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Introduction

In New Zealand in the late 1990's, educators in the post school sector, both public and private, are working with the effects of decisions made at the beginning of the decade. In the late 1980’s a Government policy paper, Learning for Life, (Minister of Education 1989) outlined a new direction for tertiary education and training in New Zealand. The intention of the reforms was to create a post school education system which is student centred, has nationally recognised standards, is widely accessible, and provides a 'seamless' transition from compulsory to post compulsory learning. 
The, then Wellington Polytechnic, Bachelor of Education degree endeavoured to create such a student centred, user friendly system within a traditional academic framework. The degree was developed in 1994 as an applied, in-service, professional qualification for post school vocational teachers. Key features of the degree include:

· An emphasis on praxis - "reflective action and active reflection", developing participants as critically reflective practitioners

· Development of a sound theoretical base and familiarity with current literature on adult learning and teaching, including transformative and emancipatory dimensions.

· Application of theory to participants own areas of teaching

· Attention to the context of teaching

· Delivery of coursework through a range of facilitated and self- directed approaches, responsive to varying learning styles and recognising the valuable experiential base of the participants as adult learners.

· Encouragement for participants to build on their prior learning

· Development of academic writing, discussion, study, and research skills. 

(BEd approval document 1994)

The extent of the BEd's student centred approach was tested in 1996 by a large new group of potential students, who wanted off-campus tuition in ways comfortable to them, with teaching delivery methods that matched their ways of knowing and learning, and recognised their particular needs and context.

This paper describes the ways in which our department utilised the flexibility which was built into the degree to enable the students to work with their preferred learning and assessment styles, whilst maintaining the academic credibility of the programme.  The partnership that has developed between this institution and the learners grew out of a desire on both sides to resolve this dilemma.

The educational context 

Teachers in New Zealand since 1990 have worked in an education environment which is dominated by a 'New Right ' ideology of economic rationalism, a system which is trying to react to demands for economic growth, and meet the needs of business and industry, as well as maintaining academic standards.

The Education Amendment Act (1990) implemented most of the proposals from Learning for Life (1988) and established the New Zealand Qualifications Authority (NZQA).  This legislation also enabled the establishment and registration of multiple Private Training Establishments (PTE’s).  As at March 1999 there were 805 registered PTE’s. (QA News, March 1999) 

There are a large number of students wishing to enter tertiary education, and a growing recognition of the need for qualifications. Writers such as Peters & Marshall (1996) and Grocombe (1991) point to the fact that our education system is not meeting those demands, and that the tertiary sector must look to the provision of a more responsive "user friendly" education. In such a climate the "pieces of paper" that one accumulates are highly valued, and the skills or abilities that you may bring to a position are less well recognised unless they have a formal theoretical underpinning. 

Many Private Training Enterprises (PTE's) are seen as “second chance” providers. They were established to offer an opportunity for those who have left school with few or no qualifications, to start again in a different learning environment. PTE’s obtain their funding from Vote Education, and from the Social Welfare budget, and in past years have competed with each other for a limited pool of both students and funding. It will be interesting to see how they adapt to the new (1999) Labour Government's policy of greater co-operation and cohesion.

Government agencies such as NZQA, which now oversees all post compulsory education in New Zealand, Skill New Zealand, and  Work and Income New Zealand (WINZ), who fund many of the Private Training Enterprises, all require that PTE's wishing to offer qualifications from the National Qualifications Framework must have suitably qualified staff. Even those who teach at relatively 'low' academic levels must be qualified to do so.  The depth of their acquired wisdom, and understanding of their students, while acknowledged, is seen as being of limited academic value. They are required to undertake recognised programmes of study but few have been able to find courses that meet their needs.

Many people in New Zealand have been alienated from higher education, having left the compulsory system with few or no formal qualifications. It is worth speculating whether they have ‘failed’ at school, or whether school has failed them. However it is described, the end result is a large group of people who have low expectations of the future, poor self esteem in relation to both their ability to learn and their potential for succeeding in life, and no love for formal education.

These people (the students and teachers) have grown to believe that they are “failures”, incapable of learning in an academic world. Rarely have they ever received encouragement to discover their full potential. Many of our young people, disadvantaged from the start, have not been enabled to expand on the capital that they started school with.  They have not been noticeably affected in any positive sense by the passage through the compulsory education system.  As a consequence many of them leave school early, - only 16% of all NZ students are still at school at age 18 (Ministry of Education1998). 35% of all N.Z students leave with no recognised school qualifications at all. Many are resigned to a life on an unemployment benefit or working in manual tasks, from lack of alternatives, rather than choice.  

" New Zealand's education system has not adequately prepared many New Zealanders to contribute to their own and the nation's economic well being."(Grocombe 1991p102)

In recent years, however, a number of these former “school dropouts” have begun to work to try to ensure that the pattern is not repeated by their young people, and are working with some of the most challenging students in the country, the socially and educationally disadvantaged. They are committed to becoming better teachers, and to making it possible for their students to have a better chance in an increasingly competitive world.

The Students

The group who form the focus of our off campus programme have been disadvantaged by an educational system which has required them to learn in unfamiliar and often inappropriate ways for their cultural preferences.
  The socio-cultural barriers to learning that they have experienced include lack of support at home, a history of unemployment in the family, lack of books, undervaluing of education, and low expectations of their ability. 

In terms described by Bourdieu(1974) these students 

"are doubly disadvantaged as regards facilities for assimilating(the dominant) culture and the propensity to acquire it" 

Bourdieu concentrated primarily on a compulsory education system that operates as a mechanism for the distribution and grading of diverse cultural capital and thus reproduces underlying class relations, and he describes how psychologists have observed that 

"The level of aspiration of individuals is essentially determined by reference to the probability of achieving the desired goal"(ibid)

In New Zealand at the present time there are many who feel dis-empowered, and whose level of aspiration for their future is low.

Bourdieu describes the cultural capital which a family indirectly transmits to its children, which 

"differs according to social class, and is the cause of the initial inequality of children when faced with examinations, and tests, and hence of unequal achievement"(ibid)

The students in our off campus programme do not fit into the mould of traditional learners in the tertiary sector. They are mainly learners who have developed their own patterns of learning and knowing about their world. They are not generally comfortable with abstract concepts, having a much more intuitively reflective, holistic and pragmatic view of learning. Their questions reflect this -what has this got to do with my life? How will I understand this new challenge that has presented itself? What do others have to teach me that I can use and adapt for my needs, my students needs?

They have grown up with generations of others, who have learned in this way and may be fortunate enough to have the wisdom of their elders. They are pragmatic, experiential learners, many of them, who later develop their own theories to explain why things work, why events happen. They have learned their skills in the 'school of life' not from formal education systems or books. They are not comfortable or familiar with 'middle class' theories of learning authorised by research, critique and later praxis. They see life and learning very differently. Unfortunately for them, current academic convention has led to a view of other, 'alternative' ways of learning and teaching as lesser, and has undervalued them.

Many of New Zealand's young people, during compulsory schooling, are faced with an education system that is highly intimidating and makes them feel inadequate. The whole process sets them up for failure. Their traditional and practical wisdoms were not (and are not) generally valued in these systems. Many live in lower socio-economic areas where schools struggle to retain teachers. They have entered the education system with cultural capital which is not of the accepted currency, and leave with less, since what they did have has been devalued. Little wonder that the young leave school early, find it hard to get work, and are easily led into a life of unemployment, and drug and alcohol abuse. 

Their potential "second chance" teachers - our students - want and need skills in teaching and facilitating learning that their life so far has not been able to give them – to try to break the cycle for others like them, young or mature.

The Degree; the philosophy of the Bachelor of Education (Adult Education) at Massey University.
This Bachelor of Education degree is fairly young in the stable of qualifications for teacher education, and was the first of its kind in New Zealand when it was initially offered in 1995.  In describing the underlying philosophies of the BEd. curriculum, developed specifically for educators of adults,  I have drawn heavily on a paper by Nick Zepke, Head of the Educational Development Department, entitled  “Paradigm Wars: Some theoretical issues affecting teacher education at Wellington Polytechnic”(1995)

 When acknowledging the paradigm wars existing in adult education at the time, Zepke describes the need for this new programme to be based on a variety of assumptions, which draw their ideas from both modernist and postmodernist ideologies. For those of us who work within the programme, and alongside the learner/teachers, this has meant that we have the flexibility to chose from a wide range of theoretical approaches to adult learning. Our decisions can be made in order to best meet the needs of our students – what Zepke refers to as “eclectic pragmatism”(ibid p32).

The work of Schon(1983, 1987) is particularly important, as it describes issues which he refers to as “knowing in action” – ordinary knowledge which our actions reveal but which we normally can’t identify, and which reflection-in-action may help us understand and recognise. The student groups we are working with in this off-campus programme have a wealth of knowing-in-action, demonstrated in a myriad of ways, but often do not recognise or value their abilities. We can offer them the tools to 

“surface and criticise the tacit understandings that have grown up around the repetitive experiences of a specialised practice, and can make new sense of the situations of uncertainty or uniqueness” (Schon quoted in Zepke 1995)

Underpinnings of emancipatory learning and critical reflection are factors that enable the degree to work to the benefit of a wide variety of groups. We are able to tailor the delivery to students needs, and enable them to develop and construct their knowledge and understanding of their world in their own unique ways. These groups have well-developed “ways of knowing” which they bring into the learning environment, which many are initially unable to express, but which we have the chance to help them recognise and value.

The work of writers such as Freire and Foucault (described in Zepke) suggest, amongst other things, that all knowledge is relative; the construction of particular social groups. Knowledge passed on in educational programmes is owned and valued by society’s dominant groups. The dominant class in New Zealand, as in any system, has the symbols (language, culture etc.) through which it can establish hegemony, and through which it has disadvantaged our students.

Through education programmes at all levels, the dominant culture exercises control over learning and teaching content and methods. The dominant culture determines what is considered to be valued cultural capital, including those who conform to the valued ideal, and excluding many others. This means that if we develop our teaching and curriculum based on the constructs of one dominant group we discount the realities of all those who believe and construct their world differently. Our job as teachers then is to help our students understand that their reality is valued, but that they can also construct new realities which will influence the way they view the world and respond to it. As Zepke describes it this allows “power held by dominant individuals and social groups to be challenged and redistributed”(1995 p31)

Technical and interpretive knowledge also play a vital role, since teachers need some skills to enable them to develop ideas and learning in others. Based on learning outcomes that detail broad domains of learning in sequenced levels, the taxonomies for the cognitive, affective and experiential learning domains provide us with a guide to developing structures for teaching about learning and teaching.

Another important concept in the development of the degree was the difference between “knowing how” – the practical ability to do things, and “knowing that”- understanding the facts, and "knowing why" the ability to explain why process work or do not work. The structure of the degree, in three phases, moves from an emphasis on practice to theory in the first Phase, through an even balance of practice/theory at Phase Two, and then theory to practice at Phase Three. This ability to recognise and build on competencies and knowledge from the practical arena, and teach the learners how to develop theoretical understandings based on experience has been a key selling point for the off campus programme. It has meant that we are able to value in a concrete way the work people are already doing, and enable them to recognise the depth and breadth of tacit knowledge that they already posses.

A critical aspect of the suitability of the BEd for offering to these groups with special demands, was the flexibility of the assessment processes. Leach, Neutze and Zepke, (1998 p36) writing about our programme affirm 


“the centrality of assessment in daily life, and… Our evolving assessment practice tries to confirm this centrality of assessment in the learning process, and minimise the hazards brought about by gate keeping” 

The centrality of assessment in everyday life refers to the (often informal) use of assessment practices in day to day life, and also that we as teachers view assessment as a part of learning, not apart from it. 

Leach et al concentrate primarily on the use of collaborative assessment processes which have encouraged students, particularly at Phase Two and Three, to take an active part in the decisions made about their assessment evidence, and the ways in which students are supported to enable them to participate. These processes do not work in quite the same way at Phase One, but as part of the development of critical reflection, students are asked to comment on whether they believe that their presented evidence meets the required learning outcomes. 

Some students, unused to this level of self-evaluation, find it extremely difficult, but with guidance and persuasion are often able to develop these skills during the course of the first Phase. Others (since this group is diverse in its ethnic cultural background) find that this emphasis on individual achievement and self-assessment is at odds with their cultural beliefs and practices. There is no compulsion to undertake self-assessment , but they are encouraged to 'have a go", to try to develop their critical thinking abilities. 

Teachers have a number of obligations, not least of which are those to society as a whole, to ensure that standards are maintained, and to the students/learners to encourage growth, learning and development. These, sometimes conflicting, obligations create a tension which our assessment processes have been designed to minimise, for the benefit of all. It also important to note that teacher expectations of groups such as this must be high. Even though the mode of demonstrating learning may be different, to expect less is to devalue them all. This department encourages it's lecturers to take responsibility for individual courses, and, in relation to the off campus programme, these lecturers become the moderators of their courses when they are run off campus. They offer support and guidance to all the off campus teachers, and moderate assessments. 

The widest possible range of assessment evidence is acceptable, as long as the student is able to clearly demonstrate that they have met the learning outcomes. For example, in the Phase One, portfolios of work, naturally occurring evidence, written, oral and video evidence are all equally legitimate ways of demonstrating learning and understanding. We also encourage students to weave into their learning all the knowledge that they bring with them. We have students who present some of their ideas in pictorial form, or as plays,  poetry, and oral submissions. The 'bottom line' is only that they must demonstrate achievement of the learning outcomes.

One great fear was that, once comfortable with this new process, the students would simply drop their old ways, and conform to ours. We were aiming to value their cultural capital, not subsume it. This conforming did happen initially in some areas, but was recognised and discouraged. What we aim for is a blending of a number of ways of knowing – otherwise we are simply reinforcing the dominant culture, and once more dismissing the learning of others. This process is designed to ensure that students with impoverished cultural capital are nevertheless able to demonstrate their learning in a way that recognises their individual ways of knowing.

This degree has SEDA (Staff and Educational Development Association) accreditation in the United Kingdom, and has been recognised recently as being of international standard. The report of an external review panel headed by Andrew Gonzci of the University of Technology, Sydney, refers to similar degrees offered in Australia and the United Kingdom which  focus on adult learners, reflective practice, recognition of life experience and the notion of self directed learning. They state 

"In all these respects the BEd at Wellington meets or surpasses the standards of the majority of the extant courses internationally" (Gonczi, Sylvester, Coetzer & Ratana 1998 p5)

The challenge of making it work; the off campus programme design

We have tried to bridge the gap between the two traditions. We invite students to come from their ways of learning, from praxis, bringing their knowledge, experience and wisdom with them, and asking them to consider the literature we present, not as the answer, or the right way, but another way of approaching the challenges of teaching. As discussed below, because of the flexibility of out assessment systems, we are also able to formally recognise knowledge that for so long has been devalued.  

The questions

When the opportunity arose to offer our programme to a very different student group from that originally intended, we were faced with a myriad of questions:

· How can we deliver this in ways that will be acceptable to this diverse group?

· What kind of resources would be most appropriate?

· How relevant are the learning outcomes? Are they broad enough to encompass the needs of people from a wide variety of backgrounds?

· How appropriate are the philosophies upon which the original programme was based?

· What kind of venues would be non-threatening and conducive to learning?

· Are our administration and academic structures flexible enough to meet the different demands which would be placed on them?

· Are our quality assurance processes adaptable enough to maintain the quality of learning and teaching, without restricting innovation and difference?

· Will our assessment options ensure that we maintain academic credibility whilst not setting the students up for failure?

· What kind of teachers are we looking for to deliver this programme?

· How will we provide them with staff development to enable them to provide quality learning opportunities for this challenging group?

The Practical issues

Teaching and the curriculum

The learning outcomes of the courses that are offered to the students are written in language, which is deliberately designed to promote flexibility of interpretation in relation to the students' own contexts. This is not new, they were written this way at the inception of the degree, and have allowed the delivery of the content to be tailored to the needs of individual groups.  Designed also to promote some element of self-direction and autonomy in the learning process, they are seen by some of the groups to be too "fuzzy" and requiring clarification from the course facilitators. Recently, we have re-written these outcomes to try to simplify the language and clarify the meanings, but the new format has only been introduced in the classroom since early 2000, and it is too early to determine whether or not it has made a difference. .

The stated philosophy and structure of our degree have enabled us to answer many of the questions that arose, and provided us with enough flexibility to help our students to meet their goals. For example, the philosophy of  'eclectic pragmatism' described by Zepke (1994) has given us the freedom to work with groups using a number of different theoretical approaches. We are not limited to any particular pedagogical framework, and can assist our students to learn in variety of different ways, by debate, discussion, experiential learning, observation, lesson technique, and so on. Whilst acknowledging the work of writers such as Usher(1997) and Brookfield (1998) who criticise the wholesale acceptance of experiential learning, it does form an important part of our process. Brookfield comments that we must move towards critical reflection on experience to aid the “uncovering of  hegemonic assumptions about practice” (p127) whilst Usher reminds us that “we are in danger of placing undue emphasis and reverence on the undifferentiated experience of working class adults”(p42)

Being aware of these and other, similar, concerns, we work with the student's experiences and relate them to principles of adult education, using critical reflection, problem solving evaluation and analysis. 

Off campus delivery design

The design of the off-campus delivery of the programme has used processes of negotiation, and consultation with managers and teachers from Private Training Enterprises. We are trying to establish common ground where the institutional requirements are only one part of the equation, and the requirements of the students group are very much part of the discussion. A key factor is the need to remove perceived barriers -whether they come from the environment, the teaching styles and techniques used, the language, or the assessment processes. 

Delivery modes

Both partners agreed on the terms of delivery, for example location of classes (not in a school type setting!), when (as in time of day) and for how long each week (half or whole days, or weekends).. The PTE's offered to provide the venues, in which they felt comfortable and ‘in control’ In other words, we, the outsiders, were coming into their ‘patch’, on their terms, not the reverse. 

Teacher selection

We negotiated acceptable teachers -acceptable to our learners because of the kind of people the teachers are, and acceptable to us because they also have appropriate qualifications. The groups were asked firstly to nominate people in their area in whom they had confidence, and the potential teachers were asked to provide curriculum vitae. A panel comprising staff from this institution, and staff from local PTE's interviewed them . This process has been an interesting one, and has not always meant that the most obvious person from either side’s perspective actually ended up teaching the programme.  The teachers are then brought to Wellington for staff development and familiarisation with the philosophies and approaches of this degree. As mentioned, the local (off campus) teachers are supported by our in-house lecturers, - the usual course convenors. 

Resources

We supply teaching resources, such as course handbooks, readings and activities to supplement those that the teachers already have available. The resources that we use for our teaching come from a wide variety of sources - the students' experience, 'conventional' academic writing, and material from the students' sources of wisdom, vocational experts, and the knowledge and expertise of our teachers. We have a 'user-friendly' textbook - 'The Teacher Self Help Book' (Zepke, Nugent & Roberts1996) which in the last couple of years has been used as a core text. 

In the last couple of years, handouts have been used with varying degrees of success. It was felt that the provision of a text would serve two key functions; to standardise, to some extent, the material that the students were receiving, and to promote the use of the library and more formal academic literature. Any resource for the groups is offered and used with care.

Assessment 

Course assessment, as indicated, utilises the widest possible allowable range of processes to enable the students to demonstrate their learning and understanding of the concepts, and encourages the students to apply their learning in their working situations. We use recognition of prior learning to its fullest extent. 

The process of negotiation is evident here too. Whilst there are suggested assessment tasks designed for each course, students are able to negotiate alternative ways of presenting their evidence. They are encouraged to utilise work that they are preparing for their own teaching as evidence, particularly at Phase One, where the emphasis is on practice to theory. 

Initially the quality of evidence varied as students struggled to come to terms with new concepts and the need to start thinking critically about their practice. However it did not take long for the quality to improve, and although their portfolios may look very different from those we receive from our internal students, they show a depth of learning and understanding which is very rewarding for their tutors.

Quality Assurance

All sites are visited by lecturers during the year to monitor the quality of the teaching and learning, and to provide links with 'home base" 

A regular newsletter keeps students in touch with what is happening at other sites, and is a way of ensuring consistency of information.  

Regular student evaluations are requested from the sites, which enable students to make confidential comments on both the teachers and the course.

Assessment evidence is moderated using the NZQA structure, which requires that a selection of assessment evidence from each course and each site, is sent to Wellington and is moderated by the in-house course convenors. Usually three pieces of work are requested - a good pass, a marginal pass and a possible fail, or some other spread which represents class achievement levels. This allows us to monitor both the standard of student work, and the standard of marking. 

Moderation visits to the various sites confirm that the students are generally learning in an inclusive, relaxed and non-threatening environment, which recognises and values their different ways of practising and learning. This 'safe' learning environment, which encourages exploration of ideas, values difference, encourages new teaching strategies and learning from mistakes, makes a much greater difference than we had first anticipated. We believe that we have set the students up to achieve, and for the most part they have exceeded expectations.

Library support

Our Library has had to deal with numerous requests from off campus students for material that may not perhaps be as clearly defined or 'mainstream' as the requests they are used to. Many of the students are not frequent library users, and find the catalogue system somewhat daunting. Requests such as 

" I'm writing an assignment on the learning needs of recently released prisoners - can you help?"

 "I'm trying to find out whether you've got anything on repairing a Harley Davidson, so I can plan a lesson for my students"

 "Is there a really basic book about working with adult learners?" 

are quite common at Stage One, and are dealt with good humour and lots of support, one more way of trying to break down the institutional barriers. 

Management and administrative support

Any institution which wants to become learner and student focused must realise that to enable such programmes to happen, they will need to move their institutional boundaries in a number of ways. The committed support of our Chief Executive made this qualification accessible and affordable. A special subsidy was made available to reduce the tuition fees (it is intended that under Massey University this will become a campus equity initiative that encourages educationally disadvantaged students into tertiary education). 

We begged for flexibility in our academic registry processes, and they responded magnificently. We increased our budget for travel, photocopying and staff development. 

Our off campus partners in the PTE's found the students for us, and provided much of the early administrative support in working through application and enrolment processes a large contribution of time and patience.

 The department's administration staff have moved heaven and earth to sort out “red tape”, enrolment processes at our end, misunderstandings and many unforeseen hitches (both minor and major!), and continue to do so. 

Our learning

As I have already suggested, this initiative has not been without its problems. These have included

· Not always getting the right teachers, a couple of whom have resigned when they became more fully aware of the demands of the position. This created problems when the course was already underway and running to tight timeframes. We have on occasion had to fly to the venue to plug the gap, but this is not the way we prefer to deal with the situation, and usually new teachers have been found.

· This programme has not been without its critics. The learning environment that we have tried to create has been criticised by outside observers as being too  unconventional, or not sufficiently 'academic'. Questions have been raised about our assessment policies and standards. We believe we have answered the critics, but we will never please everyone.

· Some students were encouraged by slightly over enthusiastic employers to participate, when they had insufficient concept of the amount of work involved. This led to initial drop out.

· Initial misinterpretations by students of the quality of work that was required. We try to make assessments appropriate and relevant, but they still have to be of acceptable quality.

· There have been hiccups in the setting up of administrative and educational support systems for a new programme, which grew like 'Topsy' after the first year. We have been learning on the run, and each year has been marginally less stressful than the last. With the benefit of hindsight, we can see much that could have been improved in the initial management of the process, but we have coped.

· Not all of our students, no matter how much we might support them, are going to succeed. This is one of the most worrying parts of the programme, because they have already been branded as failures in education, and it would have been wonderful to see them succeed. However, we have to maintain standards to retain the credibility of the degree, and it might be that more academic counselling is required early in the process.

· Some students only complete the Phase One and exit with an Advanced Certificate in Tertiary Teaching. This in itself is not a problem, but the continuing viability of the programme in any area is dependent on our maintaining student numbers - minimum of 15 per site. This has the potential to disadvantage those who wish to continue. We are exploring alternative ways to help them continue their learning.

· The programme itself is highly dependent on finding the 'right' teachers, and as such requires dedicated people all around the country as well as at home base. We must try to ensure that they do not get 'burned out' 

As in any educational enterprise, we are still learning, and trying to improve all aspects of this programme. At this point, four years into the off-campus delivery of the degree, the key factors appear to be

· A group of dedicated people both administrative and academic, in house and off campus,  who are committed to making the programme work, and institutional  management which is prepared to listen and support the process

· A desire and  ability to be flexible; in delivery modes, teaching techniques, assessment methods and use of resources

· Negotiation, and a desire to work in partnership with groups and individuals, is an essential part of the process, on both sides 

· A genuine valuing of the life experiences and other "knowing" that our students bring to the learning environment

· The use of student centred and experiential learning techniques which encourage students to value their own prior learning and knowledge 

· The establishment of clear links between "knowing how" and "knowing that" - making the learning real and the concepts relevant to practice.

· Encouraging the students to construct their own sets of knowledge which incorporate both academic and traditional learning, taking the best from each

· An awareness that our way is not the only way - we too have a lot to learn.

Conclusion

This paper has attempted to describe a new initiative in tertiary education for teachers of adults, one that was made necessary by the times in which we are living and working in New Zealand. This initiative has gone some way to reconciling the tensions between academic convention, and the needs of a particular group of non-traditional tertiary education students, but is still evolving.

This delivery format has been in place only since 1997. An international review of the Wellington Polytechnic Bachelor of education programme in 1998 commented, in relation to this off-site programme 


“The EDD is to be applauded for the flexible way in which it has been prepared to work. This has undoubtedly meant that a group of students who would not normally undertake tertiary education, are doing so in circumstances which meet their needs” (Gonzci et al,1998)

Whilst we appreciate this accolade, we are well aware that the journey is just beginning, and all participants in the programme have much still to achieve.
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