present work and generally broadened career prospects.
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4.1.6 Further Study
Question 1, Section B asked if students planned to undertake another
course of study after completing this present one. Results are shown in
Table 18.
Table 18
Planned further Course of Study

Category

Year Level

Second Year
Number %

Third Year
Number %

Past Students
Number %

Definitely YES

8

6

11

-

25.8

22.2

52.3

-------------------------------------------------------------------------

Probably Yes

6

19.4

15

55.6

6

28.6

-------------------------------------------------------------------------

12

Uncertain

38.7

4

14.8

3

14.3

-------------------------------------------------------------------------

Probably No

5

16.1

2

7.4

0

0

-------------------------------------------------------------------------

Definitely NO

0

0

0

0

1

4.8

When the data for those participants who answered definitely yes
were collapsed with probably yes, the following results were obtained.
Year

Level

Numbers

Percentages

Second Year

14

45.2

Third Year

21

77.8

Past Students

17

80.9

Less than 50% of second year students indicated that they would
undertake

a further course of
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study. Upon checking

the

written

responses from this group, many appeared to be hesitant and in two
minds whether or not to continue.
A confidence factor was very evident in the responses given, with a
'wait and see' approach, such as '[p]ending how I go at this course'
(230), or '[n]ext year if I can successfully complete this year' (208).
Under the section of 'Any other Comments' some second year students
described their uncertainty with further study. For example,
respondent 242 wrote:
Haven't studied at this level before, so I am taking it
part-time. I'll see how I go regarding further
steady
study.
-

and,
Depending on how I go if things get easier clever
maybe I will undertake further training (207).
-

-

-

[sic]

A total of 18 respondents representing 46% for this question, were
either undertaking, or planned to undertake the Bachelor of Education.
One past student from the ATTET courses had already enrolled in the
Master of Educational Studies, with a further two enrolled in the
Master of Education.

A total of thirteen (33.3%) students had already enrolled for further
studies with an indication that the greater majority would enrol in
1994. In addition to further educational qualifications, other courses
indicated by participants included the Arts, Business and Computing
qualifications. Some students indicated they wished to undertake, or
were undertaking, a course directly related to their work, such as
accounting, correctional services, nursing, or occupational health and
safety.
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A student who had enrolled in a Bachelor of Public Administration
directly after completing a course with ATTET gave his/her reason for
undertaking

the

degree

in

business

quite

candidly,

by

stating

'[b]ecause if I stop studying now, I will never start again!!' (421).

Other reasons given were more specific with particular reference to
career paths, promotion and the importance of a higher qualification,
plus personal satisfaction.

Typical comments in this regard were as follows:
My workplace is supportive, my interest is high, there is
an importance in my workplace & field to have a Masters
qualification... (307).
Application to my work and staff members in area of
study [M Ed.]. Personal satisfaction and desire to go on and
give back some
learn more and apply the learning
findings to others (418).
-

Personal interest, Career needs. Further knowledge and
understanding in my current job (403).

To pursue a particular path in nursing
teach in the area of Women's Health (420).

-

to nurse and

For a career change and because the previous course was
so satisfactory (435).
Job security. Recognition in my work area. To be more
effective. I believe the Department [Correctional Services]
will use this study for its managers (436).
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Another student apparently thought a definite qualification inflation
existed when he/she openly stated '[b]ecause soon a 3 year qual. will
not be enough' (301).

Many students who enter the higher education programs have not
undertaken any serious form of study for some considerable period of
time. This in part, the researcher feels, gives reason for the
apprehensiveness of second year students about the course they have
embarked upon. In addition, previous 'schooling' experiences for some
have not endeared them to pursuing the idea of further studies with
any great deal of confidence. Bad experiences in previous pedagogical
approaches have, for some, left a few scars that they fear may reopen.
This confirmed the perception of the researcher based on prior
counselling sessions with other students from these programs.

No significant difference was found in the percentages of males or
females planning to undertake another course of study after
completing this present course. Males, however, were more certain
about undertaking further study, with 57.7% indicating a definite yes
compared to 37.5 % of females in the same category.

When the 'Uncertain' and 'Probably No' categories for the planned
further study question are collapsed (from Table 18), a marked
decrease from present to past students was obtained as shown in
Table 19.
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Table 19

Planned Further Study by Year Level
Year Level

Second Year

Third Year

Past Students

Category

Number %

Number %

Number %

Uncertain

12

-

38.7

4

14.8

3

14.3

-------------------------------------------------------------------------

Probably No
5
16.1
2
7.4
0
0
------------------------------------------------------------------------Totals

17

54.8

6

22.2

3

14.3

The decrease in planned further study between the year levels is quite
evident in Table 19. Only one past student (see Table 18) indicated
he/she would definitely not continue with any form of study and only
three past students were uncertain.

4.2 Motivational Orientation Categories

In addition to the analysis for the single questionnaires above, the
researcher utilised the findings of other studies conducted (Ball &
Eggins 1989; Harris 1987; Harman et al. 1980; Harnqvist 1978; Meier
1970) in regard to motivational orientations. Using the ranked order
statements from questions 3 and 4 in the single questionnaires and the
results of the pilot study (Appendix X), this researcher was able to
highlight the two distinct motivational orientations of ATTET students.
The instrumental orientation was delineated as the preparation for an
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occupation whereas the expressive orientation was related to personal
development. Results of the participants' motivational orientations are
given in Appendix V. Table 20 indicates the instrumental and
expressive groupings by year levels.

Table 20

Motivational Categories by Year Levels
Category
---------------------------------------------------------

Year Level
Second Year

Instrumental Expressive Ties Unusable
5

18

0

7

n
30

-------------------------------------------------------------------------

Third Year

11

12

3

1

27

-------------------------------------------------------------------------

Past Students
Totals

-

11

6

1

3

21

40

23

4

11

78

At first glance it would appear that students are more instrumentally
motivated and undertake courses for work related reasons rather than
for personal development reasons. While this may very well be the
case, the degree of intensity may not actually be as indicated by the
40-23 result. Unfortunately eleven participants did not answer either
question 3 or 4 and their results were considered unusable.
The final result (had these participants answered both questions)
could be 40-34. In fact six out of seven second year students who
answered only one of the questions had results favouring the
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expressive orientation, with the seventh student not answering either
question. Although it would be true to state that students in this
particular study are generally more instrumental, career-oriented in
the approach to course undertaking, the degree to which they are may
not be as the results indicate in Table 20. While the intensity of
delineation between the two orientations may not be there, the
intensity within each is markedly different. The combined grouping
results (Appendix V) clearly indicates that the highest ranked score
for those students with expressive bias is 10

-

.

The score of 10

indicates the instrumental total and 32 is the expressive score,
indicating that this represents an expressive bias. The same score of
32 for those with an instrumental bias is seen in eighth through to
thirteenth position. Further analysis of these results indicated that
more males achieved a higher instrumental score when compared to
females. This led the researcher to hypothesise that males may be
more instrumentally motivated since the instrumental approach is
more work related, which in the researcher's opinion has been male
dominated in the past.
An inspection of these motivational orientation data gave the following
result.
Male

Female

VA
Instrumental
Orientation

1

Expressive
Orientation

3

X

2

18

21
4

7

16

28

34
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23
n=62

A hasty conclusion may be that indeed males are more instrumentally
motivated. However is this really so and is it significant? In order to
test this theory the non parametric inference test called chi-square
(X 2 ) is used. Chi-square enables the researcher to establish if the
difference in scores obtained are in fact, statistically different. First a
null hypothesis (Ho) was stated as follows:

There is no difference in the motivational orientations between
male and female students undertaking ATTET courses.
To calculate Chi-square (Xt) the following equation is used:
(fo
Xobt

-

fe)

=

fe

where

f o

=

f e

=

CellNo. fo

observed frequency in cells 1, 2, 3 and 4,
expected frequency in cells 1, 2, 3 and 4,
and I is over all the cells.
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=

0.653
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=

0.537
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=
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=

0.911

-

-

-
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------------------------------Z.
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=

I of all cells

=

3.207

Z.
From a statistical table, the critical value for X at the probability level
&
2.
of p = 0.05, was found to be X crit = 3.841. Since X obt = 3.207 and less
than X 2.crit the null hypothesis is not rejected since the result obtained
was not significant. Statistically, there is no difference in the
motivational orientations between male and female students
undertaking ATTET courses.

Further calculations concluded that there was only a significant
difference in the motivational orientations between male and female
students at a probability level of p
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=

0.0736.

4.3 Interview Questionnaire
Analysis of the single questionnaires confirmed that students could be
broadly categorised as either instrumental or as expressive in his/her
motivation for undertaking a course of study. This led the researcher
to hypothesise that students whose motivation were found to be either
highly instrumental or highly expressive in their approach to
undertaking courses would have different perceptions in regard to:
-

-

values students placed on qualifications for themselves, and
what students perceived the value employers placed on such
qualifications to be.

The highest instrumentally and expressively motivated students on
which the hypothesis was based included six respondents from each
category. This represented a natural division by scores (Appendix V,
p. 199). Other natural divisions were not apparent further down,
therefore only sixteen rankings were noted in the combined grouping.
The twelve were interviewed during the month of July, the results of
which are given in Tables 21 and 22.

4.3.1 Section A

-

Individual Value of Qualifications.

For statement 1, it is quite clear that there is a different perception
between the two groups. All instrumentally motivated students agreed
with the statement that, '[m]any jobs that require qualifications do not
really equate with the skills needed to perform at a satisfactory level'.
One instrumental student who strongly agreed

with

the statement

wrote:
Some people that are highly qualified do not necessarily
Can't relate to people
have common sense to go with it
low interpersonal skills (202).
-
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-

An expressive student (243) who disagreed noted that it was '[q]uite
difficult to gauge and generally not gauged all that well'. Another
expressive student, in disagreement with the statement indicated that
'[w]ork is too theory based. Does not work in the real world. Academics
are very naive in regard to the practical requirements and the
application' (312).
Table 21

Value placed on Qualifications, as perceived by Participants,
by Motivational Groups

Statement SA A
I I

Extent of Agreement
N
D

I I I I
E

EE

SD

E EE

-------------------------------------------------------------------------

I
E

I I I
E E E E

I I
E

-------------------------------------------------------------------------

I I I I I
E

EE

I
EE

E

-------------------------------------------------------------------------

I I
EE

I I I I
E E E E

-------------------------------------------------------------------------

I

---

.-

I

I I I I
E E E
III
EE

I
E

E

E
I

E

I
E EE

-------------------------------------------------------------------------

7).

I I I
E EE

I

I I
EEE

I represents Instrumental students and E represents Expressive students.
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There was general agreement by both groups with the second
statement in regard to qualifications increasing the role of merit and
achievement in education. The instrumental student (246) who
strongly agreed with the statement commented on improved
confidence and as a result being able to deal 'with difficult situations
in a confident manner due to knowledge and confidence gained'.
Another instrumentally motivated student (221) thought that '[a]s
education levels go higher your perceived persona changes to a higher
level'. Respondent 413 wrote '[firom personal experience I obtained a
job only due to qualifications achieved. Had an important bearing on
the final outcome'.

Still relating to the second statement, two expressively motivated
students gave the following reasons for their agreement. 'Personally
having qualifications makes me a better teacher for my students

-

therefore valuable in that way' (314).
Societal values are put on qualifications, with higher
qualifications linking to higher levels of intelligence and
achievement (328).

When asked to respond to statement 3, which read 'Education and the
attainment of qualifications produce equality in the process of social
selection', there was a notable difference between the two groups.
Some of the instrumental students' comments included the following:
Preference is given to people that are well qualified.
'Equality' is gained by the qualifications used as an
'evener' (202).
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Once you attain a certain level of education you are at a
level 'equal' to others. Emphasis on the credential creates
perceived equality (221).

While

respondents

202

and

221

agreed

with

the

statement,

respondent 321 disagreed, taking a slightly different view in regard to
perception of equality, noting:
Groups that have different qualifications are perceived to
have a different social standing (themselves) in the
community.

Although an instrumentally motivated past student (413), agreed that
as a general rule qualifications are looked at first, there were
exceptions 'such as colour'.

A typical comment from an expressive student was that '[s]ubtle
discrimination still goes on with male and female'. While the lone
student (319) from this group who agreed with the statement, noted
'[q]ualifications gives an individual a certain worth irrespective of
their social background'.

For statement 4 there was complete agreement between both groups.
All respondents thought that education and the attainment of
qualifications increased opportunities for social mobility. Typical
comments from both the instrumental and expressive groups were:
'[a]ilows you to move from organisation to organisation, permitting you
to increase income which permits you to change social circulation if
you so wish' (321). While there was full agreement to this statement
and an expressive student (328) agreed that it may allow you to mix
124

with people at all social levels, there may also 'be a detachment from
those not studying'.

Five out of the six instrumental students agreed with statement 5 on
qualifications bringing about an increase in earnings. This, from the
researchers point of view, was not surprising, as these students are
typically pragmatic, career-oriented. It can also be seen that there was
not entire agreement between the two groups for this statement. An
expressive student who disagreed, wrote '[j]obs predominantly taken
up by males/females are very different in the rate of pay' (328).
Strong disagreement came from respondent 243 who stated:
Money falls where the market wants it to. For example, in
advertising there is big money but lower qualifications
than compared to someone who has spent years to
become a highly qualified scientist.

Statement 6 required respondents to agree or disagree as to whether
the correlation between qualifications and the rate of income was
equitably expressed for both sexes. The responses varied markedly for
both groups. While for some, in their particular experience, equal work
does mean equal pay, particularly in government departments such as
education, for others, the quality of work made available for females
was not there and a lower rate of income was provided.

Statement 7 has already been dealt with earlier in this chapter (p. 93)
noting that, in this study, there had been a four-fold increase in parttime students over recent years.
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4.3.2 Section B

-

Value placed on Qualifications by

Employers as perceived by Participants.

Table

22

Value placed on Qualifications by Employers, as perceived by
Participants, by Motivational Groups

Statement SA A
Q.1(a)

Extent of Agreement
N
D

I
E E E E

I I

I I I
E

SD

E

-------------------------------------------------------------------------

Q.1(b)

liii
E E E E

I
EE

I

-------------------------------------------------------------------------

Q.2(a)

I
I
EEEEEE

I I I I

-------------------------------------------------------------------------

Q.2(b)

I I
EE

I I I
E E E E

I

-------------------------------------------------------------------------

Q.3

I

I I I

II
EE

EEEE

-------------------------------------------------------------------------

Q.4

111111
E
EE

EEE

-------------------------------------------------------------------------

Q.5

I I
EE

I I I I
E E E

E

I represents Instrumental students and E represents Expressive students.

For statement 1(a) some varying perceptions between the two groups
are noted in regard to employers linking more highly qualified people
with higher productivity.

Due to the distributions that can be seen in
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Table 22,

the

variations cannot

be accepted as significant. Two

expressively motivated students (314 and 328) who agreed with the
statement stated that higher qualification equating to higher
productivity may only be a 'perceived value'.
Respondent 312 linked higher productivity with motivation, giving the
following reasons for agreement:
Qualified people have put the work in. Motivation level is
higher than those without qualifications and definitely
more productive. In fact people gaining qualifications are
even more productive than those who have already
gained them. There is some drop-off in motivation for
those not undertaking studies.

Regarding employers gauging employees as an investment, for
statement 1(b), there was little variation in the responses given. One
expressive student (306), in agreeing, stated, '[q]ualifications can be
useful in advertising oneself (which in turn has) "advertising" value
for employers'. The only student to disagree with the statement wrote
'[n]ot really an "investment" since they may not be very productive
people' (202).

When asked to give reasons for their agreement or disagreement to
statement 2(a) (whether employers gauge employees' qualifications as
attributes that are worth paying for), a distinct difference was found
in the perceptions of the two groups. All expressively motivated
students agreed while four from the instrumental group disagreed.
Respondent 321 gave the reason for disagreeing as '[k]now someone
doing their Masters but their salary is below the Diploma barrier'.
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A second year student (247) elaborated on his/her disagreement with:
Employers should not have to pay for employees' in
regard to courses. If employees want to have
qualifications to get ahead they should pay in case they
'shoot through'.

Expressive respondent 306 reasoned that '[for nothing more than the
statement itself

qualifications and [its] usefulness are worth paying

-

for'. Respondent 319 aligned this statement with 1(a) when stating
that '[s]imilar to 1(a) certain attributes associated with qualifications
are positive for the organisation'. Student 312 noted that for
government departments at least '[s]chemes exist for people

....

to

undertake courses and are encouraged to do so. Costs are reimbursed
upon successful completion'.

Eleven of the twelve students participating in this interview agreed or
strongly agreed with statement 2(b) that qualifications are used, at the
very least, as an initial filtering for short listing employees. An
expressive student (243) thought that qualifications can be both an
advantage

and

a

disadvantage

when

he/she

reasoned

that

'over

qualified' people could be overlooked since it may be that those people
might not stay.

Statement 3 for Section B indicated another distinct difference in the
perceptions

of

the

two

motivational

groups.

The

instrumental

respondents who agreed that employers select employees on social
categories tended to think that '[b]elonging to a particular social group
can have a positive effect' (202), and that '[njame dropping does help,
although it really should not. Being in certain social groups also helps,
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e.g. sporting club's etc' (413). Respondent 246 gave similar reasons for
agreement by stating:
Employers and employees often find 'common ground'
which may be the social group that prospective employee
is in. [For example] Rugby/Football clubs ---> physical
strong approach.

An

opposing

view

came from

respondent 319 who

thought

that

'[e]mployers are more interested in the individual capabilities rather
than their backgrounds i.e. social standing in the community'. This
represented a similar view by another expressively motivated student
who said:
In today's world of high unemployment employers can
pick and choose. Favours for family, friends etc are going
or gone. All employees require qualifications to be
competitive and employers select the best qualified with
little or no regard to social categories (312).

There was also an apparent difference in perceptions with statement
4, regarding qualifications having a status dimension. All six of the
instrumentally motivated students agreed with this statement. Typical
comments for this statement related to differing occupations and how
these may be perceived by society in general. Such comments
included:
Lower levels (trades) persona changes with increase in
qualifications. Expected to act differently once educational
levels increase (221).
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Qualifications do have a status dimension.
e.g. Manager ---> mechanic or repairer ((247).
Many occupations do have distinctions by status or class Doctors
lawyers etc.
Accountants CPA with required
studies (413).
-

-

The only expressive student (319) who agreed with this statement also
gave similar reasons to those above quoting the medical and legal
professions. Comments from those who disagreed that qualifications
have a status dimension took quite a different approach. Respondent
243 said '[m]aybe for some but the majority of employers cannot
afford the luxury of keeping "deadwood". Another agreement was
given as:
Genuine people describe what they actually are but some
people may get carried away and describe themselves by
qualifications (306).

For the last statement in Section B there was almost total agreement
by both groups that the probability of getting a job is directly
correlated with educational qualifications. Some responses linked this
statement with statement 2(b) about qualifications being used more
and more for 'screening' purposes, while others noted the importance
of qualifications in today's economic climate. Both these relationships
were given by respondent 413 who said:
Similar to 2(b). Majority (greater) of cases there is a direct
relationship with qualifications and getting a job
-especially now!
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An expressive student's point of view was:
Dependent on the job, but more and more emphasis is
placed on educational qualifications as compared to
experience. (it's a pre-requisite) (319).

One respondent related his/her comments to teaching when he/she
said '[i]n education (teaching) the particular job is directly linked to
the qualifications you have' (328). A second year student (221) said
that:
True in most instances. Chances of getting a particular job
is increased with good qualifications, although enthusiasm
and personal drive should help.

This 'personal drive' was the main reasoning behind respondent 306
disagreeing with the statement when he/she noted:
Chances may be better if say 500 going for one job, but if
you can do the job and want the job you'll get the job.
Confidence/ assertiveness in the interview.
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4.4 Summary of Findings

A total of 79 students from three different consecutive year levels
undertaking vocational teacher education and adult education courses
participated in this study. This represented an overall response rate of
68.1%. The part-time mode of study for this group of students was
found to have increased significantly from 9.5% to 38.7%, over the
three years (1991 to 1993).

The students' reasons for undertaking courses were found to vary
greatly about motivational orientation. For these reasons, students
were able to be delineated into two broad categories: Instrumental
motivation (utilitarian approach to studies), and Expressive (where
learning is more for its own sake). These results confirmed the
findings from Ball and Eggins (1989); Harris (1987); Meier (1970),
among others. The instrumental motivational orientation was found to
predominate and be more intense.

The three (3) major reasons given by students for enrolling in a course
of study were:

-

-

-

to get the qualification
to be able to do my work better/to be more effective at work, and
for personal fulfilment.
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Both instrumental and expressive reasons are represented, with
instrumental reasoning, '[t]o get the qualification' being the strongest
and a 97% (n

=

76) agreement given to this statement.

While the reasons for entering a course may be for personal reasons,
they do not address the actual usefulness that such a qualification may
present to the individual. Therefore, the question relating to
importance attached to course participation was asked. Such
importance, as perceived

by

the individual students, can still be

represented by the two motivational categories.

The three (3) most important statements for students were:

-

the qualification will be useful to improve my present and
future career plans / the skills and knowledge gained will
be useful to my present and further career

-

the skills and knowledge gained will give a better understanding
of my work, and

-

the skills and knowledge gained will provide personal fulfilment.

Again both instrumental and expressive reasons are represented about
the importance attached to the qualifications. As in the previous
question the first statement was derived from instrumental reasoning,
this time with 56 students (72.7%) which indicated that this was most
important or extremely important.
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A total of 21 (third year and past students) indicated that a change in
motivation had occurred during study undertaken, with 20 of these
students changing in more positive directions. From the statements
given on how and why these changes in motivation had occurred, this
researcher was able to categorise such statements into two main areas.
One area was due to a heightened awareness of one's own abilities
leading to a greater self-confidence, and the other area related to the
applicability of studies undertaken giving a new sense of direction and
purpose.
From the results obtained regarding planned further study, it would
appear that there was much uncertainty with the second year
students. Many adopted a 'wait and see' approach, mainly due to
uncertainties of what the course would entail and a lack of confidence
in his/her own abilities. These uncertainties gradually seemed to
diminish (as mentioned above) with positive changes in motivation
from the third year students and past students.
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CHAPTER 5

DISCUSSION AND RECOMMENDATIONS

It was the researcher's intention in this study to investigate the
reasons why students entered the vocational teacher education and
adult education courses, the students' perceptions of importance placed
on gaining qualifications, and the changes in student motivation that
may have occurred during their studies. From this it was reasoned that
particular motivational orientations of students would be identified.
This, in turn, could lead to students' perceptions being identified
regarding the value such qualifications have for themselves, and their
perceptions of the value employers place on such qualifications.
The questions this researcher set out to answer in this study were:
Q.l) Why do students undertake courses in vocational teacher
education or adult education?
What motivates students to pursue credentials gained from
these courses?
What importance do students attach to the attainment of
such credentials?
What is the relative value of the credential gained, as
perceived by participants, in courses undertaken?
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Q.5)

What value, as perceived by participants, do employers place
on such credentials attained in courses undertaken?

This chapter will discuss the above questions separately, although it is
inevitable that some overlap occurs during discussion of the questions.

5.1 Why do students undertake courses in vocational
teacher education or adult education?
From questionnaires presented to students, it was evident that the
main reason students entered a course of study was to get the
qualification and do their work with greater effectiveness. This, in the
researcher's opinion, indicated that the particular studies undertaken
represented, for the majority, an integral part of the relationship such
studies have with their present employment or future prospects. It
was apparent that students were aware of the need to upgrade
qualifications in the teaching profession.
Many students realised that the relationship between education and
work had changed dramatically in recent years. This change, coupled
with a long-term decline in the number of full-time jobs, has escalated
the need for people to have better educational qualifications
(credentials). Changed circumstance has meant that upgrading of
teaching qualifications also needs to be seen in a new light. Melbourne
and Deakin universities are in the process of addressing the
aforementioned need (see pp. 41-42). Continued career advancement
has become increasingly difficult for those people without updated
credentials (see p. 51). In other words, education has had an increased
relevance and importance to the world of work.
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5.2

What motivates students to pursue credentials gained
from these courses?

Houle (1982) stated that '[a] motive is an inciting cause which helps to
determine

an

individual's

choice

of

an

objective

and

his

[her]

behaviour in seeking it' (p. 138). He further noted that in any learning
process it would be possible to ascertain many motivating factors for
adults to undertake various courses and that some motives are
stronger than others.

It was, in part, the intention of this researcher to identify students
who exhibited the two most common motivational orientations
referred to in the literature. This was achieved and confirmed the
findings from previous studies (see pp. 73-75). Simply because a
student was able to be categorised as instrumental or expressive in
their motivational orientation in this study (see pp. 116-117), it would
not necessarily follow that for every undertaking the student
participates in, the motivation for doing so would remain the same.
Motivation is situational and therefore may differ from one particular
situation or undertaking to another. The type of motivation 'is a matter
of providing the proper match between situation and person' (Maehr
1974, p. 49). This 'proper match' should also take into account the
individual's early environment and prior learning experiences.

The continuum of motive orientation (see p. 75) also is situational and
can be likened to Maslow's needs hierarchy. The motive continuum
should not be seen as an instrumental or expressive dichotomy but as
being integrative, as the levels of needs are hierarchically integrated.
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Lower-order and higher-order levels in Maslow's hierarchy of needs,
as well as instrumental and expressive motivational orientations are
not dichotomous or mutually exclusive. The type of motivation
exhibited by an individual is based on what Maehr (1974) referred to
as 'situation dependent' and Maslow (1968) noted as the 'role of the
environment'.

These above factors are the determinants that motivate individuals. In
a seeming paradox, similar factors may evoke an intrinsic or
expressive reaction in one person and an extrinsic or instrumental
reaction in another. Maslow (1968) stated:
Each person's inner nature has some characteristics which
all other selves have (species-wide) and some which are
unique to the person (idiosyncratic) (p. 191).
Basic physiological needs and safety needs (lower-order levels) are
able to be gratified 'by things external to the individual (wages,
working conditions, security of employment and the like)' (Sherry,
1989, p. 18). The inner nature characteristics to internalise these
lower-order needs, according to Maslow (1968) were 'instinctoid', and,
as such, individuals behaved similarly to achieve these needs. Social,
esteem and self-actualisation needs (higher-order levels) were where
people behaved idiosyncratically since such needs could only 'be
satisfied by things internal to the individual' (Sherry, 1989, p. 18).
Such are the intricacies of motivation.
Besides environment and prior learning, other factors are the dramatic
changes in technological developments as well as the increased
competitiveness for jobs. Although improved educational credentials
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no longer guarantee access to good jobs, most people realise the
importance such credentials have as selection criteria for employment.

5.3

What importance do students attach to the attainment
of such credentials?

The greatest importance attached to the attainment of credentials was
related to the more instrumental, career connected reasons. This did
not mean that undertaking a course of study to become qualified
served only as a certifying function in which the personal skill and
knowledge development were

being discounted as

being of

importance. Although a significant difference was found

little

to exist

between the major instrumental statements and the major expressive
statements, both
slightly

more

were strongly represented. One student who was
instrumental

in

approach

to

study

perhaps

best

summarised this representation by:
This course of study has been invaluable. I have been able
to use much of what I have learned. The qualification has
certainly enhanced any career furtherance (sic) prospects
(424).
In this particular study it was found that credence was given to the
importance of the qualification received, but certainly not at the
expense of the skills and knowledge gained during study.
Nevertheless, the 'positivist' approach expressed as 'instrumental
action' (Harris 1987, p. 130) was, overall, the predominant orientation
of students in regard to their studies.
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Related to the importance attached to credentials is the value placed
on credentials. The next section deals with the individual value of
credentials according to the two distinct motivational groups
identified.

5 4
.

What

is the relative

perceived
From

seven

by

value of

participants,

statements

presented

the credential

gained, as

in

courses

undertaken?

to

students

concerning

the

individual value of credentials (Appendix IV), three were found to be
significantly different from a specific motivational orientation
perspective. These are discussed below.

For statement one, all the instrumentally motivated students agreed
with Hesburgh et al. (1973), in that the qualification requirements for
many jobs do not correlate with the skills to enable individuals to
perform their duties satisfactorily. This may indicate that many
students would believe that qualifications are in an inflationary mode,
making it imperative to update one's qualifications and skills. This
confirms findings referred to in the literature (see p. 43 and p. 47).
Another significant distinction between the two motivational groups
occurred with the third statement. Five of the six instrumental
students, according to their perception, agreed that education and the
attainment of qualifications does produce equality in the process of
social selection. Family connections and wealth, according to this group,
may not play a prominent part in obtaining a job as it had in the past.
This perception did not correlate with findings noted in the literature
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(pp. 49-50). A disclaimer, however, was placed on this perception by
several students. According to some students from both groups there
were still subtle discriminations with gender and 'race'. Gender
discrimination as noted in the literature (see p. 71) was confirmed by
students participating in this study, particularly in private enterprise.
Some distinction can also be seen with statement 5. While there were
no disagreements by the instrumental students, some expressive
students did not agree with the attainment of qualifications bringing
about increased earnings. Although the vehicle to test the hypothesis
for this study made no provision to note the particular place of
employment for each participant, it may have been interesting to
ascertain if those who agreed were employed by government
departments. It is the researcher's opinion that government
departments have more stringent requirements in place related to the
need for qualifications for career advancement. Once qualifications
have been obtained, an increase in earnings would follow, or at the
very least, improved the opportunities for an increase in earnings to
occur.
While the foregoing has concentrated on the distinctions between the
motivational groups, there was also strong agreement in their
responses to some statements. The majority of students agreed with
Abrahart (1985) that improved credentials still cause an improved
opportunity for increased earnings. There was also very strong
agreement by both groups that credentials improved individual worth,
even though this may be through a perceived change in the public
image of an individual. Resulting from this, the researcher speculates
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that individuals perceived they were able to realise a greater mobility
in their work as well as in social levels.
It is the researcher's opinion that students have become increasingly
aware of the value credentials have, not just for themselves, but also
for employers.

5.5

What value, as perceived by participants, do
employers place on such credentials attained
in courses undertaken?

From the seven statements presented to the participants in this
section, three were found to be significantly different between the two
motivational orientation groups. These statements were 2(a), 3 and 4,
which are discussed below.
For statement 2(a) all six expressive students, on this occasion, agreed,
with only one agreement from an instrumental student. This result
was contrary to what this researcher anticipated. The researcher
believed the instrumental students (being more career-oriented) may
have agreed that employers gauge employees' qualifications as
attributes worth paying for. Even though members of this particular
group were utilitarian in their approach to studies in order 'to get the
qualification', it seemed there was some scepticism regarding the
perceived value employers placed on such qualifications.
A strong difference in perception between the two groups was evident
with statement 3. The statement resulted in four agreements from the
expressive group and four disagreements from the instrumental group,
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with two students from each opting for a neutral stance. The
scepticism that was believed to exist with some of the instrumental
students regarding statement 2(a) above, could also be evident here.
The majority of these students agreed that employers do indeed select
prospective employees on social categories as noted in the literature
by Williams (see p. 54). The 'old school tie', or belonging to social and
sporting clubs was considered to be a very important ingredient for
most instrumentalists. On the other hand, the majority of expressive
students took a more philosophical approach stating that in today's
economic climate employers were more interested in the best qualified
applicants. It could also follow that if a prospective employee had good
qualifications as well as good social or sporting connections, such
applicants should be very favourably considered for a position
compared to someone having only one of these dimensions.
Statement 4 also resulted in a significant distinction between the two
groups with all instrumental respondents agreeing that qualifications
do have a status dimension and can close occupations in class terms as
noted in the literature (see

p. 56). All students, including the

expressive student who agreed with this statement, related their
comments to various occupations. Trades persons were perceived as
being at a lower level, but their 'acceptability' as a person (persona
grata) would change with the gaining of qualifications, allowing them
to mix with the 'higher' levels.
Rightly or wrongly, the perception of instrumental students
interviewed was that people are looked at differently if they obtain a
higher level of education and subsequent qualification.
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While there were general agreements with some statements and
definite distinctions between the motivational groups for statements
noted above, the strongest agreement was found to be with
qualifications being used for screening purposes. This confirmed
findings from many studies over the last 25 years (see pp. 54-55).
Since the screening theory places little relevance on the content of
education, with credentials being a surrogate for the more intrinsic
qualities of learning (Marginson 1993b), the emphasis that is placed on
credentja1 heconics a malter of conccrn

If simply the attainment of credentials becomes the major factor in
undertaking an educational course, than 'many of its longer term
academic benefits are lost' (Marginson 1993b, p. 22).

Although this researcher has shown that in this study there were two
distinct motivational categories of participant and both are strongly
represented, the most dominant category comprises those people who
are instrumentally motivated. This would lead this researcher to
believe that, from this study, the reason for gaining qualifications is
more of a paper chase, rather than for self fulfilment.
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5.6

Recommendations

It becomes important for all providers of vocational teacher education
and adult education to encourage students to engage seriously in
learning and not to simply serve time to gain credentials. The latter
has a very narrow 'means to an end' focus and does not equate with
achieving an educated workforce. The former involves a wider
humanistic perspective and entails the broader economic role of
education. Many of the great thinkers since Aristotle have affirmed
the existential principles of humanistic education. Patterson (1973)
identifies two major principles inherited from earlier educators:
(1) the purpose of education is to develop the potentials
all the potentials
of people as a whole; (2) the essential
method for achieving this is the providing of a good
human relationship between the teacher and the student
(in Elias & Merriam, 1980, p. 113).

-

-

In order to provide 'a good human relationship' and for fundamental
learning to occur, it is the researcher's opinion that lecturers need to
have a greater understanding of their students' motivational
characteristics. It is also this researcher's opinion that the provision of
knowledge for greater understanding can, and should, be achieved in a
systematic, researched manner.
Although lecturers realise the value of such knowledge, it is argued
that this, for many, has a surface value. It is further argued that for
effective fundamental learning to occur this knowledge should be
deeper, since a fundamental lack of what motivates gives way to an
entrenchment of the more behaviouristic approaches to learning. This
approach is also dichotomous of means versus ends.
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Elias and Merriam (1980, P. 115) wrote that, 'behaviourists are more
concerned with the means of changing behavior; humanists emphasize
the ends towards which change should be directed'.

Lecturers should know about their students

-

their prior knowledge,

their social and personal preferences, their goals and motivational
characteristics. To achieve this, the following recommendation is made.
Recommendation 1
Lecturers should have prior knowledge of students to
ascertain the features influencing students' attitudes,
motivational structures and cognitive skills (with normal
provisions for security of student information applying). This
information needs to be available along with normal
demographic characteristics and personal details required on
course entry. One method of gaining such information could
be by a questionnaire to be devised and administered to each
new intake of students.
This questionnaire then forms the basis for a Comprehensive
Student Profile (CSP).

It has been shown previously that many changes have occurred due to
accelerated technological advancements and continued change in work
organisation patterns. As a result a vastly different body of students
now

undertakes

vocational

teacher education

and

adult education

courses. A striking example of this change in the students' profiles was
found with the participants in this study (see p. 5).

The researcher considers it important to be able to 'track' these
changes to deliver the best possible programs by making appropriate
adjustments to the content of course units. Adjustments to the content
of course units would parallel changing needs, giving greater relevance
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to students and heightening their motivation. What Maslow (1968)
termed 'seif-actualisation', Rogers (1969) called 'fully functioning'.
Both theorists saw education as a means of achieving this need as an
essential ingredient.
The goal of education according to Maslow is selfactualisation, or 'helping the person to become the best
that she/he is able to become'. Educationists should think
in terms of bringing about intrinsic rather than extrinsic
learning- 'that is, learning to be a human being in general,
and second, learning to be this particular human being' (in
Elias & Merriam, 1980, p. 123).

To promote personal growth and development, which is the goal of
humanistic philosophy in the educational process, lecturers must have
a thorough knowledge of their students. In addition to the
development of the 'new intake' Comprehensive Student Profile (CSP),
it would be advantageous for lecturing staff to keep abreast of the
changes that may occur as students progress through their course of
study. Such changes, whether they be in motivation due to
environmental factors or changed circumstances in employment,
would be obtained from continuing students. This information would
allow staff to keep an up-to-date register for the CSP, allowing finetuning of course units to be achieved with greater knowledge and
conviction. This up-to-date information may also highlight other
concerns such as students at risk, thus allowing effective counselling.
Recommendation 2
An updated Student Profile questionnaire should be devised
and administered to all continuing students, with the
appropriate data changes (if any) added to the 'new intake'
Comprehensive Student Profile (CSP).
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In order for recommendations 1 and 2 to be fully effective, a staff
member in each faculty or department (lecturer or administration
staff) should be responsible for collection and analysis of data.
Recommendation 3
A staff member should be made responsible for the collection
and analysis of data and results made available to the
appropriate lecturing staff (on a confidential basis), to gain a
clearer understanding of students' changed circumstances
and use such knowledge for the betterment of the teachinglearning process.

Continual adjustments need to be made to courses to suit the body of
students who have had quite dramatic changes in their profiles,
especially over recent years. Lecturers have to respect that adult
students themselves have a lot to give. True adult learning will not
take place if lecturers simply become information givers. The
lecturer's role should be one of a facilitator in the learning process,
able to create the conditions that allow a learning environment to be
established. For some lecturers this presents a difficulty, since they
need to relinquish 'traditional' authority; some may fear that this will
lead to lack of control of the situation and content of the course
required to be covered. It is argued that lack of control, as such, will
not move a body of adult students to doing what they want without
regard to the subject's educational objectives and content. Quite the
contrary, the educational objectives and subject content become the
vehicle to achieve humanistic goals, and are not ends in themselves. A
true learning environment, where the wealth of an adult student's
knowledge and experiences are used within the educative process, is
uplifting. Creation of such a setting is purposeful, has meaning for
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students, and becomes a powerful motivating force for significant
learning to take place. It becomes a valued learning climate for both
students and the facilitator. It is important to place more emphasis on
drawing out the vast body of knowledge and experiences from
students in a 'class setting'. Equally important is that teaching staff to
use this knowledge to organise and facilitate the integration of such
knowledge into an active and valued learning environment.

Recommendation 4
Lecturing staff should concentrate on what intrinsically
motivates students, when presenting subject materials. More
emphasis should be placed on using the knowledge and
experiences that students possess, integrating these into
modified lectures, tutorials and workshops presented.

Individuals are more motivated to uphold a decision if they have had
input into the original decision-making process. Similarly, students are
more motivated if their knowledge is used in the educative process. In
both cases esteem needs are gratified and, as a consequence,
motivation is more likely to be intrinsic as opposed to extrinsic.
Intrinsic motivation above all other characteristics of humanistic
philosophy of education is eminently valued in an adult learning
climate.

Along with using students' knowledge and experiences in the teachinglearning process, tailoring programs that allow students to make a
meaningful contribution could be beneficial. A way to achieve this may
be to allow a greater involvement of past and present students in
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program planning and course reviews. Such involvement may also
achieve greater meaning and effectiveness of programs. Programs that
are more tailored to students' needs would create a more fruitful
exchange of knowledge, stimulate interaction with new ideas and fresh
understanding, instead of programs being something students just go
through to get the credential.

Recommendation

5

Past and present students should be involved in program
planning and course reviews as required. Student
representatives attend committee meetings when such
planning and reviews are agenda items.

The idiosyncrasies of individuals may never make it possible to depict
human behaviour to any exacting degree. Maslow's hierarchical needs
theory, however, provides a useful basis for understanding human
behaviour a little better. It also provides a framework for designing
strategies in motivating students as well as the lecturers.

It is this researcher's opinion that there should be a movement in the
basic motivational ideology. This movement should be from the more
extrinsic motivators towards the more intrinsic. 'Donald is right when
he argues that education should enable people "to act more
autonomously and reflectively in a changing labour market"
(Marginson 1993b, p. 247).
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APPENDIX I
QUESTIONNAIRE

Q3RD
Questionnaire administered to Third Year Students

[weirli

-

Dear Student,
I am writing to ask you to participate in a survey of students undertaking the
Adult, Technical Teacher Education and Training (AUET) courses.
In this survey I am seeking information on students' reasons for entering
ATTET programs. I would like to know why you enrolled for the course, the
importance you place on the qualification, plus the skills and knowledge you
are gaining. It is hoped the information you give will provide new insights into
the perceptions of students about:
-

-

-

their reasons for entering courses,
what changes (if any) have occurred with motivation, and
if the qualification undertaken serves only as a certifying function
in which the skill and knowledge development are being
discounted as being of lesser importance.

The questionnaire is six (6) pages in length but you will find most sections
easy to answer by circling a number or placing a tick (J) in a box. I hope you will
answer the questionnaire as honestly, accurately and completely as possible.
Please return by 19 March to Erik. van 't Hag or Education Faculty office.
Your response will be STRICTLY CONFIDENTIAL. Your name is not
required and for further protection of anonymity, number codes will be used.
Only the researcher will have access to coding information.
Thank you, in anticipation, of your time and help.
Yours sincerely,

Erik van t Hag
Faculty of Education,
Northern Territory University.
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(Q3RD)

Section A

1. What is the title of the course you are enrolled in?

Are you a full-time or a part-time student?
Full-time

1:1

Part-time

Why did you enrol in this course?
For the brief statements below indicate, by ticking () the
appropriate box the extent of your agreement.
SA =
Strongly Agree
A =
Agree
NA =
Not Applicable
D =
Disagree
SD =
Strongly Disagree
I have enrolled in this course:

SA

a)

FOR PERSONAL FIJLHLMENT

h)

FOR PROMOTION IN MY PRESENT JOB

A NA D

SD

TO GET THE QUALIFICATION ------TO OBTAIN AN INCREMENT IN PAY

-

FOR PERSONAL PRESTIGE
TO BE ABLE TO DO MY WORK BEtTER

-

TO GET A BETTER JOB
Ii)

FOR RECOGNITION IN MY WORK

i)

FOR THE ECONOMIC REWARDS -----

j)

FOR JOB SECURITY

L)

TO BE MORE EFFECTIVE AT WORK

I)

TO MATCH RESPONSIBILITY AT WORK
WITH AN APPROVED QUALIFICATION

- -

-

OTHER! (SPECIFY)

Please now rank in order the 6 Most important statements above. A
box is provided on the right-hand side for this purpose.
Number I will be the MOST important.
S.

4)

Below are statements relating to the importance you attach to
the course. Please circle one number, from 1 to 5, for each
statement.
The ranking of each number is given below.
1
2
3
4
5

- -

- -

--

- -

--

EXTREMELY IMPORTANT
MOST IMPORTANT
IMPORTANT
SOME IMPORTANCE
NO IMPORTANCE

The box on the R H S is
for you to rank in order
your 6 MOST important.
Number 1 being the
MOST important I

The qualification will be useful to improve
my present or future career prospects.

----

The skills and knowledge gained will
give a better understanding of my work.

-

The qualification I obtain is seen as
insurance' for a more secure career.

-

1234 5
1234 5
1234 5

The qualification I obtain will be
a recognition of my ability. ---------------1 2 3 4 5
This qualification is seen as a necessity
for continuing in my present job. ----------1 2 3 4 5
The skills and knowledge gained will be
useful to my present and further career.

-

1234 5

The skills and knowledge gained
will provide personal fulfilment. ----------1 2 3 4 5
The skills and knowledge gained are a
'bargaining chip' to further my career.
1)

---

1234 5

My interest in obtaining the qualification
is to pursue a particular career. ----------1 2 3 4 5
The qualification I obtain is seen
as a further credential. -------------------1 2 3 4 5
I did well in previous studies and it
seemed like a natural progression. --------1 2 3 4 5

1)

Career prospects are enhanced by the
number of 'letters' I have after my name.
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-

1234 5

E]

Have your motives with regard to the course
changed in any way since you first enrolled in the
course? Please tick (SI) the appropriate box below.
Major Change
Moderate Change
Minor Change
No Change
Uncertain
-------------------------------------------------------------------------

If you answered No Change or Uncertain please go to Section B.
If you answered Major Change, Moderate Change or Minor Change
please complete the questions below before going to Section B.

Why have your motives changed? (State major reasons)

7)

How have your motives changed with regard to the
course?

170

Section B
Do you plan to undertake another course of study
after completing this present course?
Please tick ('I) the appropriate box below.
Definitely YES

0 Probably Yes

Uncertain

1-1 Probably No

Definitely NO

-------------------------------------------------------------------------

If you answered 'Definitely YES' or 'Probably Yes' please complete the
questions below. If you ticked any box there is an opportunity on the
last page of this questionnaire for any further comments you might
like to make.
What other course do you intend to undertake?

When do you intend to undertake this course?
(Approximate year)
Why do you intend to undertake another course of
study?
(Please detail some of the major reasons)
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ANY OTHER COMMENTS?

Thank you for your valuable assistance
Your time and effort is greatly appreciated
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APPENDIX II
QUESTIONNAIRE

-

Q2ND

Questionnaire administered to Second Year Students

173

Dear Student,
I am writing to ask you to participate in a survey of students undertaking the
Adult, Technical Teacher Education and Training (AUET) courses.
In this survey I am seeking information on students' reasons for entering
ATTET programs. I would like to know why you enrolled for the course, the
importance you place on the qualification, plus the skills and knowledge you
are gaining. It is hoped the information you give will provide new insights into
the perceptions of students about:
-

-

their reasons for entering courses, and
if the qualification undertaken serves only as a certifying function
in which the skill and knowledge development are being
discounted as being of lesser importance.

The questionnaire is six (6) pages in length but you will find most sections
easy to answer by circling a number or placing a tick ("I) in a box. I hope you will
answer the questionnaire as honestly, accurately and completely as possible.
Please return by 19 March to Erik. van 't Hag or Education Faculty office.
Your response will be STRICTLY CONFIDENTIAL. Your name is not
required and for further protection of anonymity, number codes will be used.
Only the researcher will have access to coding information.
Thank you, in anticipation, of your time and help.

Yours sincerely,

Erik van t Hag
Faculty of Education,
Northern Territory University.
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(Q2ND)

Section A In this section you are asked to respond to questions
relating to your previous highest qualification.
I) What

is

your highest present qualification?

When did you obtain this qualification?

Where did you obtain this qualification?

Why did you obtain this qualification? (Major

reasons)

-------------------------------------------------------------------------

Section B

This section relates to the course you have now
enrolled in at the Northern Territory University.

1. What is the title of the course you are enrolled in?
Please tick (J) the appropriate box
Vocational Program

Adult Program

Assoc. Diploma of Education

Assoc. Diploma of Education

Bachelor of Teaching

Bachelor of Teaching

Grad. Diploma in Education

Grad. Diploma in Education

Other (Please specify)

2) Are you a full-time or a part-time student?
Full-time

LII
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Part-time

3)

Why did you enrol in this course?
For the brief statements below indicate, by ticking
appropriate box the extent of your agreement.
SA
A
NA

=

D
SD

=

=
=

=

0)

the

Strongly Agree
Agree
Not Applicable
Disagree
Strongly Disagree

SA

I have enrolled in this course:
a)

FOR PERSONAL FULFILMENT

h)

FOR PROMOTION IN MY PRESENT JOB

A NA D

SD

-

TO GET THE QUALIFICATION --------TO OBTAIN AN INCREMENT IN PAY

-

e)

FOR PERSONAL PRESTIGE

1)

TO BE ABLE TO DO MY WORK BE'FIER

g)

TO GET A BE'lTER JOB

Ii)

FOR RECOGNITION IN MY WORK

1)

FOR THE ECONOMIC REWARDS ------

I)

FOR JOB SECURITY

k)

TO BE MORE EFFECTIVE AT WORK

I

TO MATCH RESPONSIBILITY AT WORK
WITH AN APPROVED QUALIFICATION

-

- - -

---

OTHER! (SPECIFY)

Please now rank in order the 6 Most important statements above.
A box is provided on the right-hand side for this purpose.
Number I will be the MOST important.
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4) Below are statements relating to the importance you attach to
the course. Please circle one number, from 1 to 5, for each
The ranking of each number is given below.
statement.
I
2
3
4
5

- -

- -

--

--

--

The box on the R H S is
for you to rank in order
your 6 MOST important.
Number 1 being the
MOST important I

EXTREMELY IMPORTANT
MOST IMPORTANT
IMPORTANT
SOME IMPORTANCE
NO IMPORTANCE

The qualification will be useful to improve
my present or future career prospects.

----

The skills and knowledge gained will
give a better understanding of my work.

-

-

1234 5
1234 5

The qualification I obtain is seen as
'insurance' for a more secure career. ------1 2 3 4 5
The qualification I obtain will be
a recognition of my ability. ----------------1 2 3 4 5
This qualification is seen as a necessity
for continuing in my present job. -----------1 2 3 4 5
The skills and knowledge gained will be
useful to my present and further career.

-

-

1234 5

The skills and knowledge gained
will provide personal fulfilment. -----------1 2 3 4 5
The skills and knowledge gained are a
'bargaining chip' to further my career.

----

1234 5

My interest in obtaining the qualification
is to pursue a particular career. -----------1 2 3 4 5
The qualification I obtain is seen
as a further credential. ---------------------1 2 3 4 5
I did well in previous studies and it
seemed like a natural progression. ---------1 2 3 4 5
1)

Career prospects are enhanced by the
number of 'letters' I have after my name.
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-

-

12345

Section C
Do you plan to undertake a further course of study?
Please tick (J) the appropriate box below.

LIII

Definitely YES

[II]

Probably Yes

Uncertain

D

Probably No

LII

Definitely NO

-------------------------------------------------------------------------

If you answered 'Definitely YES' or 'Probably Yes' could you please
complete the questions below.
If you ticked any box there is an
opportunity on the last page of this questionnaire for any further
comments you might like to make.
What further course do you intend to undertake?

When do you intend to undertake this course of
study?

Where do you intend to undertake this course of
study?

Why do you intend to undertake this further course
of study? (Please detail some of the major reasons)
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ANY OTHER COMMENTS?

Thank you for your valuable assistance
Your time and effort is greatly appreciated
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APPENDIX III
QUESTIONNAIRE
QPS
Questionnaire administered to Past Students
-

Dear
I am writing to ask you to participate in a survey of students undertaking the
Adult, Technical Teacher Education and Training (ATTET) courses.
In this survey I am seeking information on students' reasons for entering
ATTET programs. I would like to know why you enrolled for the course, the
importance you place on the qualification, plus the skills and knowledge you
are gaining. It is hoped the information you give will provide new insights into
the perceptions of students about:
-

-

-

their reasons for entering courses,
what changes (if any) have occurred with motivation, and
if the qualification undertaken serves only as a certifying function
in which the skill and knowledge development are being
discounted as being of lesser importance.

The questionnaire is six (6) pages in length but you will find most sections
easy to answer by circling a number or placing a tick ("I) in a box. I hope you will
answer the questionnaire as honestly, accurately and completely as possible.
Please return by
to Erik. van 't Hag or Education Faculty office.
Your response will be STRICTLY CONFIDENTIAL. Your name is not
required and for further protection of anonymity, number codes will be used.
Only the researcher will have access to coding information.
Thank you, in anticipation, of your time and help.
Yours sincerely,

Erik van t Hag
Faculty of Education,
Northern Territory University.
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(QPS) Section A
I) What was the title of the course you were enrolled
in at the Northern Territory University?

--------------------------------------------------How did you undertake the study for this course?

Eli

Full-time

[I]

Part-time

Why did you enrol for this course?
For the brief statements below indicate, by ticking
appropriate box the extent of your agreement.
SA =
Strongly Agree
A =
Agree
NA =
Not Applicable
D =
Disagree
SD =
Strongly Disagree
I enrolled in this course:
a

)

FOR PERSONAL F

h)

FOR PROMOTION

SA

(i)

A NA D

the

SD

TOGETTHEQUAI
TO OBTAIN AN Ir
FOR PERSONAL P
I) TOBEABLETOD
g)

TOGETABE1TER

)

FOR RECOGNITIC

h

FOR THE ECONO
FOR JOB SECURI1
TO BE MORE EFFE
TO MATCH RESP(
WITH AN APPRO
OTHER? (SPECIFY)

Please now rank in order the 6 Most important statements above.
A box is provided on the right-hand side for this purpose.
Number 1 will be the MOST important.
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4) Below are statements relating to the importance you attached
to the course. Please circle one number, from 1 to 5, for each
statement.
The ranking of each number is given below.
1
2
3
4
5

- -

--

--

--

--

EXTREMELY IMPORTANT
MOST IMPORTANT
IMPORTANT
SOME IMPORTANCE
NO IMPORTANCE

The qualification was useful to improve
my present or future career prospects.
The skills and knowledge gained gave
me a better understanding of my work.

The box on the R H S is
for you to rank in order
your 6 MOST important.
Number 1 being the
MOST important
I

----

----

1234 5

1234 5

The qualification I obtained was seen as
'insurance' for a more secure career. ------1 2 3 4 5
The qualification I obtained was
a recognition of my ability. ---------------1 2 3 4 5
This qualification was seen as a necessity
for continuing in my present job. ----------1 2 3 4 5
The skills and knowledge gained were
useful to my present and further career.
The skills and knowledge gained
provided a personal fulfilment.

-

----------

The skills and knowledge gained were a
'bargaining chip' to further my career.

-

-

-

1234 5
1 2 3 4 5

1 2 3 4 5

My interest in obtaining the qualification
was to pursue a particular career. --------

1 2 3 4 5

The qualification I obtained was seen
as a further credential. --------------------

1 2 3 4 5

I did well in previous studies and it
seemed like a natural progression. --------1 2 3 4 5
1)

Career prospects were enhanced by the
number of 'letters' I have after my name.
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-

1234 5

5)

Did your motives with regard to the course change in
any way since you first enrolled in the course?
Please tick (i) the appropriate box below.
Major Change
Moderate

Change

Minor Change
No Change
Uncertain
-------------------------------------------------------------------------

If you answered No Change or Uncertain please go to Section B.
If you answered Major Change, Moderate Change or Minor Change
please complete the questions below before going to Section B.

Why did your motives changed?

(State major reasons)

-------------

--------------------

How did your motives change with regard to the course?

Section B
I ) Do you plan to undertake a further course of study?
Please tick (I) the appropriate box below.
Definitely YES

Eli
LII

Probably Yes

Uncertain

Probably No

Definitely NO

NOTE: If you already are undertaking a course of study
please tick the box and answer the following
I
questions as if they related to the course of study

1

----------------------------------------------------------

If you answered 'Definitely YES' or 'Probably Yes' could please
complete the questions below.
If you ticked any box there is an
opportunity on the last page of this questionnaire for any further
comments you might like to make.
What further course do you intend to undertake?

When do you intend to undertake this course of
study?

Where do you intend to undertake this course of
study?

Why do you intend to undertake this further course
of study?
(Please detail some of the major reasons)
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ANY OTHER COMMENTS?

Thank you for your valuable assistance
Your time and effort is greatly appreciated

MM

APPENDIX IV
INTERVIEW QUESTIONNAIRE FORMAT
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INTER VIEW QUESTIONNAIRE
Salutation
Good morning/Good afternoon, my name is Erik van 't Hag. I would
like to interview you about your opinions in regard to:
-

-

the value you place on qualifications undertaken/gained in the
ATTET courses, and
your perception of the value employers place on such
qualifications.

This interview will not take long, perhaps 20-30 minutes. If it is not
convenient to see you now I could make an appointment for a more
convenient time.
Purpose of the Interview
This Interview Questionnaire is a direct follow-up from the survey
conducted earlier this year which sought information on students'
reasons for entering the ATTET programs. Preliminary results from
this survey highlighted the fact that there are some distinct
motivational groups of participants. This researcher hypothesised that
students whose motivational orientations were found to be either
highly instrumental or highly expressive in their approach for
undertaking ATTET courses would have different perceptions in
regard to values:
-

-

students placed on qualifications for themselves; and
what students perceived the value employers placed on such
qualifications.

In order to test this theory, this Interview Questionnaire has been
developed. Your responses will be STRICTLY CONFIDENTIAL. Your
name will not be placed on the Interview Questionnaire since number
codes will be used. Only this researcher will have access to coding
Information.

3. Interview Approval
(Circle one)
Are you willing to be interviewed?

Yes

No

May I interview you now?

Yes

No

Yes

No

Time arrangement if now not convenient
May I start the interview?
4. Outline of Interview Structure
This interview consists of 14 statements to which you will be asked to
give the extent of your agreement. The extent of your agreement is in
the following categories:
SA A
N
D
SD
STRONGLY AGREE NEUTRAL DISAGREE STRONGLY
AGREE
DISAGREE

--------------------------------------------------------------SECTION A (INDIVIDUAL VALUE OF QUALIFICATIONS)
Many jobs that require qualifications do not really equate
with the skills needed to perform at a satisfactory level.
(2.4, p.
Hesburgh et al, 1973)
-

Qualifications increase the role of merit and achievement in
education. (2.4, p.
in Davidson, 1983)
-

Education and the attainment of qualifications produce
equality in the process of social selection.
(2.5, p. 5
Dawkins, 1986)
-

Education and the attainment of qualifications increase
opportunities for social mobility. (2.4, pp. 5,6
Collins, 1979)
-

Education and the attainment of qualifications bring about an
increase in earnings. (2.4, p.6
Abrahart, 1985)
-

NoWe

(Research indicates there is a positive correlation between
qualifications and the rate of income.)
This correlation is equitably expressed for both males and
females. (2.6, p. 6 Broom et al, 1990)
-

Cost of courses (eg. HECS charge) has no effect on participation
rate. (2.2, p.12)

SECTION B

(VALUE PLACED ON QUALIFICATIONS BY
EMPLOYERS AS PERCEIVED BY PARTICIPANTS)

Employers link higher qualified employees with higher
productivity for their enterprises.
Employers gauge employees' qualifications as an
"investment".
Employers gauge employees' qualifications as attributes
that are worth paying for.
Employers gauge employees' qualifications for "screening'
purposes. (2.5, pp.1,3, Davidson, 1983)
Employers select prospective employees on social
categories rather than on talent and abilities.
(2.5, p. 3 Williams, 1985)
-

Qualifications have a status dimension and can close
occupations in class terms. (2.5, p. 4
Harris, 1987)
-

The probability of getting a particular job is directly
correlated with educational qualifications.
(2.6, p.S
Evans, 1986)
-
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INTERVIEW QUESTIONNAIRE Interviewee Code Number:
SECTION A SA

A

N

D

SD

SECTION B SA

A

N

D

SD
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SECTION C

SA
SD

Section

--

-

-

-

D with
Brief reasons for SA
A or SD
statements in Section A and Section B.
-

-

Strongly Agree

A

Strongly Disagree

D

Statement No.

--

SA

-

A

-

Agree

-

Disagree

-

SD

-

D (Circle one)

----------------------------------------------------Section

--

Statement No.

SA

-

A

-

SD

-

D (Circle one)

-------------------------------------------------------Section

--

Statement No.

--

SA

-

A

-

SD

-

D (Circle one)

----------------------------------------------------Section

--

Statement No.

SA

-----------------------------------------------192

-

A

-

SD

-

D (Circle one)

Section

--

Statement No.

--

SA

--

SA

-

A

-

SD

-

D (Circle one)

-------------------------Section

--

Statement No.

-

A

-

SD

-

D (Circle one)

------------------------------------------------------------Section

--

Statement No.

--

SA

--

SA

--

SA

-

A

-

SD

-

D (Circle one)

----------------------------------------------------Statement No.

Section

-

A

-

SD

-

D (Circle one)

--------------------------------------------------------

Section

--

Statement No.
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-

A

-

SD

-

D (Circle one)

Section

--

Statement No.

--

SA

Section

--

Statement No.

--

SA

Section

--

Statement No.

--

SA

Section

--

Statement No.

--

SA

Section

--

Statement No.

--

SA
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-

-

-

-

-

A

A

A

A

A

-

-

-

-

-

SD

SD

SD

SD

SD

-

-

-

-

-

D (Circle one)

D (Circle one)

D (Circle one)

D (Circle one)

D (Circle one)

APPENDIX V
PARTICIPANTS MOTIVATIONAL ORIENTATIONS
BY INDIVIDUAL YEAR LEVELS
AND COMBINED GROUPING
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QPS

-

MOTIVATIONAL ORIENTATIONS (21 Response)

I

Code I

Instrumental

Total

401

6,4,1,5,4,5,6,3

34

3,2,1,2

402

6,3,2,1,3,6,2

23

403#
407*
408
409

4,3,5,3,2,1
6,4,1,3
6,3,3,5,4,1
1,2,4,2,6,3

18
14
22
18

5,4,1,4,5
5,6,2,6,4
5,2
2,1,4,5,2,6
3,6,4,5,5,1

23
7
20
24

412

3,1,2,4,3,2,5

20

4,5,6,6,1

22

413

1,3,5,6,6,4,5,3,2

4,2,1

7

414
415
418
420
421*

4,5,2,5,2,1
5,1,3,6,5,2,3
5,1,4,5,3,2
3,5,1,4,6,2,5

35
19
25
20
26

6,3,1,3,4,6
4,2,6,4,1

23
17

6,4,3,2,6,1
2,4,6,3,1

5,2
4,2,4,1,,

7
17

3,6,1,4
3,5,1,6,5,3,2

22
16
14
25

424
425**

4,3,5,5,4,2

23

1,6,2,6,1,3

19

6,2,1,5

14

427
428

3,1,6,5,6,4,1
6,3,4,1,5,4

29
26

3,4
4,5,2,2

7
13
16

435
436

5,4,3,6,2,1
6,1,4,3,6,5

21
25

4??

5,6,3,2,5,2,3,4,6

36

423

Expressive

5,2,1,6,2
6,2,1,4,3,5
5,3,4,2,1,2
4,1

#

One item was not ranked

*

No ranking was given to Q.4

**

No ranking was given to Q.3

??

One respondent removed the code number
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Total
8
19

21
17
5

Q3RD

-

MOTIVATIONAL ORIENTATIONS (27

Responses)

Expressive

Total

Code I Instrumental
301
302
303
304
305
306
307
308
309
310
311
312
313
314
315
316
317
318
319
320
321
322
324
325
326*
327
328

*

5,1,6,6,4,3,5
5,1,1,6,3
4,6,5,1,3,2,6,4
4,5,1,4,3,2
4,5,6,3,2,5,6,1
3,2,2,4
2,6,5,4,3,2,1
5,1,6,3,6,4,5,2
3,2,1,1,2,4,3
4,5,2,3,1,5,4,3,2
5,1,2,1,5,6
1,4,2,3
3,5,2,4,1,5
2,1,4,3,2
5,4,1,6,2,3,5
2,1,3,4,2,3,1
5,2,1,2,5,1,6
5,1,6,4,6,1,3
3,2,1,4,3
6,1,3,5,3,2,1
6,1,4,5,4,3,6,5,2,1
2,3,4,5,4,2,1
2,5,5,3
4,5,3,2,6,2,4,6,3
1,3
5,3,1,4,2,3
3,2,1,4,3,1

Total
30
16
31
19
32
11
23
32
16
29
20
10
21
12
26
16
22
26
13
21
37
21
15
35
4
18
14

No ranking was given to Q.4

197

I

2,3,4,2,1
6,4,3,2,5,2,4
1,3,2,5
6,2,3,1,5,6
2,1,3,4
6,5,4,1,3,1,5,6
1,5,4,3,6
4,2,1,3
6,5,4,5,6
6,1,6
6,4,3,2,3,4
2,4,3,5,6,5,1,6
6,2,4,3,6
3,4,5,6,6,5,1
6,3,2,1,4
6,4,5,5,6
4,3,6,4,3
4,2,3,2,5
6,5,4,1,2,5,6
5,4,2,4,6
2,3
5,6,1,6,3
3,1,6,4,1,4,6,2
1,1,5
2,4,5,6
6,2,4,5,1,6
4,5,6,6,2,5

12
26
11
23
10
31
19
10
26
13
22
32
21
30
16
26
20
16
29
21
5
21
27
7
17
24
28

Q2ND

-

MOTIVATIONAL ORIENTATIONS(30 Responses)

Code I Instrumental
201
202
204**
207
208
215
221
223
226
227*
229
230*
231
233
235
236
237
241*
242
243
245*
246
247
250
252+
254*
255
257
259
260

5,3,6,6,3,1,5
4,5,1,3,6,5,4,6,3,1
5,1,4
2,3,6,5,6,3,1
6,1,6,1,3
4,3,2,5,6,4,3,5
3,4,5,6,5,6,4,2
4,3,6,3,4,6,1,5
5,2,5,6,2
2
1,6,3,4,4,3,1,6
5,1,4
5,2,3,6,6,3,5,2
1,5,3,4,3,5,6
4,5,1,5,3,1,6,2
2,1,3,4,5
5,3,1,3,6,4
6
4,6,2,1,2,1,5,4,6
1,2,3,4,1,2
1,4,3,2
4,6,3,5,2,6,5,4,1,2
6,5,4,3,6,3,5,2,4
3,2,3,5,6,4
2,1
1,4,6,4,5,2
4,6,1,2,4,3,5,6,1
2,1,6,5,6,2
1,4,3,1,4,2

Total
29
38
10
26
17
32
35
32
20
2
28
10
32
27
27
15
22
6
31
13
10
38
38
23
0
3
22
32
22
15

*

No ranking was given to Q.4

**

No ranking was given to Q.3

+

No ranking was given to Q.3 or Q.4

J

Expressive

Total

4,1,2,4,2
2,2
3,6,2
4,1,5,4,2
5,4,2,3,2,5,4
1,6,2,1
1,2,1,3
2,5,1,2
3,4,1,6,4,3,1
6,4,3,1,5
2,5,5,2
6,3,2
1,4,4,1
4,2,6,2,1
3,6,2,4
3,6,1,5,4,6,2
4,2,6,2,1,5
4,5,1,2,3
5,3,3
6,3,5,4,5,6
6,5
1,3
2,1,1
2,4,1,6,5,1

13
4
11
16
25
10
7
10
22
19
14
11
10
15
15
27
20
15
11
29
11
4
4
19
0
18
20
10
20
27

3,4,5,6
3,5,2,6,3,1
5,3,2
4,5,3,4,1,3
6,5,3,2,5,6

MOTIVATIONAL ORIENTATION (COMBINED GROUPING)
(Q2ND + Q3RD + QPS)

INSTRUMENTAL BIAS

EXPRESSIVE BIAS

Code Ranked Score
Inst
Exp

Code Ranked Score
Inst
Exp

-

1)

202

38

-

2)

246

38

-

3)

247

38

-

4)

321

37

5)

413

35

6)

221

35

7)

401

34

8)

215

32

9)

223

32

10)

231

32

11)

257

32

12)

305

32

13)

308

32

14)

242

31

15)

303

31

16)

301

30

-

-

-

-

-

-

-

-

-

-

-

-

-

-

4

312

10

4

306

11

4

314

12

5

243

13

7

319

13

7

328

14

8

236

15

10

260

15

10

324

15

10

302

16

10

309

16

10

316

16

10

208

17

11

423

17

11

327

18

12

409

18

199

-

-

-

-

-

-

-

-

-

-

-

-

-

-

-

-

32
31
30
29
29
28

27
27
27
26
26
26
25
25
24
24

APPENDIX VI
RESPONSE SUMMARY SHEETS
FOR QUESTIONNAIRE -Q3RD

"I

SUMMARY SHEET 3 (a)

Q.A3. Ranking of reasons

Q. Al. Q. A2.
(Code) Course Study

Q.A3. Reason for course entry

301

3

1

434344233343

2-5-1 3---- 4-6

302

3

1

4 4 43 3 5 5 43 3 4 4

6

Student

a b

c d e f g h i j k 1

a b c d e

-

5

-

-

-

-

-

-

f gh i j k 1 0

4 1

-

-

-

3 2-

--------------303

3

1

4 3 5 3 3 3 5 4 3 5 4 3

1

304

3

1

5 4 5 4 4 5 5 4 4 4 5 4

6 4 5

305

3

1

4 4 41 1 1 1 1 1 5 2 4

2 4 5 ------ 6 1 3

306

3

1

4 3 43 4 4 3 33 3 4 3

5

307

5

2

4 3 43 4 4 3 43 4 4 5

1

308

4

1

4 3 43 4 4 5 4 4 3 4 3

4

309

4

1

5 3 44 3 5 3 33 3 5 3

6

310

3

1

534254434343

6-4-5-2-3-1--

-

-

-

-

-

4

3
-

5

-

-

-

32

-

6 3

2 1

2 4
2 5

-

-

1 2 6
-

5

-

-

-

4

-

-

-

-

5

-

-

-

-

-

3
1

-

-

-

3

1

2-

-

-

3 6
-

4

-

-

6

-

-

-

-

-

---------------------311

3

1

445435433343

6 5 1 - - 4-3- --2-

312

3

2

545335433455

2-1- -4---- 356

313

7

1

555555555555

6-3-521---4--

--------------314

4

1

435355454355

3 - 2 - - 4 - - 1-56-

315

3

1

535144422343

6-5-431- --2--

201

SUMMARY SHEET 3 (b)

Student

Q. Al

Q. A2. Q.A3. Reason for course entry
(Code) CourseMode a b cd e f g hi j k 1

ab c de f

316

7

2

444344422244

621 - - 4 3 - - - - 5-

317

3

1

535443544442

4-5- --2-- 1 3 - 6

318

3

2

445334544443

4 5 1 - - - 6 2 - - 3--

319

4

1

535335431154

6-3--52---41-

320

3

1

534355553554

5---6412-3---

A3. Ranking of

reasons

g hi j k 10

---------------321

3

1

344534435543

---6-21-453--

322

3

1

4 3 5 3 4 5 5 4 3 4 5 3

5

324

3

1

4 3 4 4 5 4 3 5 4 4 5 4

3-

325

3

2

3 4 4 4 3 4 4 4 4 4 4 5

326

3

2

4 4 4 3 4 4 4 3 3 4 4 5

2

327

4

2

5 5 5 4 4 5 5 4 4 4 4 4

6

328

3

1

4 4 4 4 4 4 4 4 4 4 4 4

4

202

-

-

-

-

-

-

2
-

-

5
3

6 3

2 5 1

4 5
-

-

-

-

-

-

-

1 4
-

-

3
-

2 3

2 5

-

-

6
-

-

-

-

-

-

4 1
-

4

-

-

--

2 6 -1-

1
1

3 5 6-

-

4
6

--

-

-

SUMMARY SHEET 3 (c)

Student Q.A4. Importance of Course
(Code) a b c d e

f

g h i

Q.A4. Ranking of importance

j k I

a b c d e

f gh i

Q.A5.

j k 1 Change

Q.B1.
Further

-------------301

521113222315

6 2 - - - 4 1 - - 3 - 5

4

4

302

4 4 3 4 2 5 4 2 4 3 4 1

1 5

2

4

303

5 3 5 5 1 1 4 5 5 5 1 1

1

2

3

2
5

2
3

2

3

4

5

4

4

2

5

1 - - - - - 6 5 4 3- 2

2

4

2 3 - 4 1 5 - -6---

4

4

-

-

2

3 5

-

-

6 4
-

-

-

3

-

2 6 4

-

-

-

-

-----------------------304

5 4 4 5 3 4 5 4 4 4 3 3

4 1 3 5

305

3 1 2 1 2 1 5 2 1 4 1 2

3

306

2 3 1 2 1 2 3 1 1 2 3 1

2 3

307

3 1 3 1 5 3 1 3 3 1 1 5

2

308

5 4 4 2 3 4 4 3 3 4 3 3

6 1 4

309

2 3 2 2 2 3 4 1 1 3 1 2

1 5

-

-

2
-

1

-

-

1
-

-

-

-

5
-

2 6 -----

-

6 4

-

4 1
5
-

5 3

2 4 6

-

-

-

-

3

-

-

-

-

6

-

4 6
-

2
3

-

-

-

5

-

-

-

-

---------------310

343324444433

---------------311

322334434511

----------------------312

443423542411

45-1- -62-3--

2

4

313

555545555543

2 3 4 - - 1 6 - 5 - - -

2

5

4 6 - - - 3 5 - - 2 1 -

2

4

612--345----

4

4

--------------314

534445443552

----------------------315

555215554315

-------------------------------

203

-

SUMMARY SHEET 3 (d)

Studeiit Q.A4. Importance of Course
(Code)abcdefghi j ki

Q.A4. Ranking of importance
Q.A5.
abcdefghi j ki Change

Q.131.
Furthei

316

4 5 - - - 2 6 3 - 1

4

5

2 4

- - -

5 3 1 6

2

3

4 2

- - -

6513

2

4

1 2

-

4

3

-

442213542313

-------------------317

442315435311

- - -

--------------318

443315543312

----------------------319

241355412251

------------------------320 4 5 5 3 3 5 5 4 4 3 1 2
----------------------321

433353243113

5 4 3 6

-----

-

4

4 5
-

3

-

-

-

6

3 6 2 1
- -

5 2

-

-

- -

1

3

4

2

5

----------------322 552215513311

5 6 - - - 4 3 - 2 1

1

4

324

231313412234

-1-4-56---23

4

5

325

544554332312

214563 --------4

4

----------------------326

444333332322

No Ranking given

3

2

6 -------2

4

-------------------327

5 5 3 3 4 3 5 2 3 3 2 1

4 5 2 1 3

328

444423433321

4632--5 -i-

204

-

-

4

4

-

APPENDIX VII

RESPONSE SUMMARY SHEETS
FOR QUESTIONNAIRE Q2ND
-

205

SUMMARY SHEET 2 (a)

Student Q.A1.

Q.A2.

(Code) CourseMode

Q.A3. Reason for course entry

Q

a b c de f

a b c de f

gh ij ki

A3. Ranking of reasons
g hi j

klO

-----------------201

4

2

434344444543

202

1

1

2 5 5 1 4 1 4 5 2 5 1 3

204

4

1

2 4 4 2 1 4 4 2 2 2 5 1

4---- 15-362--

4 5

-

1

-

3 2

-

6

-

-

-

-

-

-

-

No Ranking given

----------------------207

3

1

3 3 3 3 3 3 3 3 3 3 3 3

4

208

1

1

5 2 5 2 4 5 5 5 4 3 5 4

5

215

6

1

444434434444

1 4 3 - --2-- 5-6-

-3-4- 1--562--

-

-

2

6

-

-

3 1
-

-

-

4 12

-

-

6 5
-

3

---------------221

2

2

453534335544

223

1

2

4 4 4 4 4 4 4 4 4 4 4 4

224

1

1

No Ranking given

226

3

1

4 5 4 2 2 5 3 4 3 3 5 5

-

4 3

-

-

2

-

5

-

6

-

1

-

No Ranking given
3 5 2

-

-

4

-

1

-

-

-

-

-

6

-

-----------------------227

1

1

5 3 3 3 4 5 3 3 3 3 5 4

6

229

1

2

4 3 4 4 4 5 5 4 4 5 5 4

2

-

-

-

1

-

2 4

-

-

-

-

-

5 6

-

-

3 1 5

34 5

-

-

-

-

-----------------------230

2

2

5 3 5 3 3 5 4 4 3 5 5 3

6

231

2

1

444434434344

1 5 2 3 - -6--- 4--

535345534554

4- 1---5--32-6

-

5

3 1

-

-

4 2

-----------------233

2

2

-----------------------235

5

2

4 3 5 3 4 5 5 4 4 4 4 4

206

3

-

4

-

-

6 5 2 1

-

-

-

-

SUMMARY SHEET 2 (b)

Student Q.AI.

Q.A2.

Q.A3. Reason for course entry

Q.A3. Ranking of reasons

(Code) CourseMode

a b c d e f

a bc de

236

1

534335341455

3---- 6-1-254-

4

gh ij ki

f g hi j klO

---------------237

3

1

4 5 5 4 4 5 4 5 4 5 5 5

4

241

1

1

534325544445

4---- 5 6 1 - -23-

-

5 3 1 2

-

-

-

-

6

-

-

---------------------242

3

2

4 2 5 5 4 5 5 5 5 5 3 4

-

-

4

-

5 6 3 2 1

-

-

-

-----------------------243

3

1

5 3 5 3 3 5 5 5 5 5 5 5

6 ----- 1 3

245

5

1

5 2 4 2 4 5 1 2 2 25 1

6

1 4 6 3 5

1

-

5 4

-

-

2 5 4

3 2

-

-

-

-

--------------246

2

1

4 5 5 5 5 5 4 4 4 5 4 4

247

2

1

3 4 5 4 3 4 4 5 4 4 4 4

-

6

-

-

2 ------

2 5 1 4 3

-

-

-

----------------------250

4

2

4 4 4 3 3 5 3 4 4 4 4 4

252

1

1

535444544444

2

-

-

4

-

1

-

3 6 5

-

No Ranking given

----------------------254

5

2

444325422455

3-2

-4--- 156-

255

5

2

5 4 4 3 3 5 5 4 3 3 5 3

3 1

-

-

5 4 2

-

6

-

-

----------------------257

2

2

434323421443

259

6

1

4 4 5 2 2 5 2 2 4 2 5 5

260

5

1

5 4 4 4 4 5 4 4 4 5 5 5

207

5-4-6-1- -23--

6

2
1

-

-

4
5

-

-

-

-

1
-

5 36
4 3 2

-

SUMMARY SHEET 2 (c)

----------------Q. Cl.
Further

Student
(Code)

Q. A4. Importance of Course
ahcdefghijkl

Q. A4. Ranking of importance
abcdefghijkl

201

554314443511

6 4- 2 - 3 - - 1 5

4

202

5 2 5 4 5 5 3 1 3 3 1 1

5

1

3

14

3

-

4

-

6 32

-

-

---------------204

3 3 2 4 1 3 1 2 2 3 3 1

-

3

-

6

-

5 2

-

---------------207

5 5 5 3 3 4 2 2 1 2 1 1

5 4 6 2 3 1 -------2

208

443434422332

6 2 15 - 3 4

----- 4

215

433133333222

6 24 - 351

----- 2

221

No Ranking given

223

5 3 5 2 5 4 4 3 2 4 4 1

224

5 5 5 4 5 5 5 3 3 3 3 1

226

4 4 1 3 5 3 2 1 2 2 1 1

227

1 5 1 1 1 5 5 1 1 1 1 1

229

4 4 4 4 2 3 2 3 5 3 1 2

230

4 5 4 3 1 4 5 2 3 1 1 2

No Ranking given

4

231

553115334511

6 4 - - - 3 1 - 5 2

3

233

5 4 5 2 2 5 5 2 5 2 2 3

4 23

-

3

1 5
-

-

6 4 3 2

4 2 6 1

-

-

-

-

-

-

5

No Ranking given
5 4

-

3
3
5

3 6 2 1 ------3

No Ranking given

4 532

-

-

-

1

-

5 1

-

-

6

6

-

-

3
5

4

--------------235

111251322132

543--1-6-2--

4

SUMMARY SHEET 2 (d)

Student

Q. A4. Importance of Course

Q. A4. Ranking of importance

Q. Cl.

(Code)

abcdefghijkl

abcdefghijkl

Further

236

3 5 2 3 4 4 4 3 5 3 1 1

1 6

237

4 5 5 4 5 5 5 5 4 4 3 2

-

-

-

342

2 3 1 6

-

5

-

-

5
4

-

-

-

-

4
5

----------------------241

5 3 4 3 1 3 4 1 4 4 2 1

No Ranking given

2

--------------242

5 5 5 2 1 5 3 5 3 5 1 3

2 3 1

-

-

-

-

5

-

4

-

6

-

3

--------------243

5 5 2 3 1 5 5 1 3 5 1 1

245

3 5 1 2 1 2 5 2 2 3 1 2

246

5 4 5 5 5 5 5 5 5 5 1 3

----------------------24 7
No Ranking given
---------------250
332334323211
----------------------252
5 5 5 5 1 5 5 4 4 4 1 1
---------------254
5 5 3 2 2 5 4 4 4 4 1 1
255
5 3 1 1 1 3 2 2 5
---------------257
3 1 3 1 1 3 2 1 3
----------------------259
5 5 3 4 1 5 4 4 3
---------------260
5 5 4 4 5 5 5 4 4
-------------------------

3 5

-

-

1 2

-

No Ranking given
6

-

5

6 1 3

-

-

4 1 3

52

-

-

4

2
-

-

-

-

-

5
5

5

No Ranking given

3

No Ranking given

5

6 3

2 1 1

4

3 3 3

5 4

4 2 3

3 5 1

-

3
2

2 1 3 - 5 6 - -4

3 3 1

209

4 6

-

3
-

-

-

-

-

1
-

-

4

-

-

5

2

6

32

-

5

21

5

6

1

3

-

-

-

-

2

4 2 6 ------3

APPENDIX VIII
RESPONSE SUMMARY SHEETS
FOR QUESTIONNAIRE

210

-

QPS

SUMMARY SHEET PS (a)

Student Q.AI.

Q.A2.

Q.A3. Reason for course entry
g hi j

Q.A3. Ranking of reasons
g hi j

(Code) CourseMode

a b cd e f

401

3

1

435334524443

4-6--35--2---

402

3

1

4 2 4 3 4 3 3 4 3 3 3 3

5

403

5

1

5 3 5 3 5 5 3 3 3 3 4 3

5

k I

a b cd e

-

-

6
4

-

-

3

f

-

3 6

2 4
-

-

-

-

-

-

klO

1
2

-

-

--

-----------407

3

1

3 3 5 3 3 4 4 3 4 4 4 3

408

6

1

2 3 5 3 2 4 3 4 4 4 4 5

409

4

1

5 3 4 4 2 5 5 4 4 5 5 5

3

412

3

1

535335433553

4-3--51--26--

413

1

2

434314423433

4 1 3 - - 2 5 - - 6---

414

3

1

545325443444

6 4 5 - - 3--- 21--

415

3

1

424244232434

4 - 5 - 1 2 - --3-6-

418

3

2

554345555555

651--4----32-

420

3

1

2 3 4 3 2 4 4 2 2 3 4 2

2

211

-

-

-

-

-

-

6
6
1

3

-

-

-

-

-

-

-

-

5 4
2

-

6 2

4 5

-

-

-

-

1 3 2
3
-

1

-

-

-

-

-

1 4 5
4 5

6

-

-

-

SUMMARY SHEET PS (b)

Student
(Code)

Q.A1.

Q.A2.

CourseMode

Q.A3. Reason for course entry

Q.A3. Ranking of reasons

a b cd

abed e

e f

g hi

j k

1

f

g hi j

k 1

0

------------421
3
1
444145344454
-----------------------423
3
1
43 43 45 3 5 3 5 5 5

3

-

424

3

1

445 2 5 4 422 5 5 5

1

-

425

4

1

355535555555

427

3

1

5 2 5 2 244 5 2 5 4 4

428

3

1

4 3 5 44 5 4 4 4 4 4 4

434

4

1

3 3 4 3 1 4 5 3 1 3 5 5

435

4

1

5 3 5 5 4 4 4 2 5 3 4 4

6

436

3

1

435344353543

--6--5-3- 142-

212

3 5 - - - 6-12-4-4
4

-

-

-

3

5

-

-

-

1
-

-

-

26

-

5 6 2

-

-

No Ranking given
4

-

-

-

-

-

-

3

6

5

-

-

-

-

-

-

5 4

-

-

5

1 5
-

4 6
2 3

-

-

-

-

6 2

-

3 4 2 1
32
-

-

-

1

-

-

-

-

-

-

SUMMARY SHEET PS

(c)

Student Q.A4. Importance of Course

Q.A4. Ranking of importance
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APPENDIX IX
Flow-chart of Research Development
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MOTIVATIONAL CATEGORIES
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Dear
I am writing to ask you to participate in a small pilot study in order to
establish the motivational categories for a number of statements. To assist you
in this endeavour, the following researched evidence in regard to the definition
of "Instrumental" and "Expressive" as the two basic motivational orientations
are listed below.
MOTIVATIONAL CATEGORIES
A study of "value orientations" by Meier (1970) culminated in two
motivational categories obtained from ten orientations. These were,
"Instrumental Goals and Expressive Goals".
The instrumental goal orientation was delineated as the "preparation for an
occupation".
The expressive goal orientation was seen as that of "intellectual
development".
Further research led to the support of these two basic motivational categories
and are listed below as follows:
INSTRUMENTAL

<------------------------------->

EXPRESSIVE

Utilitarianism -----------------------------Learning for its own sake
(Ball and Eggins, 1989)
Doing what is required ---------------------Doing their own thing
(Harris, 1987)
Pragmatic, vocationally ---------------------Relates to personal
oriented
development
(Harman et al, 1980)
Career-oriented

--------------------------------Self-expression
(Harnqvist, 1978)
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Please indicate by ticking (f) the appropriate box whether you perceive the
following statements to be of either an Instrumental (INST) or an Expressive
(EXP) nature, using the definitions noted on page 1 as a guide.
MOTIVATION
INST EXP

STATEMENT
THE SKILLS AND KNOWLEDGE GAINED PROVIDED
A PERSONAL FULFILMENT --------------------------------------

-

CAREER PROSPECTS WERE ENHANCED BY THE
NUMBER OF 'LETTERS' I HAVE AFTER MY NAME ------------I DII) WELL IN PREVIOUS STUDIES AND IT
SEEMED LIKE A NATURAL PROGRESSION --------------------MY INTEREST IN OBTAINING THE QUALIFICATION
WAS TO PURSUE A PARTICULAR CAREER --------------------TUE QUALIFICATION I OBTAINED WAS A RECOGNITION
OF MY ABILITY
THE QUALIFICATION I OBTAINED WAS SEEN AS
iNSURANCE' FOR A MORE SECURE CAREER -----------------THE QUALIFICATION I OBTAINED WAS SEEN AS
A FURTHER CREDENTIAL -------------------------------------THE QUALIFICATION WAS SEEN AS A NECESSITY
FOR CONTINUING IN MY PRESENT JOB -----------------------THE QUALIFICATION WAS USEFUL TO IMPROVE
MY PRESENT OR FUTURE CAREER PROSPECTS
THE SKILLS AND KNOWLEDGE GAINED GAVE ME
A BETTER UNDERSTANDING OF MY WORK --------------------THE SKILLS AND KNOWLEDGE GAINED WERE A
'BARGAINING CHIP' TO FURTHER MY CAREER ---------------THE SKILLS AND KNOWLEDGE GAINED WERE USEFUL
TO MY PRESENT AND FURTHER CAREER
TO BE ABLE TO DO MY WORK BETFER -------------------------TO BE MORE EFFECTIVE AT WORK ----------------------------TOGETABE1TERJOB
To GET THE QUALIFICATION ---------------------------------TO MATCH RESPONSIBILITY AT WORK ----------------------TO OBTAIN AN INCREMENT IN PAY -------------------------FORJOB SECURITY
FOR PERSONAL FULFILMENT
FOR IERSONAL PRESTIGE ------------------------------------FOR IROMOTION IN MY PRESENT JOB
FOR RECOGNITION IN MY WORK
FOR THE ECONOMIC REWARDS -------------------------------
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APPENDIX XI
QUESTION 3 & 4 (Q3RD) t-test Results
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Paired t-Test X
OF:

Mean X

177

1.077

:RCE-c Y 1: RCE-f

-

Paired t value:

Prob. (1 -t

1.736

1.2319

Note: 1 case deleted with missing values.

Paired t-Test X
OF:

Mean X

177

1.141

1: RCE-c Y 2: RCE-k

Y:

-

Paired t value:

Prob. (1-tail):

11.351

1.0903

Note: 1 case deleted with missing values.

Paired t-Test X
OF:

Mean X

177

1.256

1: RCE-c Y 3: RCE-a

Y:

-

Paired t value:

Prob. (1-tail

12.467

1.0079

Note: 1 case deleted with missing values.

Paired t-Test X
OF:
77

Mean X

1: RCE-c Y

Y:

-

1.513

: RCE-g

Paired t value:

Prob. (1-tail):

14.911

1.0001

Note: 1 case deleted with missing values.

Paired t-Test X
OF:

Mean X

177

1.513

-

1 :RCE-c Y 5: RCE-j

Y:

Paired t value:

Prob. (1-ta

14.458

1.0001

Note: 1 case deleted with missing values.
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Paired t-Test X
DF:

Mean X

177

1.256

1: RCE-a Y 1: RCE-g

-

Paired t value:

Prob. (1 -t

11.94

1.028

Note: 1 case deleted with missing values.

Paired t-Test X
DF:

Mean X

177

1.256

-

I : RCE-a Y 2: RCE-j

Y:

Paired t value:

Prob. (1 -tai

11.87

1.0326

Note: 1 case deleted with missing values.

Paired t-Test X

1: RCE-a Y 3: RCE-1

DF:

Mean X Y:

Paired t value:

Prob. (1-tail):

177

1.346

12.661

1.0048

-

Note: 1 case deleted with missing values.

--

Paired t-Test X
DF:

Mean X

177

1.808

-

1: RCE-a Y 4: RCE-i

Y:

Paired t value:

Prob. (1 -tail):

15.664

1.0001

Note: 1 case deleted with missing val ues.

222

Paired t-Test X
DF:

Mean X

-

1: RCE-g Y 1: RCE-j

Y:

Paired t value:

Prob. (1 -tail):

Note: 1 case deleted with missing values.

Paired t-Test X
DF:

77

1: RCE-g Y 2: RCE-1

Mean X Y:

Paired t value:

Prob. (1-tail):

1.09

1.629

1.2657

-

I

Note: 1 case deleted with missing values.

Paired t-Test X
DF:

Mean X Y:

F7

I

7

1: RCE-g Y 3: RCE-h
Paired t value:

-

2.646

Prob. (1-tail):

1 .005

Note: 1 case deleted with missing values.
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I

Paired t-Test X
DF:

Mean X

177

1.09

1: RCE-1 Y 1: RCE-j

-

Paired t value:

Prob. (1-tail):

I -.716

1.2381

Note: 1 case deleted with missing values.

Paired t-Test X

1: RCE-1 Y 2: RCE-h

DF:

Mean X Y:

Paired t value:

Prob. (1-tail):

177

1 -244

11.903

1.0303

-

Note: 1 case deleted with missing values.

Paired t-Test X
DF:

77

1: RCE-1 Y 3: RCE-b

Mean X Y:

Paired t value:

Prob. (1-tail):

15

13.036

1.0016

-

Note: 1 case deleted with missing values.
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1

Paired t-Test X

1 : IC-a Y 1: IC-f

DF:

Mean X Y:

Paired t value:

Prob. (1 -tail):

176

1.13

1.928

1.1782

-

Note: 2 cases deleted with missing values.

Paired t-Test X

1: IC-a

Y 2: IC-b

-

DF:

Mean X Y:

Paired t value:

Prob. (1

176

1.26

11.808

1.0373

-

Note: 2 cases deleted with missing values.

Paired t-Test X

1: IC-a Y 3:IC-9

DF:

Mean X Y:

Paired t value:

Prob. (1-tai

176

1.299

11.684

1.0482

-

Note: 2 cases deleted with missing values.

Paired t-Test X

1 : IC-a Y

: IC-j

DF:

Mean X Y:

Paired t value:

Prob. (1 -tal

176

1.948

16.799

l.000i

-

Note: 2 cases deleted with missing values.
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Paired t-Test X

1: IC-b Y 1: IC-g

DF:

Mean X Y:

Paired t value:

Prob. (1

176

1.039

1.294

1.3849

-

Note: 2 cases deleted with missing values.

Paired t-Test X

2: IC-j Y 1: IC-g

DF:

Mean X Y:

Paired t value:

Prob. (1-tail):

176

I-.649

1-4.118

1.0001

-

Note: 2 cases deleted with missing values.

Paired t-Test X

1 :IC-c Y 1: IC-g

DF:

Mean X Y:

Paired t value:

Prob. (1-tail):

176

1-.519

1-2.801

1.0032

-

Note: 2 cases deleted with missing values.
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Paired t-Test X
DF:
76

1: IC-j Y

1: IC-i

Mean X Y:

Paired t value:

Prob. (1

1-.039

1-.255

1.3998

-

Note: 2 cases deleted with missing values.

Paired t-Test X
DF:
76

1 : lC-j Y

IC-c

Mean X Y:

Paired t value:

Prob. (1-tail):

I-.13

I-.794

1.2149

-

Note: 2 cases deleted with missing values.

Paired t-Test X
DF:
76

1:IC-j Y 3:IC-d

Mean X Y:

Paired t value:

Prob. (1 -tail):

1.221

11.474

1.0722

-

Note: 2 cases deleted with missing values.

Paired t-Test X
DF:
76

1: IC-j Y 4: IC-h

Mean X Y:

Paired t value:

Prob. (1-tail):

1.364

12.441

1.0085

-

Note: 2 cases deleted with missing values.

Paired t-Test X
DF:
76

1: IC-jY 5: IC-e

Mean X Y:

Paired t value:

Prob. (1-tail):

1.506

12.263

1.0132

-

Note: 2 cases deleted with missing values.
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Paired t-Test X

: IC-c Y 1: IC-d

OF:

Mean X Y:

Paired t value:

Prob. (1-tail):

176

1.351

12.239

1.014

-

Note: 2 cases deleted with missing values.

Paired t-Test X

1: IC-c Y 2: IC-h

OF:

Mean X Y:

Paired t value:

Prob. (1-tail):

176

1.494

13.457

1.0004

-

Note: 2 cases deleted with missing values.

Paired t-Test X

1: IC-c Y 3: IC-e

OF:

Mean X Y:

Paired t value:

Prob. (1-tail):

176

1.636

13.17

1.0011

-

Note: 2 cases deleted with missing values.
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