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ABSTRACT 

The purpose of this research is to examine the Aboriginal Tutorial Assistance Scheme 
(ATAS) as it operates at the Centre for Aboriginal and Islander Studies (CAIS) at the 
Northern Territory University. The study is conducted in a naturalistic educational 
setting and the emphasis is on understanding the phenomenon under study from the 
perspective of those being studied and to present a comprehensive description of the 
operation and outcomes of ATAS. 

The methodology chosen for the study is ethnography. In addition to the observations, 
data is collected by structured interviews with key individuals, a survey of students, a 
review of available documentation and an analysis of available statistics. The researcher 
is a participant/observer. 

For a number of reasons the data collected for this study needs cautious analysis and 
interpretation. However, there are indications to suggest that regular use of an ATAS 
tutor is connected to an enhancement of the confidence of participating students. 
Improvements in attendance patterns, retention rates and the quality of academic work 
are also related phenomenon. 

A number of recommendations are directed to the three groups involved in the operation 
of ATAS. However, the findings and the recommendations are situation specific and it 
cannot be assumed that they are transferable to other situations. 
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CHAPTER ONE 

INTRODUCTION TO THE STUDY 

1.1 INTRODUCTION 

The National Aboriginal and Tones Strait Islander Policy (AEP 1989) was developed 
in an effort to make the processes of education, for Aboriginal and Islander people, 
more effective. As part of the AEP, a tutorial support scheme was introduced. It was 
called The Aboriginal Tutorial Assistance Scheme (ATAS). It has operated since 1990 
when it took over from a tutorial assistance scheme, for Aboriginal students, provided 
under Abstudy. The scheme is administered by the Commonwealth Department of 
Education, Employment and Training (DEET) and is funded by The Aboriginal 
Education Strategic Initiatives Programme. 

This study is an investigation of ATAS as it is used by students at the Centre for 
Aboriginal and Islander Studies (CAIS) at the Northern Territory University (NTU) 
during Semester One, 1992. It aims to provide an account of ATAS at CAIS, its 
operation, impact and outcomes. 

1.2 BACKGROUND 

Background information for this study came from three sources: relevant literature, the 
working documents used by DEET and CAIS in the administration of ATAS and an 
exposition of what was already known about the contest in which the study takes place. 
Literature related to Aboriginal education was explored to alert the reader to the 
problems of racism in research, and to present an historical overview of Aboriginal 
education, issues of Aboriginality and Aboriginal world view. Further, it examined the 
role of the tutor in cross cultural settings and explored strategies which have been 
useful in these situations. 

The reasons for the establishment of ATAS were found by examining Commonwealth 
Government policy documents pertaining to ATAS, including the Minister's statement 
on ATAS, The National Aboriginal and Tones Strait Islander Policy and the ATAS 
Guidelines. Documents available at CAIS provided further background for the study. 
They gave information on CAIS, the lecturing staff, the courses provided, the student 



group it served and the use made of ATAS. Thus from the literature investigation and 
an exposition of what was known about ATAS at CAIS a number of focus questions 
were derived for exploration in the study. 

1.2.1 THE HISTORY OF ATAS 
One of the purposes of National Aboriginal and Torres Strait Islander Education Policy 
was to increase the enrolment rate for Aboriginal people in educational institutions 
(AEP, 1989). 

This was done in a variety of ways including, the provision of funding for positions for 
Aboriginal students in existing courses, the introduction of specialized courses and the 
establishment of Aboriginal enclaves in various institutions. A list of enclaves at 
various institutions in Australia is included as Appendix 1. 

Simply increasing the enrolment rate was not the only objective of the AEP. It listed a 
number of goals relating to equitable and appropriate educational outcomes for 
Aboriginal and Torres Strait Islander people which aimed at 

raising the attendance and retention rates and improving the learning outcomes of 
Aboriginal students. 

(AEP, Section 3.3.5) 

ATAS was established in order "to contribute towards achieving those goals" (ATAS 
Guidelines 1991. Section 1.1.2). Under ATAS, "the Commonwealth provides 
supplementary tuition relating to formal education" for Aboriginal students (ATAS 
Guidelines 1991). 

1.2.2 ATAS AT CAIS 
In Darwin, the number of Aboriginal adults undertaking full-time study to improve the 
standard of their education is increasing. Aboriginal Task Force began in 1980 and 
provided ITAFE level "bridging courses specifically designed for Aboriginal people" 
(ATF Report 1986). It also provided support for Aboriginal students who were 
enrolled in mainstream higher education and TAPE courses. In that year twenty-six 
students were enrolled. By 1986 the number had risen to one hundred and forty (ATF 
Report 1986). Task Force has since evolved into CAIS and now operates as a Centre 
within the Northern Territory University. It continues to provides a variety of access, 
bridging and vocational courses at ITAFE level and has expanded the personal and 
academic support offered to Aboriginal students undertaking mainstream courses. In 
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April 1992 there were one hundred and sixty-two students1  in the six CATS, TAFE 
sector courses. There were also Aboriginal students working in higher education 
bridging courses and in mainstream TAFE courses and Degree level courses. Details of 
enrolment figures are included as Appendix 2. 

A number of affirmative action strategies are employed by CATS. Generally, they 
attempt to avoid the cultural domination by the wider society and take into consideration 
the cultural, linguistic, historic and socio-political factors which influence Aboriginal 
learning in the classroom. This is done by the development of explicit policies and 
goals that address the issue of equity, the recognition of Aboriginal culture, 
"interactive-based" andragogy, special entrance requirements, and personal and 
academic support. 

The strategy under consideration in this study is the tutorial support scheme ATAS. The 
scheme has been used at CATS since its inception in 1990 and use of the programme 
has grown over the first triennium. 

1.3 METHODOLOGY 

In an effort to ensure that the reader has a clear understanding of the complex 
background in which the study is set, an extensive explanation of the background is 
provided. In Chapter Two a broad description is given of the general history and issues 
surrounding Aboriginal education. Further understanding is then provided by an 
analysis, in Chapter Three, of the groups and organizations involved in the study. 

The study involved single site observations of the operation of Aboriginal Tutorial 
Assistance Scheme at the Centre for Aboriginal and Islander Studies. The methodology 
chosen for the study was ethnography. In addition to observations, data was collected 
by interviews with lecturers and tutors, a survey of students, a review of available 
documentation including information from administrative databases and analysis of unit 
statistics such as attendance rates and final unit results for the semester. The study was 
conducted in a naturalistic educational setting and the emphasis was on understanding 
the phenomenon under study from the perspective of those being studied and to present 
a comprehensive description of ATAS and its outcomes. The researcher was a 
participant/observer. 

1 This figure was taken from NTU records. It included many students who had actually dropped of of 
their courses but had not withdrawn officially. The actual number of students attending class was not 
recorded 



A major consideration in the research design was the need for constant awareness of the 
bicultural aspect of the research. In response a "both/and" approach was applied to the 
research design. This "both/and" approach involves researchers from two cultures 
working together to gather information from informants from two cultures. In this 
study, the information about Non-Aboriginal people was collected by the Non-
Aboriginal researcher and much of the information gained from Aboriginal students 
was collected by Aboriginal co-researchers. 

1.4 DERIVED FOCUS QUESTIONS 

Reflection on information presented in Chapters Two and Three, the literature review 
and the environmental context of the study, resulted in a number of focus questions. 
Many questions were generated during the initial reflective phase. However, only some 
questions were selected for study. The questions elected for investigation were 
considered by the author to be the most important issues involved in the operation of 
ATAS at CAIS and that an exploration of them would provide the basis for a 
comprehensive description of the operation of ATAS at CAIS. 

Section One: Operation of ATAS 

How does ATAS work in the day to day operations? 

What are the specific skills, strategies and expertise tutors need to have or 
develop if they are to assist Aboriginal and Islander students to succeed in 
their study? 

Section Two: Outcomes of ATAS 

What are the attendance patterns for CAIS students who use ATAS? 

What are the retention rates for CAIS students who use ATAS and how do 
these relate to the retention rates for CAIS students who do not use the 
system? 

For CAIS students who use ATAS, what effects on the quality of their 
work can be identified? 

What other effect(s) does the scheme have on students, tutors and CAIS lecturers? 

El 



Section Three: Research Design 

7. How can the research be designed to include the "both / and" 
approach2  to cross cultural research? 

1.5 FINDINGS OF THE STUDY 

The findings and analysis of data are presented in Chapters Five and Six. The 
information in Chapter Five would be of interest to people involved in the operation of 
ATAS. Chapter Six considers the effect of ATAS on the attendance patterns, retention 
rates and improvements in the quality of the academic work of students. 

It appears that, at CAIS, the operation of ATAS was possible through the combined 
and cooperative effort of the local Darwin DEET office and CAIS Aboriginal Student 
Service (ASS) staff. The rate of participation of students in ATAS varied with the 
different courses. Generally there was a better than one in four participation rate by 
students. Students identified English and Mathematics as being the areas of prime 
interest for tutorials. While many students actually took out contracts, their attendance 
at tutorials was often erratic. Many used less than half the available contract time. 

There were problems with the scheme and these varied depending on the perspective 
through which the scheme was being viewed. Often the interests of the different groups 
involved clashed. It was thought that some of the problems could have been overcome 
by an open forum meeting of all lecturers, tutors and students early in the semester and 
a clearer demarcation of the roles for members of the various groups. 

A number of tutor skills and strategies were identified and a detailed diagram developed 
which illustrated the pathway to productive tutorial time. The needs of Aboriginal 
students involved in tertiary studies clashed in a number of ways with the guidelines 
used for the operation of ATAS. These issues are discussed fully in Chapter Five. 

Some connection was found which linked student attendance patterns, retention rates 
and improvements in the quality of academic work with the use of ATAS tutors by 
students. However, it must be remembered that there are a large number of variables 
acting in what is a complex situation. 

2 How the question of the "both I and" approach arose is explained in Chapter 2.2 and details of how it 
was applied to this study are provided in Chapter 4.4. 
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1.6 SCOPE OF THE STUDY 

A limitation needed to be imposed on the study in an effort to contain the magnitude of 
the research task. There were Aboriginal students using ATAS tutors in mainstream 
Higher Education courses and mainstream 1TAFE courses as well as the eight courses 
offered directly by CAIS. This study includes only students, lecturers and tutors 
involved with the six TAFE sector courses offered by CAIS. It would have been 
desirable to include all Aboriginal students at the NTU in the study. However, it was 
restricted to the six CAIS courses to make it feasible and achievable. 

1.7 SIGNIFICANCE OF THE STUDY 

Funding for ATAS during the 1990-92 triennium amounted to approximately $34 
million (DEET 1990). This expenditure of public funds requires public accountability. 
AEP has inbuilt procedures operating to ensure review. It requires that 

Each of the States and Territories and participating non-government and higher 
education bodies will develop, jointly with the Commonwealth, a set of 
performance indicators for monitoring of, evaluating and public reporting on, the 
strategies adopted within the national Aboriginal and Torres Strait Islander 
Education Policy. 

(AEP Section 4.3.2) 

Thus ATAS, as one of the AEP strategies is under scrutiny. Provision is made for 
modifications to the scheme during the triennium and ensures that decisions regarding 
future funding are made on an informed basis. 

The AEP was keen to ensure that 

The performance indicators will include changes in Aboriginal participation in 
the different sectors of education. 

(AEP Section 4.3.2) 

This reporting, based on enrolment figures, gives a statistical perspective. However, it 
is important that the objective data is blended with the subjective voice of the users of 
the scheme expressing their expectations, experiences and concerns. 

This study is specifically about use of ATAS by students at CAIS. It provides a 
description based on evidence gathered from students, tutors and lecturers, as users of 
the system. It also looks at the administration involved in the scheme at CAIS. 



The emphasis of the present study is to gain an understanding of the complex situation 
from the perspective of the participants. Such data, along with conclusions and 
recommendations could assist in a consideration of ATAS by organizations such as 
CAIS itself, other teaching/learning establishments that are attempting similar ventures 
and DEET as the administrative body. It has potential, also, as a source of information 
for individuals who are the human faces behind the somewhat sterile, generic titles of 
tutors and lecturers. 

1.8 OUTLINE OF THE STUDY 

The study is reported in seven chapters. Chapter One introduces the study. It discusses 
the background and significance of the study, gives a brief overview and outlines the 
direction of the study. A review of related issues, including a treatment of Aboriginal 
learning styles, from Aboriginal Education literature, is presented in Chapter Two. 
Chapter Three continues to provide background by investigating the documentation 
available at CAIS and DEET. This chapter concludes with a number of focus questions. 
A discussion of the methodology and research design follows in Chapter Four. The 
findings and analysis of data are reported in two chapters. The findings that relate 
particularly to the operation of ATAS are in Chapter Five. Findings that relate to the 
outcomes of the scheme are discussed in Chapter Six. The study finishes with 
conclusions and recommendations which are presented in Chapter Seven. 

1.9 SUMMARY 

This chapter outlined the research and explained the significance of the study. It 
introduced the focus questions which were derived from analysis of relevant literature 
and documents from CAIS and DEET related to ATAS. In addition, it gave a brief 
overview of the findings of the study. The next chapter searches through the literature 
to provide a general background for the study. 
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CHAPTER TWO 

LITERATURE REVIEW 

2.1 INTRODUCTION 

This chapter commences with the observation that racism is institutionalised in research 
and this acts as a caution for the researcher. Then, in an effort to uncover information 
relevant to this study, the issue of Aboriginality is addressed and this is followed by a 
review of the history of Aboriginal education. Some of the problems facing Aboriginal 
adults undertaking further study at tertiary institutions are also considered. 

Literature on the role of tutors and the strategies used by tutors have also been 
examined. The chapter concludes with a summary of the issues. These issues will be 
further refined into a set of focus questions in the next chapter after the documentation 
from CAIS and DEET have been explored. The questions will then be used to guide the 
research design. 

2.2 CROSS-CULTURAL RESEARCH 

Fundamental to the efforts of scholars are the writings of previous researchers. The 
promulgation of knowledge through this literature is controlled by sets of rules or 
terms. These "rules" are proposed in most cases by the Library of Congress Subject 
Headings (LCSH) list which dictates the manner in which information shall be sought. 

Heather Moorcroft (1992) considers the LCSH as well as other headings (List of 
Australian Subject Headings LASH and Australian Schools Catalogue Information 
System ASCIS ) to be racist in application, if not intent. She provides as evidence the 
fact that common terms used in the Aboriginal struggle for self determination are 
absent, e.g. land rights does not appear as a key word but is to be found under 
Aborigines, australian - Land Tenure. Value laden terms are prevalent, e.g. mixed 
blood refers to Aboriginal people, but not Swedish or Greek people. The word 
primitive refers to Aboriginal law. 

Information is hidden, groups or individuals are racially isolated and subjects are 
neutralized by the use of selective key words which are not prejudicial to the dominant 



group, e.g. the book Aboriginal adolescence: maidenhood in an Australian community 
cannot be found under Adolescence but rather Aborigines, Australian - Social life and 
customs. Another example is Bernard Smith's 1980 Boyer lecture. It was published as 
The Spectre of Truganini and dealt with acts of genocide. However, it does not have a 
genocide subject heading but rather: Aborigines, Australian, Aborigines, Australian - 
treatment, Aborigines, Australian - land tenure, Aborigines, Australian - civilization 
(Moorcroft, 1991). 

The world of knowledge, literature and scholasticism, controlled and disseminated 
through a world library system, acts as though, and appears as though it were racist. 
Racism can thus be considered institutional in all fields of research and as such 
represents a possible restriction on the study. 

The Learning My Way conference (1988) boasted of the fact that more than seventy 
percent of the papers and workshops were presented by Aboriginal people. This 
contrasted dramatically with two hundred years of conferences and symposiums at 
which Non-Aboriginal opinions, research findings and solutions about Aboriginal 
education were proposed and debated. At present there is some controversy regarding 
the suitability of Non-Aboriginal people as researchers in the field of Aboriginal 
participation in, and response to, formal Western Education. The debate is tense and 
unproductive as, generally, neither party is willing to concede ground. The idea, that 
seems to have the best balance, is to develop a "both/and" rather than an "either/or" 
situation. This is a two-pronged approach, which avoids the major difficulties of such 
a debate. The approach can be used in a bi-cultural Situation where Aboriginal and Non-
Aboriginal people are working together. It involves Aboriginal people collecting and 
analysing information gained from Aboriginal people and Non-Aboriginal people 
restricting their research to participants from their own cultural group. This problem 
provides a focus question and is thus further considered in the chapter on research 
design. 

The relevant readings that have been most readily accessible in the past have been 
written by Non-Aboriginal writers. However, material is now being produced by 
Aboriginal people and this material is being promoted for study by students. The 
reading material for this study includes a number of articles by Aboriginal students and 
writers. Thus, the author has been made aware of the issue of racism in research. This 
has enabled careful selection and cautious presentation of this literature investigation. 



2.3 THE ISSUE OF ABORIGINALITY 

The following discussion will show that in Australia, over the past sixty years, there 
has been a distinct movement from a policy which attempted to remove Aboriginal 
culture from the people towards an acceptance, though somewhat reluctant, of that 
culture. 

In 1937 Elkin, proposed a policy of integration of Aboriginal people into the wider 
Australian community. This was accepted by the Commonwealth Government in an 
attempt to break away from the protectionist/restrictionist policy that existed at the time. 
Education was seen as a means to this end. Elkin believed that "education must aim at 
conscious adaptation to the new problems of life" (Elkin, 1937, p. 472). 

Thirty-four years later Elkin still held the view that Aboriginal culture could not be 
saved1. He believed that Aboriginal culture had been so changed that it was no longer 
possible to retain it even if there was a desire to do so (Holm, 1981, p.  32). 

In the early sixties there was a move from the policy of integration to assimilation. This 
marked a different approach to an understanding of the value of Aboriginal culture. The 
Welfare Branch, a government Department established to control Aboriginal affairs, 
recorded this change. 

The policy of the Commonwealth Government with respect to aborigines in the 
Northern Territory is to promote and direct social change amongst them in such a way 
that, whilst retaining connections with and pride in their aboriginal ancestry, they will 
become indistinguishable from other members of the Australian community in manner 
of life, standards of living, occupations, and participation in community affairs. 

(Welfare Branch Annual Report, 1960-61, p.  7) 

Over the following ten years Commonwealth Government policy changed with regard 
to Aboriginal welfare. It will be noticed that the term used to refer to the people had 
acquired a capital letter. It changed from "aborigine" to "Aborigine". 

The policy of the Commonwealth Government with respect to Aborigines in the 
Northern Territory is that, with all other Australians, they should have equality of 
opportunity and full enjoyment of the same rights and privileges, and to accept the same 
responsibilities. 

(Welfare Branch Annual Report, 1970-71, p. 8) 

1 While this is the expression of only one point of view, Elkin was considered an authority on issues 
concerning Aboriginal people. 
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Another decade resulted in further change to Government policy. Self management, a 
policy which has remained to the present day, was promoted. 

The objective of this policy is that Aboriginals should be in the same position as any 
other Australians to make decisions about their future and to accept responsibility for 
these decisions. 

(Department of Aboriginal Affairs, 1981, p. 11) 

In the field of education, reports were forthcoming which addressed this new 
government policy. The Green Report (1981) promoted the idea that education was the 
key to Aboriginal self management and suggested that 

the basic principle for planning and implementing educational services for 
Aborigines is that Education is a significant factor in social progress. 

(Green Report, 1981, p. 7) 

The vision of "social progress" continued to be seen from an ethnocentric, mainstream 
point of view. Gradually the Aboriginal view began to emerge and the dominant issue 
for Aboriginal students was to gain their rightful autonomy within society without 
surrendering their Aboriginality. 

Harris, in his article Coming Up Level Without Losing Themselves, (1988) discusses 
the issue of Aboriginal students in tertiary institutions in some depth. He contrasts 
some of the differences in the Aboriginal and the white world and then presents a 
strategy for survival for Aboriginal students. He believe's that the students should treat 
the white culture domain "as a giant role play or a huge serious game" (p.176). 
McEvedy and Jordan had previously suggested, in 1986, that students should view 
university life and environment as a new culture with customs and values and language 
to be learnt by students. 

Success for Aboriginal students frequently means that they have understood and 
applied the Western type learning style which underpins mainstream courses. Thus, 
they become academically oriented and this sometimes creates conflicts with their 
Aboriginal world view and identity. These successful students step, more and more, 
into a Non-Aboriginal world view and this becomes a point at which there could be an 
identity crisis. Brown (1991) suggests that some Aboriginal students avoid this crisis 
by adopting a stand of racelessness. If the crisis is not solved it involves a further build 
up of stress and increases the difficulty of course work. The students need the 
opportunity to strengthen their Aboriginal identity and to maintain their academic 
success. 
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The Aboriginal people of Australia are a diverse group. Four main categories of 
Aboriginal and Torres Strait Islander society were outlined in the Report for the 
National Inquiry into Teacher Education (1986). Appendix 3 has these explained in 
more detail. However, one important fact remains clear and was stressed in the 
Report for the National Inquiry into Teacher Education (1986), "All groups remain 
culturally different from white Australians" (p.  48). 

The granting of equal rights and the public pride in Aboriginal culture which began to 
emerge in the 1970s resulted in an increase in the number of people acknowledging 
their Aboriginal origins. Bin-S allik calls this time the "Renaissance" (1990, forward). 

The population of Darwin is shown below and is given as evidence of the above idea. 
The Darwin and rural area population was selected because it was the location for this 
study. The figures were taken from the Australian Bureau of Statistics. A dramatic rise 
commences in the early seventies and this trend continues into part of the next decade. 

Total Aboriginal percentage 
origin 

1961 15426 600 0.038 
1971 37060 1000 0.026 
1981 56901 4511 0.079 
1986 66452 5385 0.081 
1991 78139 5668 0.072 

Table 1 

From the above table it is obvious that Aboriginal people represent only a small group 
within the total Darwin population. 
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There was a very clear and apparently rapid increase in the Aboriginal population from 
1970. This rate continued for about ten years. Then the population gradually settled. At 
no time did the Aboriginal growth rate match the overall growth rate of Darwin. 

Darwin Population 
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2.4 HISTORICAL OVERVIEW 

2.4.1 BACKGROUND 
Historically, the role of education for Aboriginal people has been assimilationist and 
has only been considered from one side. Aboriginal people, particularly children, 
have been asked to change attitudes, behaviour and loyalties. A variety of approaches 
and terminologies have been used but the underlying philosophy has been to 
minimise the differences between Aboriginal and European children so that 
Aboriginal people as a group could blend into the dominant white society 
(McConnochie, 1982). Thus, while the tasks involved in Aboriginal education were 
considered difficult there was little that could be classified as controversial. Debate 
over Aboriginal education issues has been a phenomenon in Australia for only the last 
twenty to thirty years. 

The white and black interest groups, which derive their opinions and actions from 
different basic premises, have been there from the first days of Anglo colonization of 
Australia. However, the dominant group was extremely ethnocentric and the invaded 
black group responded with silent, active resistance to the destruction of its culture. 
The long silent Aboriginal perspective began to be seen, heard and understood in the 
late seventies. Examples of this are the establishment of the independent, community 
run schools at Strelley (1976) and Yipirinya (1980) and the expanding role of 
Aboriginal leadership in the schools at Milingimbi, Yirrkala, Ngukurr and other 
communities in the early eighties. 

Australian universities are the inheritors of an intellectual tradition which has studied 
and imparted the wisdom of many diverse cultures. They have, unfortunately, been 
reluctant to acknowledge the wisdom of indigenous Australian cultures. They have 
not, until recently, attracted many Aboriginal students or academic staff. Figures 
taken from the 1981 census show that about four percent of the Aboriginal population 
registered as having post secondary education. This compared with a figure of 24.6 
percent for the total Australian population. These figures drew public attention to the 
situation and this resulted in increased emphasis on affirmative action. A more 
detailed treatment of the history of Aboriginal Adult Education and Vocational 
Training in the NT can be found in one of the NTU Faculty of Education Point 
Counter Point Series by Harper & Rodwell (1989). 
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In the Northern Territory there followed a period of growing public awareness of the 
low level of Aboriginal participation in post primary and tertiary education. Two main 
causes for this low participation were identified. They were the 

lack of bridging courses specifically designed for Aboriginal people, and the lack 
of support for Aboriginal students already undertaking courses. 

(History of Aboriginal Task Force, 1987) 

The Aboriginal Task Force was established in 1980 in an attempt to overcome these 
problems. It was located near the Darwin Community College. Courses were organized 
and developed on a needs basis using DEET funding. Initially, additional individual or 
small group, tuition was offered by lecturers teaching in the Task Force courses 
(kterview with staff employed in 1980). 

The Aboriginal Study Grants Scheme (Abstudy) was introduced in 1983. This 
scheme offered financial assistance to enable Aboriginal people to undertake studies at 
Universities, Colleges of Advanced Education and Technical Colleges. 
Approximately $25 million was allocated in 1984-85 for Abstudy grants. This and 
other measures have helped to improve the situation. However, equality and equity 
have not yet been achieved. The Aboriginal people are still severely under represented 
in Higher Education and the special use of Tertiary institutions needs to continue and 
improve. 

The Department of Education, Employment and Training suggests that the increase in 
the numbers of Aboriginal students in further education can be attributed to the fact that 

there is greater realization among the Aboriginal community that employment 
prospects are enhanced by formal educational qualifications. 

(DEET, 1991) 

2.4.2 ENCLAVES AT UNIVERSITIES 
The Jordan Report (1984) uses the term enclave to mean a meeting place where 

Aboriginal students enrolled in standard courses within institutions are given 
additional support appropriate to their culture, lifestyle and educational 
background. 

(Jordan, 1984, p. 6) 

The Report (Jordan, 1984, p. 6) identified three essential elements of an 
enclave and considered that they were 
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The provision of staff whose role is to assist students dealing 
with their course work and developing the necessary skills to 
proceed through their courses to graduation. This involves both 
counselling support and providing academic support. 

A structure supporting the maintenance of an Aboriginal identity. 

The provision of a separate area for students to work, study and 
meet socially. 

The Report goes on to suggest that the provision of enclaves, along with other 
measures, had resulted in an increase of some five hundred percent in enrollments of 
Aboriginal students in tertiary institutions. 

Special mature age entry was also identified as one of the essential elements for an 
enclave program. Bin-Sallik (1990) suggests 

Without the advocacy role of enclave programs most students would have been 
excluded from participating in higher education. 

(Bin-Sallik, 1990, p.39) 

The role of the enclave widened with time. Several of the enclaves, e.g. CAIS in 
Darwin and SAlT in Adelaide, gradually developed two strands, an academic unit and a 
support structure. The academic unit developed and taught "courses specifically 
designed for Aboriginal students" (NTU Handbook). The support services continued to 
provide academic tutoring and counselling as well as personal counselling. As 
mentioned in Chapter One, Appendix 1 is a list of institutions which have Aboriginal 
enclaves. 

2.4.3 NTU LECTURERS' UNDERSTANDING OF ABORIGINAL CULTURE AND LEARNING 
STYLES 

While not writing specifically about the NTU, Harris (1988) believes that many people, 
including lecturers and tutors, have a lack of recognition of "how much white education 
is tied up with white culture" (p.170). This is seen as a threat to the identity of 
Aboriginal students working in a tertiary institution. 

Neil Harrison (1991) interviewed lecturers at the NTU regarding their understanding of 
the learning style of Aboriginal and Islander students. Twenty percent thought that 
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learning styles were similar for all students. However, slightly more, thirty percent felt 
that the learning styles of Aboriginal students were different. Half of the lecturers 
interviewed answered that they were unsure of the answer to the question. 

2.4.4 THE HISTORY OF ATAS 
The track, to find the forerunners of ATAS, is littered with a variety of Reports, 
Statements of Concern, Addresses to National Conferences, Discussion Statements and 
even some Policies. Many of these documents carried the message of the need for 
change in Aboriginal Education but few carried any indication of how changes could be 
achieved. 

An early mention of tutorial support was found in a Report by the Aboriginal 
Consultative Group. This report, published in October 1976, reported on Aboriginal 
access to and use of Technical and Further Education. There were a number of 
recommendations. One related to tutorial support. It stated 

TAFE institutions (should) provide appropriate preparatory, bridging and tutorial 
service for Aboriginal students 

(Recommendation 12, p. 30) 

Under the Abstudy scheme, which commenced in 1983, students were able to receive 
additional tuition. The cost for the tuition was met by Abstudy. 

ATAS was introduced in 1990 as the second component of the Aboriginal Education 
Strategic Initiatives Program. Commonwealth funding provided Aboriginal students 
with additional tuition related to a formal study program. The scheme covered private 
tuition for students at primary, secondary and post school levels. It also provided 
assistance for the development of homework centres. The funding over the triennium 
has increased steadily with an increase, over the three years, of almost fifty percent. In 
1990, $10.985 million was allocated for the scheme. This increased in 1991 to $13.5 
million. In the final year of the triennium, 1992, a total of $14.2 million was spent. 

2.5 ABORIGINAL WORLD VIEW AND TERTIARY EDUCATION 

World view is defined by Christie (1984) as 

the ideas and beliefs which a group of people holds about its world and the 
people and things in it. 
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Further, Christie believes that people don't 'all see the world the same way." 

Aboriginal students carry their world view with them when they undertake study. This 
world view is often different from the one they meet at their place of study. The 
ramifications of the strength of the family and related social responsibilities can 
sometimes not be fully understood by Non-Aboriginal University staff. Young, single, 
female Aboriginal students are generally living in an extended family situation. This 
means that added responsibilities are placed on family members. This situation is quite 
different from the nuclear, or single parent family situation from which many of the 
Non-Aboriginal students come. The Aboriginal students' position is one of group 
responsibilities. This contrasts with many Non-Aboriginal students whose life at this 
stage is seen, both by the individual and the family, from the personal rights position. 
These young people are seen as having a right to further education. This right 
frequently involves the suspension of other family related obligations in order to 
provide the student with the best opportunity to succeed. The Aboriginal student has the 
responsibilities of the extended family. This is particularly the case for female students 
who are expected to look after the smaller children of a variety of relatives. Attending 
classes, for some female Aboriginal students, may be considered as a second priority to 
requests for child care, particularly if illness is involved. This contrasts with other 
students who have a greater possibility of living away from home or having fewer or 
even no younger relatives needing care. Most of the Aboriginal students are mature age 
students and when they commence to study they do not shed their already existing 
lifestyle with its consequent responsibilities. Instead they simply add study to the pre-
existing load. This is particularly the case for women, many of whom are single 
mothers. 

Harris suggests that, the learning style used by the Aboriginal people he worked with 
was "successive approximations to the end product or through a series of wholes rather 
than through the learning of carefully sequenced parts." (Harris,1982, p.144) This is 
precisely the situation which faces the mature aged, Aboriginal tertiary student with 
regards academic writing. When they return to study there has been the passage of 
some years since their previous contact with the education system. Generally Non-
Aboriginal students, who have stayed within the education system, come to tertiary 
studies with many years of exposure to a variety of skill building exercises which were 
designed by subdivision of the essential skills involved in the final product. These skill 
building exercises have been sequenced carefully, presented and re-presented to ensure 
mastery, tested and measured. These activities are, in the overall design, the means to 
future ends. The appropriateness of any similar activities for Aboriginal tertiary 
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students needs to be questioned. If lecturers are aware of this learning style, strategies 
can be devised and many mistakes can be avoided. 

A real difference between Aboriginal world view and the one dominant in the 
University occurs when considering time orientation. Aboriginal people are past and 
present oriented and this contrasts with the careful subdivision of time and forward 
planning demanded by University schedules2. The environment of poverty in which 
the Aboriginal people have lived has reinforced and contributed to maintenance of that 
world view. Implications here are that courses could emphasise the here and now 
process and not the long term goal of the degree or the job to which the degree may 
lead. Other possibilities are flexible time structures for courses and intensive courses as 
opposed to courses planned out over a full twenty week semester. Perhaps the 
successful workshop approach used at Batchelor College is worth investigation. The 
work at Batchelor College is indicating that short term, intensive workshops on a single 
topic is the method preferred by the Aboriginal students (Geeves, 1988). 

The rules covering the interactions between individuals are learnt by living in a culture. 
Aboriginal and some Non-Aboriginal world views to requests for favours differ 
considerably. In all situations there is the expectation that the reasonableness of the 
request needs to be judged. Aboriginal people would leave this judgement up to the 
person who has been asked the favour. Some Non-Aboriginal people put the onus on 
the person who is asking the question and often expect that there has been thought or 
even discussion before the request is put. Misunderstandings can arise when Aboriginal 
students make requests of lecturers. 

An understanding of the purpose and response to questions is an area that carries many 
implications for Aboriginal tertiary students. Hypothetical questions, so much a part of 
formal education, are not used by many Aboriginal people. In addition it is foreign for 
them to ask questions for which they already know the answer. Yet this is a technique 
that is used extensively in formal education. The fact that this type of questioning3  is 
implanted in education does not mean that it is essential. 

2 Many of the students who visit Student Services at CAIS have spoken of the difficulty of keeping 
track of several subjects (Personal observation). 

3 1 have noticed at CAIS that many lecturers are able to use, with varying degrees of success, the 
Aboriginal style of questioning where some information is offered to check the reality or understanding 
of a situation. The question form has been changed from "What does this dotted line here indicate?" to 
"This dotted line shows a page break, true?" (Personal observation) 
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Within Aboriginal communities it is socially acceptable to ignore questions. For urban 
Aboriginal people this cultural behaviour is reinforced by the circumstances of poverty. 
In households where there is close contact with many people, not needing to answer 
questions provides a way of maintaining privacy. Assertive and demanding behaviour, 
which has a place in some Non-Aboriginal cultures, is discouraged. Non-Aboriginal 
students and lecturers, working within that cultural behaviour code frequently are seen 
by Aboriginal students to be using inappropriate verbal behaviour. The forthright or 
strong ta1k' is associated with anger and breaking the peace. 

Having used writing to enable the storage of knowledge, western society developed a 
communal body of knowledge. At the present time, in theory, there is free access to 
this knowledge by any member of the society willing to pursue it. This was not always 
the situation. Knowledge was the monopoly of rich and powerful men and restriction 
of it was a method employed to ensure the distribution of riches and power stayed with 
that elitist group. There was, in effect, a restriction and control of knowledge similar to 
that which is seen in traditional Aboriginal society. 

In the Aboriginal world view knowledge is valued on account of the relationship with 
the person imparting knowledge. Teachers are judged on how they relate as persons 
rather than their technical competence as an educator. Isaac Brown notes the example5  
of a 

person who found it difficult to accept instruction from a tutor, much younger 
than himself, but who was a PhD candithte. The issue was resolved by providing a tutor, far less qualified, but to whom the candidate could relate as an older, ergo, 
wiser person. 

(Brown, 1988) 

However the mature age of most tertiary students must be noted. Aboriginal Respect 
for age and the association of wisdom and knowledge with a person's age is a factor 
which needs consideration. It should not be seen as obstacle but as an aspect that could 
be used to advantage. 

Gaining access to tertiary institutions presupposes that the people know what the 
academic options are and the type of employment to which specialized study has the 
potential to lead. It would seem essential to ensure that as far as possible, Aboriginal 

Sometimes an unintentional, hidden message is found by Aboriginal students at CAIS when they 
read the comments written on returned assignments. 

5 A similar example has been experienced at CAIS. 
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students make informed choices about their tertiary education. Thus, when setting up 
bridging courses or revising existing ones provisions need to be made for career 
counselling. This is an area that is heavily influenced by world view. Aboriginal 
students are often acutely aware of "doing something which no one else" in their 
immediate or extended family has ever done (Martin, 1991). Their experience with 
tertiary institutions and careers for which such study is a prerequisite is extremely 
limited. They don't have the experience of family to draw upon. This aspect of their 
world view is also a reflection of the poverty in which both the traditional and urban 
Aboriginal people have lived and in which many are still living. 

Some mention could be made here of recent wealth that has come to some Aboriginal 
communities through royalties for mining rights. It is interesting that the priorities for 
spending this wealth have focussed on access to the land, i.e. vehicles and their 
maintenance. There are no indicators that acquisition of Western education has been a 
priority. 

2.6 ROLE OF THE TUTOR. 

2.6.1 CROSS-CULTURAL TUTORING. 

The findings from Harrison's work (1991) on Aboriginal students at the NTU are of 
interest. While his emphasis is on language, his findings pinpoint the first potential 
block in cross-cultural tuition. He suggests that people working with Aboriginal 
students should 

not assume that the culture and language of Aboriginal and white students are 
commensurate. 

(Harrison, 1991) 

Sykes, when speaking about cross-cultural relationships, has comments that are 
relevant to the cross-cultural tutoring situation. She suggests that white tutors working 
with Aboriginal students are acceptable provided the Aboriginal people have some 
control over the tutorial (Sykes, 1990, p.  139) 

In the late 1970s it began to be recognized that a warm, personal relationship between 
student and teacher was "a vital factor in Aboriginal education" (McDonald, 1984, p. 
7). This idea has continued and seems to have become a theme in the literature. 

21 



Helen McDonald (1984), writing about tutors for the Aboriginal Secondary Grants 
Scheme, identifies two qualities necessary for a successful tutor. She considers that a 
caring personality and a respect for Aboriginal culture enables the development of the 
warm, personal relationship. The tutor then needs the educational expertise to provide 
students with academic skills. She represented the role of the tutor in the following 
diagram 

Establish Personal Relationship 
with student 

Learn abo ut  
__. student 

Develop students 
self concept in 

school 

Develop studenUs 
academic skills 

Figure 3 

Education Department documents of the eighties also began to suggest that 

the main ingredient for success with Aboriginal Adult Literacy programs has been 
proven to be the relationship which is built up between learner and tutor.., a 
feeling of co-operation and working together rather than a formal teacher/pupil 
situation. 

(1985 Teaching Techniques, p.  1 Introduction) 

While not writing specifically for ATAS tutors Sykes (1990) identifies behavioural 
areas which could be of interest and assistance to tutors. The areas identified were 

establishment of credibility with the black community; indicating a 
willingness to enter negotiations; display of 'openness' in discussions; 
willingness to cede control over Aboriginal affairs; and willingness to 
facilitate when called upon for support, skills etc. (p. 145) 

Loos supported the need for the development of personal relationships between student 
and tutor. He believes that 

A stable and steady relationship between the student and tutor enable the tutor to 
plan activities which will ensure that the sessions are cooperative 

(Loos, 1989, p. 174) 
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The role of the tutor and the qualities needed for this role are best explained in the 
words of people who have worked in the situation. Barbara Watson speaks of her 
experience 

When I started tutoring in AITEP three years ago, I had had little experience with 
Aboriginal and islander people, but I did have a moral and intellectual 
commitment to Aboriginal and Islander concerns. I also firmly believed that 
positive intervention was essential if some of the historical and current injustices 
were to be redressed. The gradual change in my effectiveness could be atiributed 
mainly to the warmth and friendship of the students. This friendship has allowed 
me to share their problems and has resulted in an exchange of information about 
our attitudes, beliefs and customs. My concern and commitment is now directed 
towards friends and colleagues rather than towards that anonymous group so often 
described in textbooks. 

(Watson, 1989, p.  113) 

A clear difference between the role of the tutor and a lecturer is made in CAIS Student 
Services reports. 

The role of the tutor is quite different from that of a lecturer. As a tutor I am 
never placed in the position of judge. I never have to give a grade to the work. 
My role is to make it possible for the student to develop some new skills using 
the work set by the lecturer. 

(Student Services Report, 1991) 

Curtin University of Technology in Perth has some clearly defined criteria for the 
selection of tutors. They believe that tutors should have a variety of qualities including 
academic qualification, knowledge of higher education requirements, good 

interpersonal communication skills, sound organizational abilities, a sensitivity to 
Aboriginal "second-chance" students and a willingness to take a personal interest in the 
future prospects of each student. (Taylor, 1989) 

2.6.2 HANDBOOKS AVAILABLE TO TUTORS 

The 1992 ATAS Guidelines suggest that a Handbook for tutors was available. This 

document has not yet been made public. There are, however, a scattering of "Tutor 
Handbook" type publications that are generally produced by the Aboriginal education 
support sections of various institutions for their tutors. They are used locally and 

commonly never make it into the Library system. Some examples are listed in 

Appendix 4. While many of them are pre ATAS publications they do have relevance for 

ATAS tutors. These publications are directed at staff working with Primary School, 

High School or adult students. 

23 



The main thrust of these publications, particularly when the students are adults, is to 
increase the tutors awareness of Aboriginal culture, values and world view. They stress 
a respect for 

the diversity of students backgrounds and aspirations, their culture and, most 
importantly, their Aboriginality. 

(Ministry of Education, Victoria, 1989) 

Many of the tutors, if they came through the Australian system, are the product of an 
education system that only allowed a certain history to be presented. Often the texts 
used simply did not include Aboriginal people, e.g. Australia. a Social and Political 
History by Gordon Greenwood (ed) was used as an Australian High School History 
text for about twenty years. It was printed in 1955 by Angus and Robertson in Sydney 
and has only two brief mentions of Aboriginal people. Effectively, many tutors have 
studied a history of Australia that disregarded the original inhabitants and provided a 
sanitized view of the two hundred years which starting with the "founding" of Australia 
in 1788. (Moorcroft, 1991) 

Many of the Aboriginal Studies units that students are working in have readings about 
Aboriginal resistance to colonization, genocide, the forced removal of children. This 
may be new knowledge for the tutor and they may have to update their store of 
historical facts. 

The booklets are quite practical and although common problems experienced by 
students are discussed they are not seen as road-blocks. Many possible solutions and 
strategies for tutors are offered. 

2.7 STRATEGIES FOR TUTORS 

The following points are discussed as areas of knowledge from which practical 
strategies can be devised by tutors working with Aboriginal students and may provide 
focus issues. 

Aboriginal leadership, particularly in the field of education, is becoming a reality.6  
Related to this is the role of Non-Aboriginal people in promoting this leadership. The 
tutorial sessions provide an ideal situation in which the Aboriginal students can gain 
experience in leadership related skills. Clues to the role tutors can play and the 

6 The present staffing, at CATS and many of the enclaves at other Universities, is given as evidence of 
this statement. 
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strategies they can use in tutorial sessions can be found in McTaggart's suggestions 
about teacher education at Batchelor College. 

the only role open to European teacher/educators is to support students' own 
enquiry. 

(McTaggart, 1988, P.  214) 

2.7.1 LANGUAGE IN A CROSS-CULTURAL SITUATION 

There is today an understanding of the cultural dimension of language and the 
importance this plays in learning a second language. At the 1983 TAPE conference, 
Paul Hughes, the then chairman of the National Aboriginal Education Committee 
stressed the need for 

a recognition of cultural patterns of learning or interaction, particularly non-
formal style of teaching recognising problems of eye contact, indirect questioning 
and time factors 

TAFE conference, 1983) 

McMeniman (1985) writes about older second language learners. He believes that a 
second language is learnt in relation to the linguistic and cultural framework of the first 
language. This understanding is necessary for tutors so that they can avoid making 
incorrect diagnosis of student difficulties. Scott (1980) sounded a warning 

Many tutors, on initial contact with Aboriginal people, diagnose certain 
language difficulties that Aboriginal people have as literacy difficulties. Care 
needs to be taken with such diagnosis. 

Northern Territory Education Department documents provide some useful strategies. In 
Teaching Techniques for Aboriginal Adults, a 1985 Education Department publication, 
some suggestions of appropriate language behaviours in a cross-cultural situations 
were made. They included listening to what people are trying to say, not rushing in to 
fill silence, not answering for Aboriginal people and rephrasing if people can't answer 
a question. This same publication has several suggestions for checking if a student 
understands an explanation or a concept. It suggests tutors avoid questions that have 
yes/no answers (p.  55) and suggests that alternative ways are to ask what, where and 
why questions or ask the student to demonstrate their understanding, e.g. explain in 
own words. 

Present day interest seems to be on acknowledging Aboriginal English and its potential 
as a tool for learning. Neil Harrison (1991) surveyed some of the lecturing staff at the 
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Northern Territory University. He was interested in their concepts7  of Aboriginal 
English. Thirty-five percent of lecturers thought it was a systematic use of language by 
a particular social group. Fifteen percent thought it was a dialect with its own grammar, 
vocabulary, meanings and usage patterns. The others described it as a broken or 
bastardised form of English which was unacceptable for use at the university. 

2.7.2 CONFERENCE/PROCESS WRITING8  
McDonald in her article Teaching writing in the Aboriginal and Islander Teacher 
Education Program (AJTEP) : applying a process-conference approach (Loos, 1989) 
writes of the potential of using the process/conference approach with mature age 
Aboriginal students. This idea has continued and is supported by Harrison (1991), 
working with students attending the Northern Territory University, who believes that 
Aboriginal students are able to develop appropriate meaning by using a draft and re-
draft process. 

Walsh presents a comprehensive model for the process of writing. It involved the 
following phases: Experience or problem: prewriting: draft writing: revising and 
editing: production and publication; reader's response; writers attitude. (Walsh, 1981, 
p. 21) 

This model can be used and examined to identify the places in the process where the 
ATAS tutor is most able to contribute to the development of the student's work. Loos 
believes that 

The task of the tutor is to be with the student in the various phases of the 
writing process. 

(Loos, 1989, p. 174) 

7 mis information could also be compared with ATAS tutors' understandings of Aboriginal English. 

8 Writing, at a variety of levels, is a priority area for ATAS contracts. Thus, it was logical to review 
the writing process. 
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The following figure shows the possible entry points for tutors into the writing cycle. 

Writing Cycle a2 ,r 
tut 

Problem 
Experience 

Production 
Public a ti on 

/ Revising 
Draft writing 

tutat' Editing 
'-_------' 

tuw 
LtuoV 

Figure 4 

The NT Education Department booklet (1985) on Teaching Techniques for Aboriginal 

Adult literacy states that 

conferencing can lead to a remarkable improvement in writing in a short period of 
time (p. 50). 

The publication also provides clear guidelines. 

Conferencing does not involve telling the writer what to write or being critical of 
the piece which has been written, it is aimed at positively reinforcing what 
already exists and to build and improve the writing (p. 50). 

It also provides some useful practical strategies for approaching conferencing. They 

include listening to the writer, responding to the content, following not leading, 

handling one problem at a time and keeping explanations and comments short. 

The tutor comes into Walsh's model at various stages. The first point of contact is often 

the pre writing stage. Delpit (1986), speaking of the American teaching situation, 

promotes 

attempts to hear the other side of the issue, and after hearing to speak in a 
modified voice that does not exclude the concerns of their minority colleagues (p. 
385). 
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This suggestion can be rewritten for tutors particularly when working on essays. 
Tutors could make attempts to hear the students interpretation of an issue and to ensure 

that the student's concerns are included in the final product. Harrison (1991) suggests 
the acceptance of use of Aboriginal English in its oral form as a vehicle to developing 

meanmg. 

McDonald believes that there is an important role for discussion in the learning process. 

Discussion can also serve as a mediator between what the students have read and 
what they will write. Talking allows students to process information before 
writing it and so free them from the exact words of another author. 

(McDonald, 1984, p. 175) 

One activity that can be done is for the tutor to write down the words as the student 
composes orally. However, when scribing material composed by learners, 

it is important to accept their own language as far as possible. Structural 
changes, to a more 'acceptable' form of English, can be made at a later stage. 

(Teaching Techniques NT Education Department, 1985, p. 7) 

Tutors working with the Townsville Teacher Education Programme (Afl'EP) found that 

One strategy found particularly successful is for the tutors to write examples 
themselves. 

(McDonald, 1984, p.  175) 

Tutors need to be aware of the problem that the transition from discussion to actual 

writing may cause. One educator warns of the difficulty that may occur when attempts 

are made to 

switch from the active, sharing, often exciting talking to the lonely, individual, 
private practice of writing. 

(Protherough, 1983) 

The caution to tutors not to rush in to fill the silence gap in oral activities is equally 
relevant during the writing process. The quiet time, when a person is writing, can be 
difficult not only for the writer but also the tutor. 
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Another point of contact for the tutor is after the student has fmished a draft. The tutors 
from A1TEP provide suggestions here also. They suggest that the tutor 

avoid the situation where the tutorial simply becomes a marking/correction 
session without the grade given. 

(Loos, 1989) 

Further they suggest the need to look beyond the grammatical structure with a focus on 
the function of language. It was some years earlier that suggestions were being made to 

respond to the meaning first and the mechanics later. 
(McDonald, 1984) 

2.7.3 STRATEGIES TO ENCOURAGE USE OF TUTORS 
Watson, in the A1TEP in Townsville, writes of the "open door" policy of the tutors in 
the course. Some students took up the offer. However, the 

more reticent and culturally different the students are the less likely they are to 
use these facilities. 

(Watson, 1989) 

The tutors devised a programme which involved every student in at least half an hour 
one to one contact time with a tutor. This requirement provided the students with a one 

to one tutorial experience. 

2.8 THE EFFECT'S OF TUTORIAL SUPPORT ON ABORIGINAL STUDENTS 

Statements about the effects of tutorial support offered to Aboriginal students can be 

found in a variety of documents. One recent, rather limited, publication in which ATAS 
has been mentioned was a report prepared for Student Assistance Section of DEET. 
While the main emphasis of this report was to review Abstudy it has a important 

comment on ATAS. It was contrasting Abstudy with ATAS and stated that 

some respondents spoke very highly of the tutorial assistance scheme which they 
saw as a much greater incentive for Aboriginal and Islander people to continue in 
education. 

(Young, 1991, p.  23) 

It went on to comment that 

ATAS provides practical support and guidance, and directly acknowledges some 
of the problems Aboriginal students face (e.g. lack of a quiet space in which to 
do homework). It also helps boost selfesteem, which is often eroded during the 
early school experiences. 

(Young, 1991, p.  23) 
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Another 1991 document which included a mention of ATAS was The Royal 
Commission into Aboriginal Deaths in Custody. This report gave an example of ATAS 
in action. It referred to a High School in Queensland and suggested that use of that 
scheme, along with a variety of other strategies is responsible for the success in that 
school. (Johnston, 1991, Vol 4, 33.1.1060) 

Bin Sallik (1991), in her PhD thesis, reported that tertiary students "felt that the extra 
group and individual tutorials were important." She recorded the fact that some students 
"maintained that they would not be able to cope without the extra help" (Bin Sallik, 
1991, p.  75). These tutorials were provided by full time tutors working within the 
enclave. There is a clear distinction between full time tutors and DEET tutors. Full time 
tutors are easy to access by students and they are able to accommodate a variety of time 
needs of students. DEET tutors, on the other hand, are not able to be quite as flexible. 
They are restricted by the two hours per week limit on units and generally have regular 
time slots prearranged for each week. 

In the Northern Territory Department Operational plan 1990-1992 Triennium funds 
were allocated to Batchelor College for Off-Campus Teacher Education Tutors. It had 
always been recognized by Batchelor College that tutorial support was necessary. This 
component of the College course work had previously been done by school staff. 
However, the increase in the number of Teacher Education students, in community 
schools, had risen to the point where it was beyond the capacity of the school staff 
(Discussion with Batchelor College staff). 

This allocation of funding was in response to AEP goals 2,16 and 17. It was 
considered that the appointment of the tutors would 

ciate conditions for Aboriginal Assistant Teachers to attain improved graduation 
rates from Teacher Education Programs 

(AEP, 1990, Attachment 1) 

Justin Mossman spoke for many students at the NTU when he wrote "Aboriginal and 
Islander students need tutors to help them understand the work." He pin pointed a vital 

role for the tutors when he said 

Without tutorial assistance, knowledge such as study habits and educational advice 
is being kept from Aboriginal and Islander students. 

(Student Course writing, 1991) 
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2.9 STUDENT CONCERNS 

2.9.1 DIFFICULTIES FACED BY STUDENTS 
"Aboriginal students are extremely brave" (ASS report, Semester 11990). Very often 
their decision to study is ridiculed by their family and the label of 'coconut', while 
graphic is extremely hurtful. 

Aboriginal and Islander students share many of the same concerns as the 
mainstream students. These include lack of familiarity with the language and 
hierarchy of the university, subject selection, transport and housing difficulties, 
financial problems, management of interpersonal relationships, separation from 
family, pregnancy and lack of child care facilities, self-organization and 
adjustment to the increased amount of freedom. 

(Watson, 1989) 

Many similar difficulties are also listed in the tutor handbooks. Some of the strengths of 
Aboriginal and Islander society seem to work against students as described in this 
extract, 

One of the great strengths of Aboriginal and Islander culture is the cohesion of 
the family and the tendency to share possessions. However, this can serve to 
make life difficult financially for students who are on a limited income, and, 
when applied to housing, can create added stress when solitude and space are 
needed for studying. 

(Watson, 1989) 

Racism is also frequently faced by students. A student9  from the 1991 bridging course 
at the Northern Territory University clearly identifies the problem. 

Racism is alive and well on campus. It rears its head in people and places, often 
when you least expect it. It can and will get you down. 

(Student course writing) 

2.9.2 STUDENT AWARENESS OF AlAS AND ITS IMPLICATIONS 
That the scheme existed did not ensure that students were aware of its 
availability. The question of student awareness has three aspects:- 

• awareness that they are eligible to use the scheme 
• awareness that other students are not eligible 
• awareness of the affirmative action nature of the scheme 

I could not find other examples of this in the literature, possibly because Aboriginal students are 
only just beginning to speak out on this issue. 
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and the potential this had for possible criticism and ill 
feeling from those not eligible for the scheme. 

2.10 SELECFED ISSUES GUIDING THE DIRECTION OF THE STUDY 

From the above literature review it is obvious that a number of issues could be 
addressed in this study. The following were selected because they were considered to 
be key points which would help in describing the operation of ATAS at CAIS. 

* The need for both / and approach to cross-cultural research. 
* Withdrawal rates and behaviours of CAIS students who use ATAS 
* Tutor awareness of cross-cultural issues 
* Sategies used by tutors 
* The effects of tutors on students 
* Concerns expressed by CAIS students compared with the findings of the literature 

search. 
* The specific skills, strategies and expertise tutors need to have or develop if they are 

to assist Aboriginal and Islander students to succeed in their study 

2.11 SUMMARY 

This chapters has established a direction for the study by exploring a number of issues 
found in the literature. The discussion of the role of the tutor and strategies used by 
tutors in cross-cultural work has provided insight into what will be areas of interest for 
this study. The focus questions will be generated following a review of documentation 
related to ATAS available through CAIS and DEET. This is the purpose of the next 
chapter. 
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CHAPTER THREE 

ORGANIZATIONS AND GROUPS INVOLVED IN THE STUDY 

3.1 INTRODUCTION 

One of the difficulties found with ethnographic studies is the extent to which the context 
is to serve as a framework for comprehending and analysing a research questions or is 
itself the primary focus of the investigation. The purpose of this study was to illuminate 
the operation of ATAS within CAIS and so the following exposition of the known has 
been made to assist with the derivation of suitable questions for exploration. 

The three main groups involved in the study are the students, the ATAS tutors and 
CAIS lecturers. These groups are examined here in some detail. The activities and 
procedures related to the operation of ATAS are also explained briefly. This 
information is then combined with the summary of issues from the previous chapter 
and from that combination a set of focus questions is designed. 

3.2 ORGANIZATIONS 

Two organizations are involved in this study and the interrelationship between the two 
needs to be clearly understood. DEET administers ATAS. It registers and pays the 
tutors. It also organizes a tutor for a student if a request is submitted. CAIS students are 
eligible to use ATAS tutors and provides staff to assist students to obtain a tutor if they 
seek one. 

3.2.1 ORGANIZATIONS: CAIS 
The Centre for Aboriginal and Islander Studies evolved from, and continues the work 
started by, Aboriginal Task Force which had been established as part of the Darwin 
Community College. It aims to identify needs and to provide courses designed to 
improve Aboriginal participation in western education. Within the framework of a 
culturally appropriate environment, courses are offered which are fundamentally access 
courses. They can lead directly to employment or else into further education, including 
mainstream higher education courses. 



There are some characteristics which students have in common. Generally, they have 
not been able to reach their learning potential. This is due to limited access to education 
or social problems experienced in educational institutions. For all students, historical 
circumstances and the effects of a lifetime as a member of a minority group have 
generally result in the students holding themselves in poor self esteem within the Non-
Aboriginal domain. 

The Centre provides Aboriginal and Islander adults with an opportunity to 
upgrade their educational qualifications. 
The courses offered are: 

Preliminary Course (GCGSAP) 
Certificate in General Studies (GCGSA) 
Certificate in General Technical Studies (GCGTSA) 
Higher Education Preparatory: Humanities, Social Sciences (HEPHSS) 
Higher Education Preparatory: Maths, Science (HEPMS) 

Vocationally oriented courses are also offered. They are 
Office Assistants' Course (EOASSC) 
Certificate in Community Work (GCCWA) 
Field Officers Certificate (GFOC) 

(NTU Handbook, 1992) 

The above courses are designed to meet specific, identified needs of Aboriginal and 
Islander people. These needs are: 

* qualifications bridging to Higher Education courses 
* qualifications equivalent to Matriculation which could lead into employment in 

the public service or private sector 
* specific skills which will enable them to return to the work force 
* a wide variety of other needs, including, general interest 

In addition to these specifically designed courses, academic and administrative support 
is provided for students in mainstream undergraduate and TAFE courses. However, 
this study does not include data gathered from students in courses other than those 
offered by CATS within the TAFE sector. 

The directions for future academic activities at CAIS include upgrading selected courses 
to Advanced Certificate and Associate Diploma status. Planning has also commenced to 
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develop Aboriginal Studies units which will be presented by CAIS but offered to all 
Arts degree students within the University. An intensive language learning course in 
Yolngu Matha : Djambarrpuyngu was offered in October this year. 

Aboriginal Student Services (ASS) is a section within CAIS which provides academic 
and personal support for all Aboriginal and Islander Students at the Northern Territory 
University. The staff consists of a Co-ordinator, two liaison officers and five academic 
support lecturers. The staff in these positions are responsible for different groups 
within CAIS. Three of the positions are concerned with Higher Education students and 
two with the TAFE level CAIS courses. This study is restricted to CAIS courses and 
the work and issues involving Higher Education students are not under consideration. 
All support lecturers are involved in the operation of ATAS. The cycle of activities 
involved in the opemtion of ATAS is explored later in the study. 

3.2.2 ORGANIZATIONS: DEET 
A number of Commonwealth generated documents include references to ATAS. The 
reasons for the establishment of ATAS can be found by examining the Minister's 
statement about ATAS, The National Aboriginal and Torres Strait Islander Educational 
Policy (AEP) and the ATAS Guidelines. From an understanding of the aims and 
objectives of ATAS initial focus questions for this study were generated. 

Robert Tickner, the Minister for Aboriginal Affairs, states in his introduction to the 
ATAS guidelines that 

Many Aboriginal people believe that this kind of tutorial help will make the 
difference between staying on or dropping out. 

The Minister is of the opinion that the Aboriginal people, consulted during the 
development of AEP, believed 

that such help should be provided in a way that responds directly to Aboriginal 
and Torres Strait Islander student needs without any unnecessarily complicated 
procedures. 

This point made by the Minister concerning drop out rate was selected as a focus 
questions for this study. The issue of the degree of simplicity of the related procedures, 
while interesting, was not selected as it was necessary to keep the study to a realistic 
size. A full list of focus questions is included later in this chapter. 

35 



In section 3.2 of the Aboriginal Education Policy there is a list of twenty-one, long term 
goals for Aboriginal Education. Nine of these relate "to equitable and appropriate 
educational outcomes." They need to be examined because 

ATAS contributes to achieving the goals of the AEP relating to equitable and appropriate educational outcomes for Aboriginal and Islander people. 
(ATAS Guidelines, 1991) 

Two of these goals are significant to this study. The goals are 

To enable Aboriginal students to attain the successful completion of Year 12 or 
equivalent at the same rates as for other Australian students. 

MIT 
To enable the attainment of proficiency in English language and numeracy competencies by Aboriginal adults with limited or no educational experience. 

DEET administers the ATAS scheme and it does so by following the ATAS Guidelines. 
The scope of this study does not include the internal activities of the DEET staff 
involved in administering ATAS. Observations are made of the contact between ASS 
and DEET staff. 

The instructions concerning the operation of ATAS are generally quite clear. DEET 
officers ensure that a person requesting tutorial assistance meets the three eligibility 
criteria. The applicant must be an Aboriginal or Torres Strait person, enrolled in a 
formal educational course and assessed as likely to benefit from the provision of tutorial 
assistance. In addition they ensure that the request fits into the allowable time frame. 
Tertiary students may be approved for up to two hours per week per subject. The 
contracts are then approved. Payments are made to the tutor when they submit the time 
sheets signed by the student. "Tutors are paid at an hourly rate" (ATAS Guidelines, 
Section 6.5). The rate in 1991 was $25 per hour. 

Another activity performed by the DEET officers is to monitor requests for the 
incidental allowance. Students who undertake tutorial assistance for longer than one 
month are eligible for an additional payment' of $50.00 per year as a contribution to 
costs incurred in participation in tutorial sessions. 

1 Only a few students from CAIS claimed this additional payment during Semester One 1992. 



3.3 GROUPS INVOLVED IN THE STUDY 

3.3.1 CAIS STUDENTS 
While students come to CAIS with a wide variety of educational and experiential 
backgrounds, the greatest link between students is their strong identification as 
Aboriginal people. The traditional people share their knowledge of their own culture 
and its traditions. Many of the students from urban backgrounds are seeking to regain 
contact with their tribal heritage. This is particularly true for those who were taken from 
their families during the "welfare" years. Many of the students have strong aspirations 
to work with and for their own people. Some are able to work in multi-racial settings to 
acquire the qualifications which they hope will empower them to work with their people 
in responsible positions requiring decision making. 

The students are all mature aged and have previously left full time schooling. Specific 
courses seem to attract different aged students. Community Work and the Field 
Officer's Course attract mature, often experienced people, while the Office Assistants 
and General Technical Studies attract a younger following. Every student brings a 
depth to their studies in terms of their wide range of life experiences and work 
histories. 

The students who enrol in CAIS courses make active, personal decisions to use the 
present opportunities provided for Aboriginal and Islander people to return to study. 
During the selection/interview week students were asked to write a comment on, among 
other things, the reasons for their return to study. These reasons fell into three main 
categories. 

For some students the focus was on catching up. The older people in this group "never 
had much schooling on the mission" when they were young and now want "to write 
and speak English" and "to achieve something" for themselves. Some younger people 
are also in this group. They expressed a feeling that they had "missed out" before, at 
secondary school, but this time they were "going all the way" (CAIS Student Files). 

Other students are motivated more by the needs of their family or community. 
Recurring comments from this group are "I want to do something good for myself and 
my community" or "I want to make a good life for my little girl and I want her to be 
proud of me." A third group are motivated by economic benefits. Some students 
believe employment prospects are improved by gaining educational qualifications. They 
express this belief in statements such as "further my education and get a good job" and 
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"better my education so maybe I could go out into the work force one day and get a 
job" (CATS Student Files) 

Whatever the motivation, the students who come to CATS "expect to learn more about 
the Non-Aboriginal world" (Interview with Liaison Officer). Thus the learning involves 
learning another culture and another language as discussed in the literature review. 

3.3.2 ATAS TUTORS 
For Semester One 1992, ninety percent of the tutors were new to CAIS. There was a 
very even balance of male and female tutors. Tutor's ages ranged between 20 and 50 
with more than sixty percent in the 25-35 age range. More than sixty percent of the 
tutors had had some experience working with Aboriginal people before they started as 
ATAS tutors. More than half of the tutors had qualifications in education at various 
levels. Qualifications included Diploma of Teaching, Bachelor of Education, Master of 
Education and one tutor was working towards her Doctor of Philosophy (ASS Tutor 
File). 

Of all the tutors Aboriginal people represented a very small percentage. However, this 
was significantly better than previous years. There were five Aboriginal people 
registered as tutors and four of them had contracts for ATAS tutoring. 

Tutors are required to register with DEET. To do this the tutor 

completes a registration form which includes details of educational qualifications 
and taxation arrangements. 

(ATAS Guidelines, 1992, Section 6.2) 

The Department has some regulations regarding tutor qualifications and they require 
that "tutors possess academic qualifications at an appropriate level" (ATAS Guidelines, 
1992, Section 6.3). 
Other criteria are considered in the selection of tutors. 

The tutor's sensitivity to the aims of ATAS are of particular importance. Where 
necessary, a tutor can be paid to attend a cross-cultural awareness course. 

(ATAS Guidelines, 1992, Section 6.4) 

During the period 1990 to 1992 no cross-cultural awareness course was offered to 
ATAS tutors who work with CATS students. Neither DEET nor CATS provide a 
booklet or written guidelines for tutors working with CATS students. Other institutions 
have made a variety of attempts to provide background information for tutors. These 
were discussed in Chapter Two. 
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Contracts require the tutor to provide progress and other reports on the conduct of the 
approved tutoring. 

The basic requirement includes the development of a work program which 
identifies goals and sets a course of study acceptable to the student ......and the 
provision of reports at least quarterly on student progress. A final assessment 
will also be required in the contract. 

(ATAS Guidelines, 1992, Section 6.8) 

Part of the role of the CAIS staff is to arrange the initial meeting between a student and 
a suitable tutor. At this meeting the tutor is given the ATAS Request form which has 
been signed by the student and recommended by the lecturer. The tutor then takes the 
form to DEET. At the DEET office, a contract form is signed by the tutor. When the 
contract is approved and signed by an authorised DEET officer, the tutorial work can 
commence. The time span from the original student requests to the first tutorial session 
can vary from three days to approximately a week. Tutors are informed by mail that the 
contract is approved. However, many tutorial sessions commenced on verbal 
confirmation of the contract. This practice has helped to reduce the waiting time before 
a tutorial sessions could commence. 

3.3.3 CAIS LECTURERS 
Not all lecturers at CAIS are not involved in the operation of ATAS. This duty is the 
responsibility of a number of support lecturers who form the section called Aboriginal 
Student Services. However, lecturers are aware of ATAS and often recommend it to 
students. The students are advised to visit Student Services staff if they want a tutor. 
The lecturers also keep Student Services staff informed of the students whose 
performance is indicating that may need a tutor. Lecturers also make themselves 
available to ATAS tutors to discuss such topics as the unit outline, specific methods 
being used, assignment topics or resource materials for supplementary work. 

3.4 FOCUS QUESTIONS 
This review of relevant literature and examination of what was known about ATAS at 
CAIS has raised a number of issues which could have become the focus questions for 
the study. A final constraint, the purpose of the study, was then applied to confine the 
study to a realistic size. Issues were explored only if they were considered to be 
essential to an understanding of the operation and outcomes of ATAS at CAIS. 
Examples of other issues, which were considered peripheral and not selected, were the 
degree of institutional support for Aboriginal organizations raised by Bin-Sallik and the 
question of racism in research. 
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Section One: Operation of ATAS 

How does ATAS work in the day to day operations? 

What are the specific skills, strategies and expertise tutors need to have or 
develop if they are to assist Aboriginal and Islander students to succeed in 
their study? 

Section Two: Outcomes of ATAS 

What are the attendance patterns for CAIS students who use ATAS? 

What are the retention rates for CAIS students who use ATAS and how do 
these relate to the retention rates for CAIS students who do not use the 
system? 

For CAIS students who use ATAS, what effects on the quality of their 
work can be identified? 

What other effect(s) does the scheme have on students, tutors and CAIS lecturers? 

Section Three: Research Design 

How can the research be designed to include the "both / and" 
approach to cross cultural research? 

3.5 SUMMARY 

This chapter has examined CAIS and the various groups involved in the operation of 
ATAS. It has included information on the students, lecturers and tutors. In addition it 
focused on documentation available through DEET which explained the history and 
reasons for the establishment of ATAS. This information, combined with the issues 
identified in the literature search, formed the basis for the focus questions. The next 
chapter outlines the methodology and research design and explains the means by which 
data will be collected. - 
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CHAPTER FOUR 

METHODOLOGY 

4.1 INTRODUCTION 

This chapter commences with a brief description of the conceptual background of 
ethnography including its strengths and the criticism levelled at it. The use of 
ethnography in educational research is also discussed. 

The cross-cultural environment of the research and the involvement of student-
researchers in an attempt to incorporate the "both/and" philosophy is then described. 
This is followed by the details of the research design explaining how data would be 
collected, the sampling methods that would be used and the strategies to be employed to 
enhance validity and reliability. 

4.2 CONCEPTUAL FRAMEWORK 

Ethnography, borrowed from Anthropology, is now well established as a method that 
can be employed in educational research. The use of ethnography in a number of 
educational settings is explained in a collection of works edited by Martin Hanimersley 
(1983). The papers in that book deal with the ethnography of schooling and include 
methodological issues. 

As defined by Wiersma (1986) ethnography, as used in educational studies, is 

the process of providing scientific descriptions of educational systems, processes 
and phenomena within their specific contexts. 

(p. 233) 

This definition is sufficiently global to enable both qualitative and, the more common, 
quantitative data to be collected by the researcher. Yet the definition still implies that 
there are characteristics specific to the use of this research approach. It is expected that 
the study would be "conducted in the education context under study" (Wiersma, 1986, 
p. 234) and all data must be "interpreted only in the context of the situation in which 
they were collected" (p.  234). 



The ethnographical approach can draw from a number of research techniques 
(Woolcott, 1989) and can combine these techniques in unique ways for a specific 
research. Denscombe (1983) suggested that the most prominent techniques available to 
an ethnographer were participant observation and interviews (p.  107) The real strength 
of this methodology is its flexibility and the stimulation it generates within itself as the 
researcher constantly seeks to present the best and most comprehensive explanation of 
the system or process under consideration. It is for this reason that the ethnographical 
approach is warranted for this study. 

Traditional research concerns for objectivity, reliability and validity are the main area of 
criticism levelled against ethnography. Denscombe, (1983) in his paper, Interviews, 
Accounts and Ethnographic Research on Teachers, presents these common criticisms. 
One objection is that it is impossible to repeat the study because the circumstances of 
each setting are unique. Another argument is the danger of subjectivity on the part of 
the researcher and on the validity of the data provided by the informants who may 
falsify information provided. 

Denscombe, (1983) discusses not only the problems associated with ethnographical 
research methodology but he also draws on a number of authorities such as Dean and 
Whyte to suggests a variety of remedies. He argues that objectivity does not have to be 
abandoned when gathering data by using interviewing and related techniques and he 
advocates the incorporation of the process of triangulation of information, as suggested 
by Elliot and Adelman (1975), into the research design. This concept of comparing 
accounts from role-partners such as students and tutors, tutors and lecturers, for 
inconsistency or discrepancy is used in this study. Information provided by observation 
and interview is further compared with data collected by other methods, such as unit 
results in Mathematics for Semester One or information from DEET files. 

4.3 CHOICE OF METHODOLOGY 

This research was conducted in an educational setting, where numerous variables were 
operating simultaneously. Clearly, it could have fitted into Kerlinger's (1973) definition 
of exposrfacro research. It was to be 

systematic, empirical inquiry in which the scientist does not have direct control 
of independent variables because they are inherently not able to be manipulated. 

(p. 379) 
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However, the research was not so much concerned with the manipulation of variables 
as with a description of an educational enterprise and its outcomes. The task of this 
study is to describe ATAS and to indicate the outcomes of the scheme. It has all the 
implied characteristics of ethnographical research outlined in Wiersma's Research 
Method in Education (1986) and discussed previously. Thus -ethnography is selected 
as the methodology which best suits the purpose of the research and specific conditions 
that applies to it. 

It would be logical now, to introduce the research design. However, for this particular 
study it is essential that the reader be aware of and understand clearly, the cross-cultural 
implications of this research and the use of the "both / and" approach to the research 
design. Therefore, the following section is included as an explanation of the above 
ideas. 

4. 4 CROSS CULTURAL RESEARCH 

4.4.1 SETTING 
For the purpose of this study the term culture has two applications. To distinguish the 
two the following convention has been adopted. The adjective Aboriginal is always 
used when the topic under discussion is culture as it relates to Aboriginality. When the 
word culture is used alone it refers to the collective understandings of a specific group. 
CAIS and DEET are organizations and are viewed as consisting of a number of sub-
cultures, e.g. students, staff. 

An important issue, identified as one of the focus questions, was a concern for the 
bicultural nature of the organizations and groups involved in the study. The "both / 
and" philosophy discussed in Chapter Two needed to be addressed in the research 
design. It is important to make this element of the research design clear before moving 
on to the other components of the design. Essentially, the overall project was organized 
and reported by a Non-Aboriginal person who researched and explained the scheme 
from the point of view of the Non-Aboriginal lecturers and tutors involved. Information 
from Aboriginal students, involved in the scheme, was obtained by other Aboriginal 
students, who were involved in the research as student-researchers. 

The following concept map, Figure 5 assists in an explanation of the complex cultural 
setting in which this research was set. For the purpose of this study, Aboriginal culture 
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was shown as a subset of wider Australian1  culture. CAIS students were drawn 
entirely from the Aboriginal cultural subset. The other groups involved, DEET staff, 
CATS lecturing staff and ATAS tutors, had very few of their subset belonging to the 
Aboriginal cultural subset. 

Australian 
culture  

- \\\,- --- 

( DEETJ: A 
,.... ------------- - 

/ ---------------- - 

- - 

- 
I -- ..0 A IS 1ectu -- - ers -- 
• .- .. . \\ -  
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Students 

Researchers 

Figure 5 

4.4.2 THE BACKGROUND OF THE RESEARCHERS 

THE PRINCIPAL RESEARCHER 
My Irish heritage encouraged me to join the teaching profession and my personal dream 
led me to a lifetime involvement with Aboriginal people. At the time of the research, I 
was the Humanities access lecturer with CATS Student Services. This research drew 
together two lifelong interests. It ensured my professional development and enabled me 
to continue my twenty-five years involvement in cross cultural experiences with 
Aboriginal and Islander people. 

THE STUDENT RESEARCHERS 
As part of their work in the Academic Writing Unit, the students in the Higher 
Education Preparatory Humanities and Social Sciences Course (HEPHSS) at CATS 
were required to be involved in a research project. The unit was offered in both first 
and second semester. The first semester class were involved in the collection of data. 
They did a brief analysis of data and generated suitable conclusions and 
recommendations. The second semester class were presented with the findings 

1 I happily acknowledge that there are arguments that could be presented against my 
decision to place Aboriginal culture totally within the wider Australian culture. 
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generated by the first class and generated a written research report2. The lecturer, 
responsible for this unit, was interested in the present study and suggested that the topic 
may be of interest to her students as their research project. Thus, the offer was made to 
the students to be co-researchers and to work on an aspect of this study. It was decided 
that the HEPHSS students would collect data from the other CAIS students. Thus the 
"both/and" philosophy could be incorporated into the research design. Aboriginal 
students would research information from Aboriginal students and a Non Aboriginal 
person would research the academic and professional practices of the Non Aboriginal 
ATAS tutors and CAIS lecturers. 

4.5 RESEARCH DESIGN 

The following diagram aims to show the separate, yet simultaneous elements of the 
methods of collecting data. Four methods are used in this study to accrue data. They are 
participant observation, structured interview, survey and the collection of artifacts, 
including documents and semester results. 

2 It was unfortunate that only two reports had been submitted by the time 
this thesis was submitted. This, naturally, weakened the both/and approach 
to the research design. 
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4.5.1 PARTICIPANT OBSERVATION 
Field notes were kept by the researcher during Semester One. These notes contained 
observations, a record of on-going discussions with CAIS Student Services staff, 
comments from tutors and students and personal reflections by the researcher. Early in 
the study comments were made by lecturers, tutors or students concerning ATAS to the 
researcher. These unsolicited comments often provided a starting point for further 
discussion of a particular aspect of ATAS. The person was then informed that the 
study was being done and their permission asked to use the data. Later comments came 
from lecturers, students and tutors when the people were aware of the study and had 
been asked to participate in it. 

In general, most people were willing to participate in the study. This was true of 
lecturers and tutors. Students were somewhat less enthusiastic about participating. 
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4.5.2 INTERVIEWS WITH LECTURERS AND ATAS TUTORS 
Casual and informal interviews were organized with ATAS tutors, CAIS lecturers, 
ASS staff, and CAIS course students. The emphasis was on interviews where the way 
was opened for the respondents to be able to elaborate and clarify issues or points of 
uncertainties. The people interviewed were given details of the interview questions 
before the interviews were held. 

4.5.3 SURVEY OF STUDENTS 
The research was designed to enable the survey of the students to be constructed and 
carried Out by Aboriginal co-researchers. How this was actually arranged is explained 
in detail later in this chapter. Two interview schedules were generated. One was for 
students who had tutors and the other was for students who did not use tutors. These 
are included as Appendix 5 

4.5.4 ARTIFACT COLLECTION 
Observations, interviews and surveying did not fully cover the possible techniques for 
investigation that the situation offered. ATAS had been operating for two years and a 
number of documents relating to it existed. Thus, one facet of this research became the 
search for documents that contained facts relating to the topic. 

CAIS Student Records 
Student records held at CAIS include information from the University Application 

form. Results of English and Maths assessment tasks, undertaken during 
selection week, as well as notes made by lecturers during interviews with 
students, are also filed in the students personal record file. 

CAIS Student Services Reports 
Semester reports and a number of other associated documents, relating to history of 

CAIS, were available from Student Services. 

CAIS Student Services Tutor Database 
A database, using FileMaker Pro on a Macintosh computer, containing relevant 

information on ATAS was set up by ASS staff at the beginning of the Semester. 
Information was updated at regular intervals. The following is the data entry 
screen from the database. 
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iv) CAIS Student Administrative Database 
A database, set up and maintained by CATS administration was used to gain 

information about students. The following is the data entry screen from that 
database. It also uses the Macintosh application FileMaker Pro. 
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DEET office files 
At the completion of the semester information on the actual number of tutorials held 

was collected from the DEET office. The sample for this data was obtained by 
selecting randomly ten of the tutors who had been interviewed. The DEET files 
contained information on length of contracts and hours claimed by the tutors. 
This data would provide information on actual use made of the available tutorial 
contract time. 

Semester unit academic results 
It was also decided that existing academic achievement testing procedures, in 

Mathematics, at CATS could be used to determine student academic 
performance. This information could be linked with use or non use of ATAS 
tutors and the resulting data analyzed to identify trends or patterns. It was 
expected that this data could be compared with data gained from by other 
techniques. As discussed earlier in this chapter, this triangulation of information 
would add to the validity of the findings. 

It must to be understood that much of the data collected was of a personal nature and 
the privacy rights of individuals needed to be recognized and maintained. The original 
proposal for the research was approved by the CATS Research Committee early in 
1991. A copy of the final product will also be given to that Committee. All students, 
lecturers and tutors who participated in the interviews or survey were aware that the 
study was being carried out. When information from students' files was used in the 
study, permission was sought from each student individually. Every care has been 
taken to ensure that a high standard of ethics has been maintained during this research. 

4.6 DATA COLLECTION 

Data collection was divided into two sections. Data was collected by the student 
researchers concerning students and data was collected by the principle researcher 
concerning lecturers, tutors and also students. It needs to be understood that both these 
processes were in operation at the same time. 
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4.6.1 DATA COLLECTION BY PRINCIPAL RESEARCHER 

Data collection for this study commenced by reviewing available artifacts, that is the 
non-human factors. These embraced documentation available at CAIS and DEET and 
included information from administrative files, reports and data bases. The second 
phase of the study involved observations of the operation of ATAS at CAIS by the 
researcher as a participant /observer. Notes from these observations were to be kept in a 
field note book. To add to the data, collected by observation, structured interviews 
were held with CAIS lecturers and ATAS tutors. The fmal step in the data collection 
was the compilation of Mathematics units results and attendance rate figures. On-going 
reflection, preliminary analysis and hypothesis generation was to be part of the 
fieldwork and was to be recorded in the field notes. 

Sampling procedures for interviews with CAIS lecturers involved the use of a list 
which was taken from the phone guide. Staff were eliminated from the list if they were 
not involved in lecturing in either English or Mathematics as these were the main areas 
in which students requested tutorial assistance. Eight full time lecturers were thus 
selected for interviews. A letter (Appendix 6) was sent, via the mail boxes, to all those 
on the list, a time organized and the interview recorded. The interviews commenced 
during the last five weeks of the semester and were completed by the end of the term. 
This timing was selected to ensure tutors were well established with their students and 
that adequate time had passed for the lecturers to see possible trends and developments 
in the students work, study and attendance patterns. 

The researcher was one of the access lecturers in the Student Services section of CAIS. 
All other staff of Student Services were interviewed. This included the co-ordinator, the 
two liaison officers and the other access lecturer. Thus the total CAIS staff interviewed 
was twelve. 

In order to select the tutors to be interviewed a list of currently active tutors, as of the 
First of May, was taken from the tutor database. It was decided that not all the tutors 
could be interviewed. A random selection of about three quarters of tutors was made. 
The names were sorted into alphabetical order and assigned a number. A random 
number was generated and tutors were thus selected until the required number of 
twenty was attained. Appendix 7 is a letter given to ATAS tutors and includes the 
proposed interview quetions. 
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In the course of the day to day operation of ATAS at CAIS the researcher contacted 
many students. Relevant comments made by students were recorded as data. All 
students were informed of the study and their permission was sought to use their 
comments. 

4.6.2 DATA COLLECTION BY STUDENT-RESEARCHERS 
A detailed account of how the student researchers were involved in the project is 
included here to ensure that the reader understands this element of the research design. 
The student-researchers were provided with background information. They then 
planned the interview schedule, carried out the interviews and analyzed the collected 
data. A more detailed explanation of their input into this research follows. It is intended 
to give the reader a clear understanding of how the student-researchers were involved 
with the study and the guidance they received. 

An introductory session was planned and the research topic introduced to student-
researchers. Appendix 8 contains information from that session. The student-
researchers were given copies of information from the ATAS 1992 guide-lines and the 
relevant sections of the Aboriginal Education Policy as background information. A 
question/discussion session followed to allow the student-researchers to clarify the 
research focus and design. The student-researchers decided to design a questionnaire to 
collect their data. The suitability of this type of instrument was discussed and the 
students realized that to gain the maximum information it would be more appropriate to 
design an interview schedule which would form the basis of an informal interview. The 
Student-researchers were asked to return to the next class with five questions for the 
interview schedule. 

A subsequent session involved generation and refining of suitable questions. It was 
decided that two forms would be necessary. One sheet would be for students who had 
a tutor and the other for students who did not have a tutor. As mentioned before, the 
sheets used are included as Appendix 5. They were printed in different colours to help 
with ease of identification. 

The student-researchers selected one of the six CAIS course group and were given 
class lists of student names. With the pressures of other work, particularly as this part 
of the research took place towards the end of the semester, it was decided that 
approximately ten students from each course group  would be interviewed. Thus 
approximately sixty students would be interviewed. This represented approximately 
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half of the student group who were presently attending classes3. Methods of making 
random selection were discussed. Discussions on data collection, such as, uniform 
approach and strategies to make contact as easy as possible Eg. visit class groups, 
followed. This was then discussed and arranged on an individual basis. 

One student-researcher volunteered to type up the interview schedules. Multiples of 
these were made and distributed. Two weeks were allowed for data collection. The 
analysis of data and drafting the final reports was to be done by a second group of 
students doing the same unit in second semester. 

4.7 ANALYSIS OF DATA 

Analysis was undertaken constantly during the fieldwork for this study and was based 
on ideas advocated by Dobbert (1984) for ethnographical research. It was suggested 
that the researcher should be looking for patterns of organization or structure behind 
behaviour. These patterns show the relationship between ideas, individuals and groups. 
Analysis of patterns was followed by reflections on how these identified patterns were 
related to theory outlined in the literature review. 

4.8 VALIDITY AND RELIABILITY 

The credibility of a research paper and the credence that can be placed in its findings are 
dependent on the reliability and validity of the research methodology. As explained 
earlier in this chapter both the reliability and validity of ethnographical research can be 
questioned. A number of strategies were used in this study to address the problems. 

It was intended that, where possible, information from one source be juxtaposed with 
information from another. As an example, when information provided by tutors was 
introduced it was compared with data from the other role partners, i.e. students or staff. 
It was also possible to use objective data to complement subjective data. 

An attempt to further enhance the reliability of this study has been made by maintaining 
a close contact with ASS staff. Verification of on going analysis, interpretation of data, 
areas for more investigation and conclusions have been sought. Suggestions, 
alternative interpretations and critiques have been accepted and incorporated into the 
final product. Thus, the study, reflected the views of Student Services staff members as 

3 A number of students had dropped out of their courses by the time the 
data was collected. Thus the number of students actually attending classes 
was not the same as the number enrolled. 
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a group and ensured that the several observers agreed on the conclusions. In addition 
background information, both professional and academic, on the researcher has been 
provided because that may have influenced the interpretation of the data. Multiple data 
collection procedures and triangulation of information have also been employed to 
strengthen the reliability. 

Trthngulation involving multiple data collection procedures 

Maths/English Faculty 

Semester results interviews 

Student 
responses 

Figure 9 

External reliability depends on the potential for subsequent researchers to reconstruct 
the original analysis (Wiersma,1986, p.  255). It is acknowledged that this study and 
the perspectives discussed are situation specific. The ideas, beliefs and attitudes are 
unique to the specific groups studied. The emphasis of the present study was to gain a 
comprehensive understanding of the educational program from the perspective of those 
being studied. It is not intended that the findings be generalized to any other situations. 

It well may be that aspects of the study could be equally applicable to similar groups at 
other places of study. Therefore, a comprehensive description of methodology, 
methods of data collection and analysis and the theoretical constructs was provided in 
order to provide sufficient detail for this to be possible. 

4.9 SUMMARY 

This chapter has explained the conceptual background of ethnography and justified this 
as the chosen methodology for this study. Further it has explained how the research 
was designed to accommodate the bicultural environment in which ATAS is set. Data 
collection methods have been explained and comments made on the reliability and 
validity of the methodology. The findings and analysis are presented in the following 
chapters and, as dictated the focus questions, are presented in two sections, operation 
of ATAS and output from the scheme. 
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CHAPTER FIVE 

OPERATION OF ATAS 

5.1 INTRODUCTION 

The findings and analysis have been presented as responses to the focus questions. A 
comprehensive understanding of ATAS, its operation and outcomes, can be gained by 
reading both Chapters Five and Six. 

As suggested in the methodology, an emphasis has been placed on comparing data 
from role partners. For example, problems identified by students are also discussed 
from the perspective of the tutors, or teaching strategies suggested by lecturers are 
compared with statements made by tutors on the teaching strategies actually used. 

This chapter contains findings and analysis that answer the three focus questions from 
the section on the operation of ATAS. It includes details of ASS staff operations, the 
roles of the various groups and the specific skills, strategies and expertise required of 
tutors. 

The information gathered by the student/researchers was used to provide data for 
analysis in the following two chapters. However, it was unfortunate that the analysis of 
findings and the final written report by student/researchers did not take place until the 
end of Second semester. Thus, their comments and conclusions were not available to 
be included in this paper. Only two student reports had been submitted prior to the 
submission date of this thesis and extracts are included as Appendix 10. While this 
created a limitation for the thesis, the author feels that the attempt to incorporate the 
"both/and" approach increased the reliability of the data collected because data was 
collected from Aboriginal people by Aboriginal people. 

5.2 HOW DOES ATAS WORK IN THE DAY TO DAY OPERATIONS? 

Insight to this question can be gained by understanding the setting, the cycle of 
activities undertaken by ASS staff in relation to ATAS, the contact between tutors and 
lecturers, the use made of ATAS by the students and the problems encountered by the 
three groups. 



In Semester Two, 1991, CAIS moved into new premises. The new buildings, with six 
learning bases, a computer lab, a quiet study room, a common room and outside meeting 
areas, enabled an easy mixing of students from the various courses. The quiet study room 
was a large room, divided into individual work spaces with mobile partitions. It was the 
place where students were able to undertake private study and tutors were able to work 
with students. All students had twenty-four hour, seven days a week access to this room 
and the computer lab by using a magnetic key system. 

Tutorial sessions happened all day and so were a constant advertisement for ATAS. ASS 
staff believed that the casual and unstructured observation by students of tutorial sessions 
"generated interest and helped to eliminate fear" (ASS staff interview). This has been 
particularly obvious with the Preliminary course. Both ASS access lecturers noted 

a marked increase in Preliminary course students using ATAS. Last year we didn't 
work with many Prelims and they never seemed to come to us. This year we see 
them all the time. It's great. 

(Discussion with ASS staff) 

One lecturer believed that the work of the DEET tutor was becoming more essential. 

I believe many of our students need one to one teaching sessions for various reasons. 
CATS is unable to provide this. In fact the numbers of students to be catered for by one 
lecturer have increased drastically since I began here in 1990. There is, hence, an 
increasing need for students to seek assistance in their academic studies at a more 
personal level. The personal approach, which I was able to use, has given way because of 
the greater student numbers. This is an area which can be filled by ATAS tutors. 

(Lecturer interview) 

5.2.1 ASS ACTIVITIES 
There was a close association between ASS staff and some DEET officers. At the start of 
each year or on any occasion when major changes were made to the ATAS Guidelines there 
were meetings to discuss the details of the operation of ATAS. This was done in an effort 
to ensure the most efficient working of the system for the tutors and students. On a number 
of occasions negotiations resulted in modification or simplification of the procedures. A 
strong feeling of cooperation developed over the year. 

One arrangement which proved to be valuable was a weekly, hour-long visit from a DEET 
officer. This officer came at lunch time and was available to the students to discuss such 
issues as problems with Abstudy payments and end of semester travel arrangements. This 
time also provided ASS and DEET staff with an opportunity to exchange housekeeping 
information on ATAS. 
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At the beginning of the semester the ASS lecturers met with students from the various 
courses and talked about ATAS. The liaison officers promoted the scheme individually 
with students as a need was identified. This on-going promotion was a valuable activity. 
The students had great confidence in the liaison officers and usually followed up on their 
advice (Observation in Field Notes). 

People who wished to be considered as ATAS tutors for CATS frequently registered first 
with DEET. The DEET officers suggested to these new tutors that they contact Student 
Service staff. The new tutors were asked by ASS to come in for an interview. During this 
time information was collected which helped Student Services staff to work out in which of 
the CATS courses the tutor skills could best be used. Appendix 9 is the check-list used for 
the tutor interview. 

On occasions the potential tutors came directly to CATS. In this situation they were 
interviewed and the information obtained was recorded. It was then suggested that they go 
to DEET to register as a tutor. This was necessary because, while tutors worked with CATS 
students, they were actually employed by DEET. 

This interview provided an opportunity for the tutor to understand ATAS from the CATS 
point of view. ASS staff were able to discuss CATS course structure, the possibilities of 
work, student attitudes and anticipated difficulties. The time involved was often in excess 
of thirty-five minutes. 

This sorting process was a sensitive issue as it was not always people who have had 
experience working with Aboriginal students who make the best tutors for our 
students. Attitudes, flexibility and subject specialization were good indicators. 

(ASS Report, Second Semester, 1991) 

While it was possible that tutors could be arranged directly by DEET officers, it had been 
the evolving experience of Student Services staff that the present arrangement resulted in 
the best match of student and tutor. It was also considered that this careful matching 
influenced the results of the tutorial contract (a developing direction observed in ASS staff 
meetings minutes over the years 90/91/92). 

This involvement of ASS staff in the original setting up of the contracts between students 
and tutors had another direct benefit for the student. The staff member knew both the 
student and the tutor. ASS staff noted at the end of 1991 
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I have found that the best tutorial arrangements are those where the student and tutor 
keep in touch with me. To be successful the system needs continual monitoring. In 
the past there have been too many drop outs from the tutorial scheme and these are 
avoided by the support lecturer maintaining an interest in the situation. 

(ASS Report, Second Semester, 1991) 

Students requested tutors for a variety of reasons and in a number of different ways. Often 
the topic was introduced in the student domain, perhaps the computer room, the study 
room or outside classrooms. This preliminary chat normally ended with a plan to meet 
again in the support lecturer's room. Often student requests for a tutor were as simple as 
the following encounter. 

I was sitting outside the study room and she (the ASS staff member) walked by. We 
had a brief chat about the wordprocessing unit I was doing with her and then I spoke 
about my need for a tutor in the Sociology unit. I already had a suitable tutor in 
mind. It was fortunate that we were both free so we went up to her office. I signed the 
request form and we planned a meeting with the tutor. 

(Student interview) 

The second meeting was also a casual and relaxed affair. The purpose of the tutorial 
sessions was discussed. The students were encouraged to talk about their expectations of 
the tutorials and what work they wanted to do. While the delivery of the information 
depended on the personality of the individual staff member, all access lecturers agreed that 
the students needed to know that they were in charge of the tutorial sessions, that they had 
a choice of tutors, that they had an option to change tutors and that their decision would be 
supported by Student Services staff (Field Notes). 

At this same meeting the housekeeping matters were discussed; the student's expectations 
of the tutorials, the amount of time the student had available for tutorials, the most suitable 
time slot in the student's timetable, any suitable tutors already known to the student, 
student's preferences for male or female tutors. At this time the student was usually asked 
to fill out the ATAS request form. 

The sessions took between fifteen to twenty minutes. During this time the support lecturer 
also tried to ascertain the student's commitment to regular tutorial sessions. This was an 
important consideration. ASS staff believed that it influences the success of the contract. A 
staff member made the following observation at the end of Semester One, 1991. 

I noted that for CAIS course students it was better if I worked with them for a few 
tutorial sessions before setting up an AlAS contract. 

(ASS Report Semester One 1991) 
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This strategy was abandoned in Semester One, 1992 when ASS staff were required to 
undertake lecturing loads in addition to Student Services work. 

A meeting was arranged between the student and tutor. At this meeting a variety of 
organisational details were negotiated. These included an exchange of phone numbers and 
decisions on place and time for tutorial sessions. This meeting also provided an opportunity 
for the student to supply the tutor with a unit outline, details of course content, assignment 
topics and to discuss areas where they felt a tutor could help them. 

Tutors met informally, from time to time, with the access lecturers to discuss issues that 
had arisen, requests for support material or even to report that all was going well. In this 
way the access lecturers were able to provide a simple information and support system 
which enabled tutors to work more efficiently. ASS staff provided explanations of CAIS 
courses and operation, arrangements to meet with relevant lecturers, the loan of a novel 
being used currently in English Units, strategies for tutorial sessions and information on 
administrative matters relating to DEET. 

While tutors specified "changing contracts in mid semester" as a problem, ASS staff found, 
that the need to have the contract extension form signed at mid semester, ensured that they 
met up with all the tutors. This gave them an opportunity to find out how the tutorials were 
going for a particular tutor, gain information to update the tutor file and to do follow up 
work with the student if necessary (Field Notes). 

Students, new to the tutor system, often came to ASS staff to check times for tutorials or to 
ask for telephone numbers to contact their tutor. As the habit of attending tutorial sessions 
was established this contact was reduced. ASS staff continued to show an interest in the 
tutorial sessions by frequent verbal exchanges with the students. Almost all these 
exchanges were initiated by ASS staff. However, the information, once requested, was 
willingly given by the students. 

A key factor in the operation of the system was the group approach encouraged by the ASS 
Co-ordinator. Information was constantly shared formally, at meetings and informally, 
during the day. Staff kept each other up to date with their activities which related to ATAS 
and frequently discussed the choice of tutor for specific students, the number of hours a 
tutor already had and units for which students had requested tutors. 



This communication ensured efficient use of time. Discussions frequently started when 
someone was using the tutor data base. The load of work related to ATAS was frequently 
shared between the staff, one person doing the student interview and the other setting up 
the student/tutor interview (Field Notes). 

5.2.2 AlAS TUTOR AND CAIS LECTURER CONTACT 
Tutors and lecturer contact varied according to the nature of the individual tutor. All 
lecturers indicated that they were willing to meet with tutors and most had done so. 
However, the meetings when they occurred were either initiated directly by tutor request or 
indirectly as follow up to suggestions made by Student Services staff. The meetings were 
all on an individual basis, one tutor with a specific lecturer. These meetings usually took 
place soon after the commencement of the contract. At no stage during the term did the 
group of lecturers meet with the group of tutors in an open meeting. Only one tutor 
recorded a negative experience with a lecturer. She commented "I met the lecturer only 
briefly and it was not a very helpful meeting" (Tutor Interview). 

The following table is a comparison of data from role partners. One column has the issues 
raised by tutors with lecturers and the other has the responses made by lecturers to these 
issues. 

Issues tutors discussed with Responses by lecturers 
lecturers 

General Unit Details 
course program books unit content 
articles / books used for essays unit material needing to be covered 
study aids worksheets available 
purpose of a specific written task practice test items 
computer software teaching methodologies 
additional general language and grammar when in class, suggest which pieces to take to a 
problems tutorial session 

Assignments 
completion of assignments specific essay assignment requirements 
extensions on assignments 

Student 
needs /difficulties of the student student weaknessess 
student ability to deal with work student performance 
problems with student attendance where student is "at" in the unit 
feedback on students progress 

Tutor 
ways to bring more structure to the tutorial teaching methodologies 
sessions content for tutoring sessions 

lable 2 
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A further comparison of data collected from role partners is explored in the following table. 
It shows a comparison of suggestions of possible teaching strategies made by lecturers, 
with comments, made by tutors, about what they were actually doing. The previous table 
showed issues initiated by tutors and compared that with the response of lecturers. The 
following table shows responses made by tutors to suggestions made by lecturers. 

Lecturers' suestions Tutors' comments 
For language work- students "After a student has spent time with a tutor they begin to "tune 
should self-correct writing as into" the tutors mode of thought They see how their tutor works 
much as possible and subconsciously adopt their strategies. Common mistakes in 

grammar, punctuation and spelling begin to improve when the 
student reaches the stage of self correction" (tutor interview). 

Acceptance of Aboriginal English "I'm not helping with the content so much as the mechanical 
in discussing/analysing questions aspects of written tasks. Students seem to understand the 
and then encouraging the student content." 
to transcribe these ideas into 
Standard Australian English for "I encourage the student to get ideas down as they come without 
written work. This would require regard for grammar" 
tutors to know and accept how 
Aboriginal English is used by "For all my students their verbal English has been good but 
students as a learning medium in familiarity with written forms varies. This can cause difficulties. 
oral contexts Writing is not transcribed speech but has structures and systems 

that need to be mastered" 

"Explain and discuss in local English and then translating into 
'ABC TV English." 

In corporate use of "We went over to my place and did some cooking. We measured 
language/concrete materials in and weighed out the quantities needed for the recipe. The cook 
teaching mathematics at lower book had lots of maths in it" 
levels 

Encouragement in every aspect of Set pace 
assignments Plan essays 

Give encouragement 
Give a guide on how to structure assignments. 
Breakup the question into sections then rewrite the question in 
student's terms 
Assist with library skills in finding appropriate material 
Giving directions on how to extract relevant information from 
texts and incorporate them into assignment structures 
Help the student to write down some of his thoughts 
Break the essay down (planning and formatting). This makes it 
easier for students to begin to write without being overwhelmed 
by the task 

Students should always be doing "I try to vary the activities so that there is some reading, talking, 
the reading and writing in every planning and writing in each tutorial.' 
tutorial session  
Teach skills and practice the skills "The main strategy in this case was to carefully explain concepts 
rather than just slogging through and skills covered in lectures and to directly apply them in 
each assignment context at the computer terminal." 
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were not aware of ATAS. 

Figure 10 

Students without ATAS rnntrnr ts 

Nine percent of these stucenis 

Students with ATAS contracts. 

t 

61 

Help students arrange a study Many tutors work with students on planing their study time. 
timetable This is supported by results of the student survey. More than 

seventy percent of the students with tutors who answered the 
servey said that their tutor had worked with them on planning 
their study time. 

Talk with lecturers often I It is obvious from the previous table that some tutors have 
find out when tests/exams are and approached lecturers to check these details. 
get practice tests. 

Table 3 

5.2.3 STUDENT AWARENESS OF ATAS AND ITS IMPLICATIONS 

From staff perspective ATAS was well promoted. Student Services staff visited every 
course group at the start of the semester and explained the scheme. All subject lecturers 
interviewed said that they actively promoted the use of a tutor and made frequent reference, 
both to class groups and specific individuals, about the advantages of using a tutor. None 
of the lecturers had actually set up a tutorial for a student. They suggested the idea of a 
tutor to the student and told them to contact Student Services staff if they wanted to 
organize a tutor. They often spoke to Student Services staff informing them of the students 
they considered would profit from having a tutor. However, no action was taken by ASS 
staff until the student specifically made a request. 

This information can be compared with student awareness of the scheme. The student 
group at CAIS were aware of the availability of ATAS. Of the non-users who were 
surveyed only nine percent reported that they did not know that they could have an ATAS 
tutor. 

Student awareness of ATAS 



This high student awareness of their eligibility to use the scheme was, to a degree, 
reflected in the fact that forty-eight percent of CATS students had ATAS contracts during 
the semester. In addition the room where tutorials were held was in the classroom block 
and in full view of students from all courses. Tutorials were seen as a common expectation 
by lecturers and a routine activity by students. 

Within the student group depth of awareness of the affirmative action nature of ATAS and 
even the Abstudy payments varied. Many of the students with ATAS contracts were not 
aware of the fact that this scheme was only for Aboriginal and Torres Strait people. In 
March many CATS students attended a rally protesting about proposed changes to 
Austudy. One of the CATS students explained the situation this way. 

They (the students on Austudy) are going to have their Abstudy Cut off and they 
won't be able to have DEET tutors either. 

(Student interview) 

At the other end of the awareness spectrum, a student in 1990 reflected on the criticism and 

ill feeling he had experienced. 

Non-Aboriginal students see tutorial assistance as special treatmeoL They argue why 
should black students receive this assistance free. Tutoring for Non-Aboriginal 
students costs money. 

(Mossman, 1990) 

5.2.4 SUBJECT BREAKDOWN OF TUTORIAL SESSIONS 

To add to the understanding of the day to day operations of ATAS information on the 
subjects taught in tutorial sessions is necessary. The following breakdown of subject time 
was obtained from the ATAS data base. The total contract time allocated was divided as 

follows. 
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• English 

Maths 

D Other. language related 

Figure 11 

From the above graph it is obvious that the students identified Standard Australian English 
as the prime area of interest for tutorial contracts. This was followed by Mathematics and 
other English language dependent subjects. Lecturers also recognized Standard English as 
a priority area for tutorial work. One lecturer, when discussing a student's need for a tutor 
in an Anthropology unit, commented to Student Services staff 

He (the student) understands the subject matter and the issues. He needs a tutor to 
help him get his thoughts written in essay form and in Standard English. 

(Lecturer interview) 

This perception is reinforced by comparison with comments by students. 

I understand the work but I need help with how to put it together as an essay. I 
haven't written an essay since I was at school and that was years ago. 

(Student interview) 

I need someone to read over what I've written to see if it's what the lecturer wants 
and show me where it needs to be fixed up a bit. 

(Student interview) 

5.2.5 USE OF ATAS TUTORS BY COURSE GROUPS 

The following information concerning the use made of ATAS by students in various 

courses is provided to further increase understanding of the operations of the scheme. 

Students were able to request a tutor at any time during the semester. While many did so 
early in the semester, contracts were constantly being arranged throughout the semester. In 
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addition, changes were occasionally made to established contracts. This resulted in the 
necessity to add or modify data. The computerized database, designed on the Macintosh 
programme FileMaker Pro, proved to be a suitable tool for the maintenance of records. The 
data used for this study was extracted from the database in early May. This time was 
suggested by Student Services staff as it reflected peak use of ATAS. Taken over all 
courses forty-eight percent of the students arranged for a tutor contract during the semester. 

The following table is a breakdown of students, by courses, who requested and arranged 
for an ATAS tutor. 

6% EOASSC 
24% GCGSA 1 
32% GFOC 
35% GCGSA (year 1 & 2 combined) 
36% GCCWA 
37% GCGSAP1 
43% HEPHSS 
45% GCGSA2 
46% HEPMS 
53% GCTSA 
69% GCOSAP (stage 1 & 2 combined) 
100% GCGSAP 2 

Table 4 

This information was shown to Student Services staff for their reactions. The Humanities 
tutor was surprised by the high percentage of students from "Techos" (GCGTSA) who had 
tutors. This was then explained by the fact that most of these students had tutors for 
Mathematics only and the contracts had been arranged by the Mathematics tutor (Field 
Notes). 

The high use of tutors by Preliminary students was considered to be a reflection of two 
factors. The Liaison Officers maintained close contact with these students and frequently 
suggested the use of a tutor. The other factor involved was the composition of the 
Preliminary group. The course attracted older students and people who spoke English as a 
second language. These students were superficially accepting of assistance from a tutor. 
However, it was the experience of Student Services staff that students from this group 
frequently missed tutorial sessions and in many cases the contract lapsed well before the 
end of the semester. One lecturer observed of students from the Preliminary units 

I find initially the student responds well to the extra tutorials and then gives them 
away after some time. 

(Lecturer interview) 
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The low use of tutors by Certificate in Clerical Studies students was of concern. Student 
services staff agreed that it could be an area of focus for second semester. Students in that 
course have many of their lectures in the business faculty building and mainstream IBM 
computer laboratory. Therefore, because of the necessity to use specialized equipment, 
they are located away from the CAIS building and have less contact with ASS staff. 

It was interesting to observe the results when GCGSA was split into first year and second 
year figures and also Preliminary into Stage 1 and Stage 2 figures. 

24% GCGSA 1 37% Prelim 1 

45% GCGSA 2 100% Prelim 2 

Table 5 

When compared with students in their first year or stage of their courses, twice as many 
students in their second year or stage had ATAS contracts. These students attended their 
tutorial sessions regularly and they continued their contracts to the last week of the 
semester. A number of possible reasons for these figures were suggested by Student 
Services staff. Firstly, students in their second year or stage of their course have already 
invested considerable time and energy in study and the "I've come this far already and I 
know I can finish" feeling is strong. Thus, they are willing to devote the time needed for 
the tutorials. Secondly, they have already experienced success and are often seeking, not 
survival in their course but, the best possible marks they can obtain. Thirdly, the 
experience they have had has given them confidence as students and they have been able to 
take control of their own learning. These students have become actively involved in the 
tutorials, which now meet their needs and consequential they attend regularly (Student and 
tutor interviews). 

5.2.6 STUDENTS USE OF TIME AVAILABLE FOR TUTORIAL SESSIONS. 
Details on the actual use made of available tutorial time further improves understanding of 
the overall picture of ATAS. One concern which arose as the semester progressed centred 
on how much of the available ATAS contract time students actually used. ASS staff 
became alerted to this problem in a variety of ways. Tutors were a source of information. 

I often have tutors call in to tell me that a particular student has missed a tutorial 
again. Often the tutor goes on to talk about other times the student has missed, or 
called to say they would not be there. (ASS staff discussion) 
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ASS staff were quite concerned with the success of this aspect of ATAS contracts and 
frequently reflected on the issue. One extended ASS group meeting tried to focus on the 
reasons why some students seem to make more effective use of their tutor than others 
(ASS staff meeting). Thus, the staff were seeking to clarify their role and to develop 
strategies which could help to maximize student use of ATAS tutors. They employed a 
number of strategies designed to enhance the success of ATAS contracts. They included 
care with tutor/student matching, care in student choice of time for the tutorials, 
maintenance of contact with student and tutor, academic support for tutors and maintenance 
of a pleasant working environment in the study room. At the end of the semester data was 
collected for a sample of twenty students taken at random who worked with nine tutors. 
Care was taken to ensure that the students had not withdrawn from the tutorial contract. 
The tutors had all previously been interviewed for this study. 

student tutor hr/w no of weeks of possible hours total hrs for % of time used 
k contract hours used tutor 

1 A 2 16 32 16 50 
2 2 12 24 10 42 
3 2 15 30 10 36 33 
1 B 4 12 48 13 27 
2 2 11 22 19 31 86 
1 C 4 9 36 15 42 
2 4 4 16 4 19 25 
.1 D 1 4 4 3 75 
2 2 12 24 6 9 25 
I E 2 8 16 14 88 
2 2 10 20 16 30 80 
1 F 2 16 32 16 50 
2 3 16 48 18 34 38 
I G 3 9 27 17 63 
2 4 8 32 24 75 
3 2 10 20 14 55 70 
1 H 2 12 24 15 63 
2 2 13 26 8 23 31 
1 I 2 9 18 10 56 
2 2 16 32 18 28 56 

Table 6 
Student patterns of attendance at tutorials ranged from twenty-five percent to eighty-eight 
percent. This student behaviour is perceived as a major problem by tutors and will be 
discussed in detail in the problems section of this chapter. 



5.2.7 PROBLEMS ENCOUNTERED 
A consideration of the day to day operations of ATAS needs also to expose the problems 
encountered by the tutors, CAIS lecturers and students. It needs to be remembered that 
problems perceived by one group may not necessarily be seen as a problem for another 
group. This fact is clearly demonstrated when comparing tutor and student views on 
attendance at tutorials. 

The most frequently raised problem by tutors was student attendance at tutorial sessions. 
Expressions used by tutors to describe the problem varied from "getting students to attend 
regularly" to "the students cancel often" or "students don't turn up" or "students' 
attendance is poor." Several tutors with a number of students were able to modify their 
statements commenting that "some students are irregular attenders." On deeper analysis of 
the problem there were a variety of reactions by the tutors. Several simply wanted "a phone 
call" from the students to cancel the session to avoid inconvenience. Tutors were able to 
find other explanations for students' behaviour and commented that students were "not 
committed to the idea of tutorials" or they were "often enthusiastic at the start and then just 
gave up and stopped showing up." 

Another group of tutors seemed to view the contract as firm and binding and expressed this 
clearly. 

Problems associated with the DEET tutoring scheme continue to be the students 
failure to attend or to make appropriate prior arrangements for cancellation or 
alteration of established tutorial times. This caused tutors to lose interest and to 
convey that disinterest to other potential tutors. Continued efforts need to be made to 
ensure that students adhere to the contract that they make with their tutors. 

(Lecturer interview) 

Other tutors were more able to see the problem from their students point of view and could 
even make suggestions on how to solve the problem. 

One of my students couldn't attend because she just had too much pressure on her to 
attend classes and had no time for help which she needed. There could be some 
provision in the timetable for her to do individual tutorials. 

(Tutor interview) 

The fundamental problem for most tutors was "no work no pay." Many tutors were 
concerned about the fact that ATAS tutoring "was not a regular income," they "couldn't 
make a living out of it" and "there was no holiday pay" (tutor interviews). This criticism 
was attacking "the fifteen hour limit" enforced by the system or, more pointedly, the high 

rate of unemployment in the wider society which was forcing people to seek a living wage 
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from a system that was offering part time employment. Further strengthening of this 
argument is seen in the response of tutors to problems encountered when students did not 
come to tutorial sessions. ATAS regulations had provisions for payment of tutors for what 
are commonly called "no shows". However, if a tutor submits two "no shows" the contract 
may be cancelled. When this was explained to the tutors, their general response was not to 
put in the "no shows" but rather make an attempt to make up time with the student or even 
not record their attempt to hold a tutorial session. 

Viewed from the students perspective attendance at tutorials was not a problem. Students 
were motivated on a needs basis. They saw tutorial time as a way of "getting work done1" 
(Student interviews). If students didn't have work to do the tutorial time was not a high 
priority. "I went home that afternoon because I had all my work done" (Student interview). 
Tutors, on the other hand, were working in the two hours per week framework allowed by 
DEET. This restriction of two hours per week per subject was imposed by DEET 
regulations on Primary, Secondary and Tertiary students alike. The study requirements of 
Tertiary students do not correspond to those of Primary and Secondary school students and 
need to be considered. A study pattern for CAIS students showed a slow beginning 
followed by a number of peak working times centred around assignment dates. Students 
frequently had a number of assignments, from different units, all due about the same time. 
Moreover, students felt the need for additional tutorial time in the week prior to the 
examinations. Thus their tutorial support needs did not fit into the two hours per week 
pattern in which tutors were working. One student commented 

at times I have no work to do and then there are times when I'm really 
loaded up. 

(Student interview) 
This concern is further discussed later in this chapter. 

Other problems for tutors also focussed on time. One tutor felt that he "did not have enough 
time to get the student's confidence and start teaching" (Tutor interview). In contrast a very 
diligent student commented "I like to have a coffee and a chat and then get down to work" 
(Student interview). Another tutor seemed to be taking full responsibility for his students 
and said he "felt that his students had great problems and two hours per week was nowhere 
enough." This tutor seemed unaware of the fact that the students were in a full time study 

1 The title of this thesis came from a modification of this expression. 



course and were already spending many hours each week working on their academic 
development. 

These concerns, about the amount of work covered in a certain time, came most frequently, 
from tutors who were working with students in the Preliminary course and the tutors were 
concerned that they were not "doing enough work." ASS staff were aware of these feelings 
and had discussed the issue with a number of tutors. In response to these concerns, ASS 
staff discussed their perception of the role of the tutor and tried to clarify the students' 
present academic skill level. 

I explained to the tutor that their concept of a lot of work and that of a Prelim student 
are quite different. However, if they work at it the student will gradually get the idea. 

(ASS staff interview) 

One Preliminary student offered this comment. 

I need the tutor to go a bit slower. I need just a little bit each time so I can remember. 
I don't expect to do everything. 

(Student interview) 

Genuine attempts by tutors to help students "get the most out of the tutorial" generated 
work for tutors. They wanted more liaison with lecturers so that they could work out 
priorities for students, more information on what the lecturer was trying to accomplish with 
the class, e.g... the unit outlines, background prerequisites for entry into CAIS courses, so 
that they could know what standard to work at and even an increase in knowledge and 
understanding of CAIS and its aims. Tutors wanted more structure for their tutorial 
sessions and believed this could be obtained by a better understanding of the expectations 
of lecturers which could only come from more liaison between lecturers and tutors (Tutor 
interviews). 

Evidence has been presented that there was contact between tutors and lecturers. However, 
from the above comments it appears that meeting individually with the lecturers didn't meet 
all the needs experienced by tutors. One tutor, following a frustrating misunderstanding 
with a lecturer, suggested that what was really needed was a whole group session with 
tutors and lecturers. This would put tutoring in the open and provide a formal framework 
for anyone to bring up topics, vent frustrations and discuss techniques (Tutor interview). It 
was considered by ASS staff that such a meeting would meet needs of not only the tutors 
but also the lecturers. However, no mention was made of including students in this open 
forum. This did not to fit in with ASS policy of keeping the power over tutorials in the 
hands of the students. It would seem that student participation in such a t'orum is necessary 



for them to be reassured of the role they have in and power they have over the tutorial 

sessions. 

This call for closer liaison between tutor and lecturer brings to the foreground the issue of 
lecturers acting as tutors for students in the units they are teaching, While it would be 
appropriate to continue the discussion in this section, it is discussed in detail in the section 

on lecturers. 

A small group of tutors felt there was pressure on them to "do too much for the student." 
Several thought the students were not prepared when they came to tutorials and sensed a 

lack of participation on the part of students. The pressure of work experienced by students 
sometimes carried over to the tutor. One tutor said 

My student felt pressured when he dropped behind in completing written tasks and 
then didn't feel able to complete them by himself. When pressure was really on we 
rushed through a number of tasks without being too careful about how they were put 
together. I didn't feel that this was the best response but it was a pragmatic necessity 
to relieve the stress load. My students seemed to be interested in how much work was 
completed rather than quality. 

(Tutor interview) 

Of all the tutors interviewed only one suggested that she had "problems with being white in 
a predominantly Aboriginal organization." Students appeared to accept the fact that the 
tutors would not be Aboriginal people. In response to the survey question seventy-five 

percent of students with tutors did not believe that they would be more relaxed with an 
Aboriginal tutor. 

Lecturers also acknowledged the need for a close association between tutors and lecturers 
and the identification of problems that could be avoided. One lecturer spoke of his situation 

and concern for a student in his unit. The tutor was seen as another influence on the student 

and the lecturer considered that the student was 

even more confused. The tutor was using language, examples and concepts above the 
level of the student and the unit. The student had then turned up in class and asked 
questions about what the tutor had been teaching. 

(Lecturer interview) 
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ASS staff were aware of potential problems of this nature and made efforts to prevent 
problems from arising. 

Having helped to set up tutorial sessions for students I tried to maintain an interest 
and often provided liaison between the student, lecturer or tutor. I encouraged 
students, lecturers and tutors to discuss their work and found that this support and 
negotiation often assisted with the success of the tutorials by solving any 
misunderstandings or problems early. 

(ASS Report, Semester 1, 1991) 

However, it can be seen from the example above, that this involvement on the part of ASS 
staff did not eliminate all such problems. 

From the perspective of a unit lecturer the work of the ATAS tutors was sometimes a mixed 
blessing. This was particularly true for the Humanities lecturers. On the positive side, it 
was thought that 

students who met regularly with tutors tended to keep up with class content. This 
made it easier to progress with low level learners. 

(Lecturer interview) 

Several lecturers also observed that 

students with tutors seem to have more confidence in class. This leads to more 
participation and sometimes the students even begin to ask questions. 

(Lecturer interviews) 

In contrast, many lecturers also had criticisms. They expressed a lack of control over the 
tutor/student sessions and frequently commented on the fact that they felt that "a lot of 
tutors tend to write for students." One lecturer spoke out strongly 

In one or two cases I have seen students stay longer due to help of tutors. 
Unfortunately this was because the tutor was doing the work for the student. 

(Lecturer interview) 

The tutorial scheme was seen as both a prop and an added teaching strategy. About half of 
the lecturers believed that the tutorial system hid the low level of education of many 
students and suggested that these students should do the preliminary courses before 
entering a certificate level course. One lecturer described her experience. 

Students can't reproduce the high quality of work without a tutor. One of my students 
got credits all year for assignments and only nine Out of fifty for the unit 
examination. 

(Lecturer interview) 
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Several lecturers indicated their understanding of the difficulty of maintaining "the balance 

between assisting a student in a piece of work on the one hand and doing it for them on the 
other hand" (Lecturer interview). 

Student Services academic support staff, even though they have an appreciation of the 
whole complex issue, were often themselves faced with difficult decisions. 

As with any tutoring job there were always students expecting me to "just do the 
problem" rather than help them to do the problem. When time was limited, perhaps the 
day before an exam, I found myself doing the problem and then going through it with the 
student. 

(ASS, Mathematics tutor report, Semester 1, 1990) 

ASS staff believed that the actual academic content was not the only learning that took place 
during tutorials. They believed that, with each experience students could learn to take more 
control over their own learning. The circumstances, described in the above quote were 

not an ideal situation but can hopefully be avoided in the future by encouraging the 
students to seek help throughout the semester, rather than hoping that they can leave all 
their problems till exam time. Students not only need to learn concepts but they need to 
be taught the skills to solve problems logically, as many just do not know where to 
start. They can do this with regular sessions over an extended time. 

(ASS, Mathematics tutor report, Semester 1, 1990) 

The problem was no less difficult for tutors in the Humanities areas. 

Other students will ask for advice on what appears a technical aspect of their work 
whereas, in my opinion, help is needed at another level or in another area altogether. For 
example, asking about bibliographic procedure when there is obviously no conclusion to 
an essay. For me, this is hard, because the fine line between helping and hindering 
becomes blurred against the time they have allowed themselves and student confidence in 
their own ability being at risk. Regardless, it always takes more time than the student 
has budgeted for and is often a frustrating time for them particularly when one does it 
with them, not as is often the request, for them. This is sometimes the expectation and 
sometimes the criticism. 

(ASS, Humanities tutor report, Semester 1, 1990) 

The Humanities lecturers were all in agreement that many skills could be gained by 
processing a piece of writing with students. Starting at the point where a student had a first 

draft, conferencing then provided the opportunity to discuss sentences and paragraphs, 

grammatical mistakes, identify and correct spelling, perhaps with a dictionary and the 

addition of a new word or two making sure that the student understood the word. The 

fmished piece, which was then submitted by the student, was quite an improvement on the 

student's first draft. This approach was basic to the tutorial system and in harmony with the 

writing cycle discussed in Chapter Two. 
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The problem that arose for the lecturers was that, when they graded assignments for a unit, 
they recognized that students had obviously worked with a tutor before they submitted the 
work. The idea that a piece of work submitted by a student may not be entirely the work of 
the student was a risk taken in any situation where the task was completed in a setting not 
controlled by the lecturer. The fact that the tutors worked to improve the quality of 
students' writing challenged, not the work of the tutors, but the assessment procedures of a 
particular unit. The purpose of specific pieces of writing needed to be defined. Writing 
could be set to practise and develop skills while other tasks could be used to assess 
individual student skills. These skills could be assessed by asking students not to use tutor 
help with specific tasks or ensuring that prepared or unprepared assessment tasks were 
done in a controlled situation where the lecturer supervised the students during their 
working time. 

The above problem of tutors working with students to complete assignment tasks did not 
arise as a difficulty for Mathematics lecturers. One of the Mathematics lecturers explained 

In the Maths unit I teach, I give weekly assignments. These are graded but are only 
worth a very small percentage of the total marks. I encourage the students to use 
tutors to help them with these sheets and get the best scores they can. Then I give a 
topic test which has similar questions to the weekly assignments. Very few students 
who have worked through the weekly assignment sheets and worked regularly with a 
tutor fail the unit tests. 

(Lecturer interview) 

Following on from the identified need for a close relationship between lecturers and tutors 
is the issue of lecturers tutoring students in their units. In 1991 the DeGraff Report 
proposed changes to the CAIS structure. It suggests that lecturers be on a reduced unit load 
and make tutorial time available to students in their units. This was in direct contrast to 
ATAS guidelines which did not allow lecturers to provide tutorials for students in units 
which they taught. 

Many lecturers considered that they would be the best tutor for their students because they 
knew the students and the unit. However, they believed that 

the students benefit more by having a variety of teachers and different approaches and 
opinions 

(Lecturer interview) 

and they added that they "wouldn't have time to spend two hours with each student." 
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Lecturers also identified two problems experienced by students. These are compared, later 
in this chapter, with student identified problems. Lecturers felt that one problem for 
students was that 

occasionally tutors were not appropriate and that the students were not always 
assertive enough to change tutors. 

(Lecturer interview) 

The second problem arose when 

tutors were not available when the student needed them most, that is, to check drafts 
for major assignments. The student felt let down and disillusioned with the system. 

(Lecturer interview) 

Some of the problems and difficulties that were experienced by students can be found in 
explanations by students of why they did not have tutors. Diverse reasons were given for 
not having a tutor. The focus for many of the students was on their need to maintain their 
independence and they expressed this by saying "I want to try myself" or "I don't need a 
tutor". This loss of independence was a real threat to students who use ATAS and the 
following example is given as evidence. 

A situation arose where the student had spent a lengthy time on research and the tutor, because 
he was already familiar with the findings, showed no appreciation of the effort the student had 
put into her note taking and research, dismissed the efforts of the student and launched the 
tutorial session with the 'this is how I would answer this question' approach. Thus the student's 
independence, ownership of the work and the control of the tutorial session was taken from the 
student. 

(Student interview) 

Students were able to maintain their independence and still keep their options open by 
adding a one word, but very meaningful, rider to their responses. They said "I don't need a 
tutor, yet." and "I want to try myself,firsr" thus indicating that they may use ATAS in the 
future if they needed it. This behaviour was interpreted a different way by an individual 
member of the Student Services staff. 

Perhaps part of the problem is in the manner in which tutorial support is 
perceived. It seems that rather than working smart and accessing us as a resource, 
we are called, in the main, to assist in crisis management. 

(ASS, Humanities tutor report, Semester 1, 1990) 

One young woman spoke out for the mothers of small children. She brought up the point 
that, while the tuition fees are paid, she still had to have her children in care while she was 
having the tutorial. This added financial burden made it impossible for her to think about 
having a tutor (Student interview). 
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Ninety percent of students without tutors were aware of ATAS. One expressed her 
observations of the heavy time demands that having a tutor placed on other students. She 
said "I'm a single parent and I don't have enough time to have a tutor" (Student interview). 

Another student expressed the feeling of shame he would experience if he asked for a tutor. 
This was a feeling that many students experienced when first meeting with the tutor, 
particularly when showing them a draft of some work. One student recorded his first 
tutorial experience. 

I thought the tutor was going to correct my work the way they did in school. I 
thought he'd say it was no good and I would have to start again. We talked about a 
lot of things and just made the work I had already done look better. 

(Student interview) 

The problem of mis-match of student and tutor was a problem identified by the lecturers. 
However, when viewed from the student perspective it was a problem over which the 
students actually did have power and frequently exercised this power. The grass roots 
expression "voting with their feet" was used to express the idea that, for whatever reason, 
students who didn't want to be at a lecture or a tutorial simply were not there. 

One of the ASS Liaison officers explained that "very few of the students know that they 
could change tutors if their present tutor does not suit them, they solve their problem by not 
turning up for tutorials." Tutor mis-match was one of the suggested reasons why a student 
did not attend a tutorial session. 

There were students who were able to identify their difficulty and negotiate a change of 
tutors. One of the students from the bridging course had developed a sound relationship 
with a maths tutor. This tutor then left Danvin The student organized another tutor. She 
had seen the tutor working with other students in the study room, had asked others about 
the tutor and thought that she had made a good choice of tutors. She continues the story. 

I spoke to her (the ASS staff member) in the computer Lab and told her that I felt that 
the tutor was not suitable. I spoke of how the tutorial sessions were adding extra 
stress to me. I didn't want to go to tutorial sessions and yet somehow I felt a 
responsibility to attend sessions. 

(Student interview) 

This situation was easily solved. All the student needed was an understanding of the 
system and support and guidance from someone with an overview of the system. The 
student spoke with the tutor and cancelled the contract. She then organized another tutor. 
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Thus even the act of terminating a tutorial contract can be, with guidance, an empowering 
experience for a student. 

A minor problem identified by both students and lecturers was tutor availability to students. 
Some tutors, because of a variety of factors including work commitments, were not able to 
provide tutorials when the students requested them. This was particularly the case for tutors 
whose work took them out of town for extended periods and students studying with the 
Education faculty who were required to do extended periods on paracticum. This need to 
negotiate tutorial times left the student with a feelings of uncertainty. 

I get a bit mixed up when we have to change nit times. 
(Student interview) 

5.3 WHAT ARE THE SPECIFIC SKILLS, STRATEGIES AND 
EXPERTISE TUTORS NEED TO HAVE OR DEVELOP IF THEY ARE TO 
ASSIST ABORIGINAL AND ISLANDER STUDENTS TO SUCCEED IN 
THEIR STUDY? 

5.3.1 THE PATHWAY TO PRODUCTIVE TUTORIAL SESSIONS 

The first specific skill required of a tutor was to have the ability to develop a working 
relationship with the student and thus be able to start productive tutorial sessions. 

As outlined in the literature review Sykes suggested a five point strategy that could be 
adapted for use by tutors when approaching tutorial sessions. Initial contact involves the 
establishment of credibility with the student. The other points relate to behaviour and 
involve a willingness to enter negotiations; to be open in discussions; to cede control over 
the student's affairs; and to facilitate when called upon for support, skills etc. 

The diagram following shows the progress from initial contact of student with tutor to 
productive tutorial time. Effort was required from both the tutor and the student to ensure 
that the student gained and stayed in control of the tutorial time. Appropriate behavioural 
pattern are shown for tutors and students. When the student was in control the tutors were 
able to teach what the students wanted to know rather than what a tutor thought they need 
to know. 
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This need, expressed by ASS staff, to ensure that the student had control of the tutorial 
session was in unison with McClay's (1989) fourth principle for Adult Education which 
stated 

Any program of Adult Education should be controlled by the people themselves. 
(McClay, 1989, p.  392) 

ASS staff indicated, by their activities, the importance they placed on the initial 
tutor/student contact and the establishment of credibility for the tutor. For each contract 
ASS staff arranged an initial meeting of student and tutor. The tutor was introduced to the 
student by ASS staff and so was seen by the student as belonging to or as an extension of 
ASS. 

ASS staff felt that this was time well spent and ensured the best possible start to a contract. 
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One ASS lecturer said 

At the initial student/tutor meeting I have three objectives in mind. I want to ensure 
that all the working details are discussed. Things like an -exchange of telephone 
numbers, exact times for tutorial sessions, place for the tutorials, the date of the first 
meeting, procedure for notifying each other if they can't make it to a session and the 
topic of the first tutorial, if possible. 

The second reason for my presence is to serve as link between the student's known 
world and the new tutor. When I introduce a tutor they immediately have a little 
credibility with the student because they are coming from a known source. That's one 
of the reasons I like to meet the tutors first. 

The third objective is really for the benefit of both the student and tutor. I model the 
role of a tutor showing the tutor how to encourage the student to take control of the 
session and at the same time giving the student practice at being in control. 

The need to establish credibility with students was not unique to ATAS tutors. It was faced 

by every new lecturer at CAIS. One of the access lecturers with ASS explained her insights 

into being a tutor. 

The most important thing is students knowing and feeling comfortable to use tutorial 
support, knowing that tutorial assistance is available and knowing me as a human 
being. 

(ASS Report, Semester One, 1990) 

This approach was consistent with the general approach apparent in many of the articles in 

"Succeeding Against The Odds" (Loos, 1989). 

Discussion with ASS staff generated this comment on the importance of a personal 

relationship between students and tutors. 

Initially there is quite a distance between student and tutor. Establishing a personal 
relationship is the first step and basic to the development of a working relationship. 
Learning about each other continues through the life of the contract. It is only after 
this is established that work on academic skills can be done. 

(Discussion with ASS staff) 

There were sometimes quite clear indications that a balanced relationship had developed 

between a student and a tutor. An ASS staff member commented 

One of the sure signs of the development of a balanced relationship between a student 
and a tutor is that when the tutor becomes a friend the student's awareness of the 
tutor's world increases and the student begins to practice interpersonal skills. The 
easiest example to give is when a student phones a tutor to cancel a tutorial session. 

(ASS staff interview) 
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An understanding of how important a personal relationship with the tutor is for a student 
can be seen in the following example. A particular student had successfully developed a 
sound working relationship with a tutor during 1991. In 1992, following enrolment in a 
higher level course, she started with a new tutor who had been selected for knowledge of 
unit content. After a few sessions the student decided that she wanted to work with the 
tutor she had used the previous year (Field notes). 

5.3.2 TUTOR PERCEPTIONS OF LEARNING STYLES USED BY ABORIGINAL 

STUDENTS 
Effective tutors needed to have an understanding of the learning style of their students. 
Tutors were divided on the issue of the learning styles of Aboriginal and Islander students. 
About half of the tutors believed that there were clear differences in learning style and were 
able to offer observations from their experience. The remainder were uncertain. Two facts 
need to be remembered when considering these responses. For many of the tutors these 
tutorial sessions were a first time experience with Aboriginal students. However, in 
registering as an ATAS tutor, they have actually chosen to work with Aboriginal people. 

Tutors who were already aware of the importance of establishing initial credibility with 
their student, commented on the fact that their students "seem to have to like the teacher for 
them to take in the information." Other tutors commented that their students were "not 
independent learners" and suggested that this was because as children they "were not 
encouraged to be independent." This suggestion was in conflict with areas of the literature. 
The reader should compare this with the discussion of independent behaviour by 
Aboriginal children in Malin (1989). 

Several tutors gave their insight on Aboriginal learning style. 

The extended family plays a large part in everyday life and most of the learning about 
living is done through conversation and the rules of conversation are learnt by 
listening and observing. 

(Tutor interview) 

Another commented that 

Written instructions are not assimilated easily. Information, in the written form, does 
not seem to convey the meaning. The students can read the text but cannot interpret 
the information. 

(Tutor interview) 

A third observed that students "tend to be linear and have a descriptive style. They find the 
abstract difficult" (Tutor interview). 
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5.3.3 IDENTIFICATION OF THE PROBLEMS ASSOCIATED WITH WRITING 

STANDARD AUSTRALIAN ENGLISH 

The problems associated with writing in Standard Australian English experienced by 
speakers of languages other than English must be faced by tutors and they must know or 
develop teaching strategies suited to the needs of their students. This was an area which 
was also a developmental area for tutors. 

Ninety percent of the tutors thought that communication difficulties in spoken Standard 
English contributed to problems with essay writing and written assignments. 

Standard Australian English is a real problem with traditionally oriented students, e.g. 
omitting the definite and indefinite article, lack of defmition of the consonants b, f and p, 
past present and future, continual use of present, relating in the singular and time and 
place. 

(Tutor Interview) 

This non-standard oral English language formed the basis for writing. One tutor wrote 

Students write and spell the oral English they grew up with. This is a variation of 
English. 

(Tutor Interview) 

Another tutor could appreciate oral use of Aboriginal English but advanced this experience. 

Most students naturally enough write exactly as they speak. It is difficult to get across 
that this is not suitable in formal essays. 

(Tutor Interview) 

Tutors identified many problems students had with writing Standard Australian English. 
Mechanical, surface problems were the easiest to identify. A group of tutors tended to 
focus on lack of student skills. Problems identified included slow reading, incorrect 
punctuation, poor spelling and limited vocabulary and weakness in basic sentence 
construction 

Another group tutors considered the problems arose from the demands of the academic 
institution. 

The very exclusive and specific nature or academia lends itself to problems in 
comprehension. (Tutor Interview) 

or 

Confidence in using English diminished when students plagiarised blocks of teXL 
(Tutor Interview) 
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and 

Another thing that appears to make academic writing particularly difficult is the 
repertoire of alternative words students hold in their heads. As an example if we think of 
words that link sentences or paragraphs, we have in our heads a variety of other words 
that also mean the same thing, e.g. on the other hand, alternatively be that as it may be, 
however etc. I have found that many CAIS students having difficulty, don't have that 
same resource to call upon. This makes it extremely difficult not only to paraphrase, 
note take and not plagiarise, but to fatten up one's writing by building an argument by 
circuitously developing paragraphs, by introducing the idea then providing details and 
summing it up and linking that idea into the next paragraph. 

(ASS, Humanities tutor report, Semester 1, 1990) 

Another smaller group of tutors perceived that there were other dimensions to the problem. 

Some were only aware that there were other factors involved. They noted 

at a deeper level sometimes, the assignment questions appear so broad and general it is 
difficult at times for the student to decipher what is required and how to go about it. 

(Tutor Interview) 

A few tutors were not only aware of these additional aspects of the problem but also took 

the next step and speculated on possible causes. 

Many students have great difficulty with answering the question as the lecturer would 
expect. This I think is a deep problem because in a way it hints at a cultural mismatch in 
expectations. It is not simply a matter of misinterpreting the essay. It's more a matter of 
not being able to critically assess information and order it into ideas so that the argument 
has a beginning point and flows somewhere. When one thinks about how artificial the 
whole process is, in assuming a beginning and end point, one can understand their 
difficulty, but it doesn't help them pass. 

(ASS Report Humanities tutor report, Semester 1, 1990) 

As discussed previously it was easy for tutors to focus on the simple mechanical mistakes 

in writing by students. ASS staff were Sometimes asked by tutors for suggestions on what 
else could be done in tutorial times. In a brain storming session in response to such 

requests ASS staff generated this list of general suggestions. 
- read over the notes 
- explain any of the notes that the student do not understand 
- find any gaps in information supplied 
- find theory that needs examples 
- find examples that need theory 
- add additional supporting authorities 
- suggest points where there were several theories or explanations and the student had 

only found one 
- suggest how the students' findings could be used to answer the assignment 

question 
- suggest the most appropriate sequencing of the ideas for the essay 
- discuss how argument could be supported or refuted using research findings of the 

student 
(ASS staff discussions) 



Further, it was suggested that tutors were teaching independent learning strategies to 
students, not simply working on one off essays. Thus, the above list could be used as an 
example of strategies that can be employed independently by -students. 

While some tutors needed guidance in working on essays with students others seemed to 
be right on target. One student commented 

my tutor really helped me with my essays. He made suggestions that made the essays 
longer. One time I was writing about poems and wrote 'Some poems would appeal to 
different people.' When my tutor read this he said that I could write some more about 
this and I was able to make up two paragraphs from this one idea by giving 
examples. 

(Student interview) 

5.3.4 THE ONE-TO-ONE TEACHING SITUATION 

The one to one teaching situation empowers the tutors to meet the real needs of the students 
as soon as they are identified. One tutor commented that his student's organization of tasks 
appeared different to his. He noted particularly that the student "didn't follow through on a 
particular task" and explained how "initial drafts often became lost and then the student had 
to rewrite the task." The tutor also noted that the student's workbook 

was unsystematic and information and notes were all mixed up and consequently could 
not be found when needed. 

(Tutor interview) 

The tutor recognized that this lack of skill was making the learning task more difficult for 
the student and set about to teach basic organizational skills to his student. 

Students agree that the one to one situation gives them a real opportunity. One student 
offered his experience. 

When I'm with my tutor we do the work I need. I don't have to wait for the lecturer. 
We seem to do a lot of work when there is just the two of us. 

(Student interview) 

Further, the one to one situation provides the opportunity for use of a diagnostic style of 
teaching which is in tune with the learning needs of adults. The following example is taken 
from Mathematics. Tutors, because they are working with only one student, have the time 
to follow the student through the working of a particular problem. Thus they are able to 
diagnose where the student went wrong. They are then able to work towards the 
development of the necessary sub-skills that are required to ensure that the student is able to 

complete the original task. 
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Many tutors were able to use the one to one situation to good advantage. One tutor 
explained how the content of an essay arose from dialogue between the tutor and the 
student. 

The one to one situation enabled my student to take risks with words and ideas. We 
discussed an essay topic before writing commenced and this allowed my student to 
test ideas and arguments before writing. 

(Tutor interview) 

The one to one learning/teaching situation provided the potential for explicit teaching as 
opposed to the often implicit teaching found in many class group learning/teaching 
situations. Tutors were able to provide the understandings and expectations that are implicit 
in written assessment tasks. One tutor explained 

When I first read the draft I could see that there were a few really good ideas and 
information in response to the question. However, the student had not defined the 
terms of the question and had no introduction or conclusion or any thread holding the 
examples and information together. We worked on these aspects of the essay and 
ended up with a sound piece of writing. 

(ASS tutor interview) 

The one to one situation also provided the tutor with an opportunity to apply English as a 
Second Language teaching strategies. The students, who were learning Standard Australian 
English as a second language, were able to talk their way into meaning. They were able to 
classify and categorise new information through talk and check this talk with a Standard 
Australian English speaker, the tutor. One tutor spoke of the delight a student experienced 
"when she realized that she shared the same understanding with the tutor" (Tutor 
interview). 

Another benefit of the one to one nature of ATAS tutorial sessions was identified by a 
lecturer. 

In the one to one tutorial sessions students become accustomed to the idea that 
someone else other than the lecturer was going to read their work. This helped to 
improve the work as they had to write clearly so that another reader could understand 
the work. This way the students became used to the idea of reading over the drafts. 

(Lecturer interview) 

It was interesting to note that it was a tutor and not a lecturer who proposed the lack of 
competition as an advantage of the one to one situation. He believed 

it gave greater personal access to education. The students did not have to compete 
with the rest of the class for attention. 

(Tutor interview) 
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5.5 SUMMARY 

This chapter has discussed the operations of ATAS. It has described the day to day 
operation of the scheme and the skills and strategies needed by tutors. Attempts have been 
made to cross validate data by comparing data collected from role partners. Chapter Six 
continues to present and discuss the findings. It considers the remainder of the focus 
questions. 



CHAPTER SIX 

OUTCOMES FROM ATAS 

6.1 INTRODUCTION 

This chapter contains findings and analysis that answer the focus questions from the 
section on the output from ATAS. It includes discussion of attendance patterns, 
retention rates and learning outcomes. It also looks at other effects the scheme has on 
lecturers, tutors and students. As with analysis in Chapter Five, care has been taken to 
compare data provided by the various role parmers in an attempt to enhance the validity 
of the study. 

There are difficulties when interpreting this data as it needs to be remembered that use 
of a tutor is only one of a large number of variables which affect student behaviour and 
performance. 

6.2 WHAT ARE THE ATTENDANCE PATTERNS FOR CATS 
STUDENTS WHO USE ATAS? 

It was agreed by lecturers that one of the major problems at CAIS was poor student 
attendance patterns and it was a recurring problem each year. The decision to skip 
classes was always an active choice made by individual students and indicated that 
other activities had been, for them, a priority over attendance at class. 

One of the question on the student survey was designed to gain insight on this issue. 
When the responses were divided into the two groups, students who had a tutor and 
students who did not have a tutor, the results from the groups were quite different. Of 
the students who had a tutor thirty-three percent responded that they did not skip 
classes without a valid reason. The percentage of students in the other group was much 
lower with only eighteen percent claiming that they did not skip classes without a valid 
reason. 

Students % Responded No to 
skip classes question 

with tutor 33 
without tutor 18 
Table 7 



Lecturers and students clearly held different interpretations of what constituted valid 
reasons for not attending class. One lecturer said 

the students seem to think that if they tell you they are not going to be there 
then it all OK. For them, it's as if they haven't missed that class at all. 

(Lecturer interview) 

Attendance at a funeral was considered, by lecturers, to be a very common reason for 
students not attending classes. It was also regarded, by students, as valid reason for not 

attending classes. 

One student, who was in the practice of bringing in Doctor's Certificates to 
cover missed days, showed me the funeral notice in the newspaper to explain the 
day she wanted to be away to attend a funeral. 

(Lecturer interview) 

It would have been interesting to have carried Out further investigation on this issue, 

however it was not followed through because of the need to contain the size of this 

work. 

All tutors responded that they could not comment on student attendance at classes but 
felt that poor attendance was a sign of an at risk student. Many, however, commented 
that student attendance at tutorial sessions was not regular. In contrast, tutors who had 

students with good records of attendance, thought that their 

work with (student name) seemed to help to encourage regular attendance at 
classes. 

(Tutor interview). 

A small number of tutors believed that 

once the student realised that attendance at tutorials got assignment work 
completed the student attended tutorial sessions more regularly. 

(Tutor interview) 

Lecturers' responses fell into two, almost equal groups. One group could not determine 
any connection between having a tutor and regular attendance at classes. The second 

group made cautious connections between the use of a tutor and attendance patterns at 

lecturers and suggested that 

students with tutors seem to have more regular attendance. 
(Lecturer interview) 
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One lecturer believed that 

tutors helped to improve student confidence by helping them to get the 
assignment tasks done. This increased confidence then led to more interest in 
class activities and therefore students were less likely to miss class. 

(Lecturer interview) 

In contrast, another lecturer argued that, in her experience, the attendance rate for 

students with tutors was lower compared to that of students without tutors. She 

observed that students had said to her 

that they feel that they can have their tutor 'catch them up' with any work that 
they have missed. 

(Lecturer interview) 

This comment seemed to be reinforced by an example given by a tutor. 

The students I had were good attenders at the tutorials. One student returned to 
campus for a tutorial session, having left earlier that day and skipped lessons. 

(Tutor interview) 

6.3 WHAT ARE THE RETENTION RATES FOR CAIS STUDENTS 

WHO USE ATAS AND HOW DO THESE RELATE TO THE 

RETENTION RATES FOR CAIS STUDENTS WHO DO NOT USE THE 

SCHEME? 

The other major problem identified at CAIS was the low rate of retention. 'Dropping 

out' of courses occurred at any time during the semester but was most obvious at the 

end of the semester. Both of these possibilities are discussed in this section. 

Retention rates at the end of the semester are examined in the following table. It shows 

a comparison of student results for first Semester Mathematics units for which 

information was available. One unit was not included in this table as results were not 

available at the time. 

There were three possibilities for a student at the end of semester. They could progress 

to the next unit, repeat the same unit or not continue. The first row of the table shows 

the results for the whole class group, including the group with tutors. The second row 

represents the group of students who had ATAS contracts for tuition in Mathematics. 

The level of difficulty of the Mathematics units ranged from the simplest, Unit One, to 

the more complex ,Unit Six. 
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unit % progressed to % repeated unit % did not 

next unit continue 

Unit 1 class 15 12 73 

tutor 25 37 38 

Unit 2 class 20 14 66 

tutor 25 25 50 

Unit 3 class 28 23 49 

tutor 12 83 5 

Unit 5 class 48 5 47 

tutor 57 14 29 

Unit 6 class 78 0 22 

tutor 75 0 25 

Table 8 

Keeping in mind that there are many factors involved, it could be said that the 

assistance of a tutor seemed to have had two effects. The first effect was that students 

with tutors had a higher rate of progression to the next unit. The other effect was that 

students with tutors tended to repeat units rather than dropping out of their courses. 

In the survey the issue of 'dropping out' during the semester was put to the students. 

Responses to the question were as follows. A small number of students did not 

respond to the question. 

Students % Responded No to 

drop out question 

with tutor 48 

without tutor 39 

Table 9 



Having a tutor may influence student retention rates during the semester. Students with 

tutors indicated that they were less likely to think seriously about dropping out of their 

courses. The data, in the table above, supports this statement. However, once again, 

one must be cautious in interpreting this data as many other factors are involved. The 

fact that a student requested a tutor may indicate that the student had a greater initial 

commitment to study and so would have been less at risk of dropping out. 

'Getting caught up' with assignments was a real motivational factor for students. 

Students, who had fallen behind and were considering dropping out, could be re-

motivated by completing outstanding assignments with the assistance of a tutor. One 

student offered her experience 

Well, a few weeks ago I was getting right behind. I skipped a few classes to get 
an assignment done and that made it worse. I missed important work in those 
classes. Then I asked for a tutor. Now that I have done the assignment I can go to 
classes and be happy. When I asked for the tutor I was thinking about getting out, 
thinking I couldn't do the work. I thought I might get my job back with Woolies, 
but now I feel I can do this study. 

(Student interview) 

Other reasons students gave for continuing with courses varied. About a quarter gave 

as reasons factors dependent on their own personal characteristics, e.g. perseverance, 

need to be busy. Almost half (forty-two percent) of the students were motivated to stay 

on by the thought of gaining qualifications. This desire for formal qualifications was a 

personal dream and it proved to be a powerful motivation. For these students it 

provided the incentive necessary to complete a course and, as discussed in Chapter 

Three, it may also have been the very reason for undertaking the course initially. 

Other significant people often influenced a decision to stay on in a course. Student 

peers were a major positive influence. Family members, husbands and parents had also 

assisted in decisions by students to stay on in courses. A small percentage (three 

percent) of the students said that a discussion with their tutor helped them make a 

decision to stay on (Student survey). These findings could be further explored as they 

have the potential for early identification and possible intervention for "at risk" 

students. 
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While not aware of the above information, a few tutors had actually used, what were 

effective arguments, when discussing this matter with their students. 

One student had decided to drop out. We discussed the work she had already done and 
the probability that she would pass all subjects if she continued and other 
implications of dropping out. A few days later I found out she'd changed her mind. I 
don't know if our conversation had much to do with this as I still don't know what 
other factors were operating in her life at the time. 

(Tutor interview) 

More commonly, however, others used arguments which were derived from Western 

beliefs and values. One tutor attempted to encourage her student to continue her course 

by 

pointing out that it's better than being bored at home. For many students at the 
preliminary stage this seems the only alternative. 

(Tutor interview) 

Arguments such as pleasing other people, getting good marks and making apparent 

progress, are strong motivational factors in the Western value system. However, their 

effectiveness in a cross cultural situation may be diminished. One tutor suggested many 

of the above motivational factors when talking with her student. Her argument went 

the personal touch that a one to one situation makes possible also makes a 
student feel that it is important, at least to their tutor, that they continue. In 
other cases you may be able to encourage the student not only to complete the 
course they are in but to move on to the next stage. Teaching the student that 
education is not just finishing one course but is an on-going process is an 
important aspect of the tutor's role. The best strategy for this is emphasising the 
students strengths and encouraging them to move on in that area. Also, ensuring 
the student always produces quality work is a way of encouraging them to hang 
in there. Good marks boost the confidence and motivate an interest in the work 
as well as setting a standard to work towards. 

(Tutor interview) 

It would seem then, that the most effective strategy for a tutor to help a student stay in a 

course was, not to put forward reasons for continuing, but rather to work towards 

increasing their student's understanding of both the system and the subject matter by 

assisting with the completion of assignment tasks. 



6.4 FOR CAIS STUDENTS WHO USE ATAS, WHAT EFFECTS ON 
THE QUALITY OF THEIR WORK CAN BE IDENTIFIED? 

While CAIS lecturers were able to find a number of problems with aspects of the 
tutorial support scheme all made positive comments about the learning outcomes of 

students who worked with ATAS tutors. All the lecturers believed that academic 
performance of students using ATAS tutors improved because the 

tutorials provided the opportunity for students to have uninterrupted discussions 
on a one to one basis and work on their essay writing or their Maths skills. 

(Lecturer interview). 

A few tutors preferred not to comment on this question and others explained that 
irregularity of the tutorial sessions or a variety of interruptions prevented them from 

noticing improvements in the quality of students' work. One tutor could not identify 
any improvement in the quality of a particular student's work and explained that it was 

not possible to notice any improvement as the student had great difficulty in working 
independently. However, many tutors identified improvements in the quality of work 
produced by students and their comments are included later in this discussion. 

One type of comment made by lecturers was a general observation of students 
behaviour in class. 

Students show more confidence in class if they have talked work over with a 
tutor. This leads to more participation and occasionally the students can even 
ask questions. Naturally this leads to improved learning outcomes for that 
particular student. 

(Lecturer interview) 

While tutors were not in a position to observe the classroom behaviour of their students 

they were aware that students, during tutorial time, were developing and practicing 
skills that were needed in the classroom. One tutor noted 

the student was developing more confidence on a one to one basis with me and if 
he practiced this he might develop enough confidence to speak out in the more 
difficult, group situation of the classroom. 

(Tutor interview) 

For lecturers and tutors, grades in tests were often used as a yardstick for commenting 

on quality or improvement in academic work. While the practice of frequent topic 

testing was most common in Mathematics units, it was also used in other subject areas. 
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One Mathematics lecturer commented 

there is a definite improvement in grades for students who work regularly with 
tutors. 

(Lecturer interview) 

Other lecturers were more cautious of their comments noting that 

test results for a few students with tutors have improved. However, others have 
not. 

(Lecturer interview) 

For the Humanities lecturers, an important time when they were able to identify 

improvements in the quality of students' work was when they were marking 
assignments submitted for assessment. 

The quality of some of the work being submitted has improved over the weeks. I 
think these students have tutors. 

(Lecturer interview) 

Tutors were often involved in the actual process of writing the assignments and because 
of this perspective they were able to identify improvements at the skill level. Tutors 
made comments such as 

I have noticed one of my students is better able to organize her essays. She 
understands about the need to write out a plan and seems to understand the use of 
an intxoducuon and a conclusion 

(Tutor interview) 

The tutors also noted improvements in other important elements of the writing process 
such as research skills and the actual confidence to write. One tutor observed that a 
student 

was beginning to use sources other than the tutor to solve assignment problems. 
(Tutor interview) 

Another suggested that she had 

noticed improvements in the quality of writing but most important of all, a build 
up of the confidence to write. 

(Tutor interview) 

Improvement in vocabulary used by a student was also identified by one tutor. 

Students seemed to pick up and sometimes use the words and expressions used 
by lecturers and tutors. This is the way they expand their vocabulary. 

(Tutor interview) 
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While not exactly a comment about quality of students' work, it was interesting to note 
that the only comment on the use of computers1  as an aid in improving the merit of 
writing came from a tutor. 

I have noticed that (student name) is more confident and willing to experiment 
with trial and error procedures. I think this came from using wordprocessor on 
the computer. It's so easy to make changes and then get a final printout. 

(Tutor interview) 

One lecturer who had worked with a group of students over an extended time 
commented. 

In the second year group (I've had them for 18 months) I have seen some 
noticeable improvements in essay structure, time management and general 
understanding of what is required for a particular assignment from students who 
have worked consistently with tutors. 

(Lecturer interview) 

Another lecturer made a rather general but very positive comment. 

Without exception, every student with a tutor improves at a faster rate. 
(Lecturer interview) 

Students seemed more interested in completing a written task than in the real quality of 
the work. "Getting the work done" seemed to be the universal reason students gave for 
having a tutor. One student's comment carried this message clearly. The tutor should 

just help me get the work done. That's what is important. 

(Student interview) 

For students, greater personal understanding of a topic was the prime indicator of 
academic improvement and many commented on gaining deeper understanding by 
talking over a topic with the tutor. 

For both students and tutors there were various indicators that academic progress was 
occurring. Three commonly held indicators were keeping up to date with work, 
submitting work on time and completion of tasks. A few students mentioned good 
grades for assignments and, for Mathematics units, a pass in on-going tests. Tutor 

1 It has been my personal experience as a tutor at CAIS that the use of the computer as a 
wordprocessor has a major effect on the development of the quality of work by students at CAIS. 
However, some students tend to write out the assignment first and then simply use the computer as a 
typewriter. It is when students use the editing features of the wordprocessor and actually compose the 
work at the keyboard that they gain the greatest benefits. 
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indicators went beyond these and included observed progress in planning and 
researching essays and student requests for renewal of contracts for second term. One 
lecturer commented that 

particular students seem more confident with their work now that they have 
tutors. Previously they appeared nervous about unit requirements. 

(Lecturer interview) 

One experienced tutor, with a number of students, from a range of courses describes 
her tutorial experiences. 

Students usually come to tutorials in a state of panic. They often have several 
assignments, over a number of subjects. They have been putting the work off for 
a variety of reasons, they seem to have no idea of where to start. The tutor can 
assess the problem and discuss a plan for tutorials with the students by posing 
questions such as; which piece of work takes priority? what are the deadlines? 
which assignment does the student have the most knowledge or During a 
tutorial there is no putting things off. Thus an atmosphere and expectation is 
created whereby things get done. This relieves the student of anxiety about the 
assignment tasks and makes them attack the real job of getting the assignment 
done. 

(Tutor interview) 

6.5 WHAT OTHER EFFECT(S) DOES THE SCHEME HAVE ON 
STUDENTS, TUTORS AND LECTURERS? 

While ATAS was designed to assist Aboriginal students, its implementation has effects 
on several other groups of people, particularly the tutors and CAIS lecturing staff. 
Several lecturers found that the tutors acted as a stimulation not only for the students 
but also for themselves. One lecturer remarked 

some of the tutors are exceptionally good and knowledgeable in many areas and 
the sharing of their knowledge is a bonus not only for the students but for me 
also. 

(Lecturer interview) 

The work of the ATAS tutors had a direct effect on the work of the CAIS lecturers as it 
could be used as an additional strategy by lecturers. There were, as discussed 
previously, implications for unit assessment procedures particularly in English and 
other Humanities areas. 

When the lecturers were asked to comment on other positive effects of students 
working with ATAS tutors, many referred to an increase in students' confidence. One 
lecturer spoke of his experience with a Preliminary Course group. 
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He remarked that 

one or two of the men in class who have tutors now have more confidence to 
speak up on issues. 

(Lecturer interview) 

Another lecturer commented on students from another course. 

Students show enriched self esteem and confidence especially when improvements 
are noticed in their academic work. This often comes from working with a tutor. 

(Lecturer interview) 

However, on occasions the work of the tutor was hampered. 

The work I did with one student to develop his self esteem and confidence was 
progressing very well. Unfortunately outside pressures made him abandon his 
studies. 

(Tutor interview) 

Observations by tutors can be verified by comparing them with statements made by 

students. The terms 'better understanding' and 'more confidence' were used frequently 
by students when commenting on the work of tutors. One student linked the two. 

When I understand the question it gives me a lot of confidence. (Student interview) 

It could be suggested that an increase in the confidence of individual students is not just 
another effect of use of the tutorial system but is actually of prime importance. 
Confidence was generated in students when they developed clearer understanding of 

university culture and practices or the skills and knowledge of the various subjects. 

Thus, when considering ways of improving attendance patterns, retention rates or the 

quality of students academic work, the strategy may be to develop confidence built on 

understanding. 

Harrison (1991) suggests that the division of units into weekly topics is in conflict with 

the ways Aboriginal students use to classify information. To understand the knowledge 
they will have to reorganize to fit into their conceptual need for unity. Christie 
(1988a:4) also suggests that unity, and not individuality, is at the very heart of 
Aboriginal learning. The more experienced tutors are aware that they are helping 

students to hold the fragmented academic unit together. 
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I discussed various aspects and implications of problems with students. This 
helped students to see the whole picture, fit it into how they saw things and so 
they were then able make up their minds. 

(Tutor interview) 

The tutors often provided an extension of Student Services. They were in a unique 

position and often students confided in them. The issues covered 

a range of things from personal and family/community problems that affected 
their work, to problems with CATS, or with individual lecturers or fellow 
students. 

(Tutor interview) 

Tutors responded sensible and professionally to these situations. 

While the tutor is not a psychologist or even a counsellor, at times a 
sympathetic ear is all that is required. Also, the tutor can always point the 
student in the direction of staff who are in a position to act on the particular 
problem. 

(Tutor interview) 

The tutorial session provided, for many students and tutors, an opportunity for cultural 

exchange and the development of insights into the culture of the other. Several tutors 

felt that they provided "a connection with the Non-Aboriginal world" (Tutor interview). 

This may well have been true because 

for many CATS students, particularly those in the Preliminary course, contact 
with other than Aboriginal people was limited. 

(Lecturer interview) 

One tutor spoke of her experience. 

The students seem to like to discuss incidents that have happened to them. It's 
like I'm a sounding board. They seem to be seeking my reactions to situations or 
just trying out their cultural discoveries about my culture, on me. Sometimes the 
issues are indirectly related to study, say, relationships with students and people. 
Sometimes, I wonder if this may also be a part of getting to know me better or 
just avoiding the academic work. 

(Tutor interview) 

Students also agreed that the tutorial sessions provided the opportunity for an exchange 

of cultural ideas and the freedom to talk about cross cultural issues (Student 

interviews). 

Over the semester many tutors experienced a new or increased understanding of 

Aboriginal people, culture and issues. A few were even able to discuss how they had 



modified their knowledge and attitude. A tutor who had worked with several welfare 

agencies in Darwin was excited to find out that 

the students I take for tutorials really want to improve their education and they 
work hard at it. I've never seen this before. I've only ever seen the results alcohol 
abuse has on individuals and on families. 

(Tutor interview) 

The new understanding, insight and respect gained by tutors are taken with them and 

shared with the other people who touch into their lives, their families, work mates and 

social groups. 

One of the long term goals of the AEP was 

To provide all Australian students with an understanding of and respect for 
Aboriginal traditional and contemporary cultures. 

This goal was directed at establishing Aboriginal Studies units in Primary and 

Secondary schools. However, it can be modified slightly to fit this study. It could be 

said that the most important, unexpected benefit of ATAS has been that it has provided 

ATAS tutors with an understanding of and respect for Aboriginal traditional and 

contemporary cultures. 

Over the semester the tutors became more aware of many of the non-academic problems 

faced by Aboriginal and Islander students. These factors, identified by the ATAS 

tutors, correlated closely with problems of Aboriginal students identified in the 

literature review. In the table below the non-academic difficulties, identified by the 

tutors, are classified into the following general categories. 
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Aboriginal Identity Domestic situation Personal 
Coming to terms with their role Money problems Social, economic, self image 
in a white society. 

Domestic difficulties affect Uncertain future 
Trying to explain and overcome studies and tutoring 
his feelings of powerlessness Relationship problems, 
and hopelessness Frequently moving 

accommodation Hearing loss 
Settling into the CATS 
environment coming from a Home conditions crowded and Ability to cope with social 
white foster family Eg trying to often not conductive to study issues and outside pressures 
seek approval from fellow no quiet space to study at home 
Aboriginal students Not many academic models 

Child care responsibilities 
Conflicts in the student 
isidential college Family commitments can 

interrupt learning situation and 
cause students fall behind 

Table 10 

One tutor was in tune with her student. She said 

My student spends a great deal of time and both physical and emotional energy 
trying to juggle her study, with the demands of being a single mother, with 
limited monetary resources, supporting and caring for two primary school aged 
children. 

(Tutor interview) 

The ASS liaison staff verified that many of the young, female students studying at 

CAIS are in similar situations described by the tutor. 

6.6 SUMMARY 

This chapter has presented the findings relating to the effects of ATAS on students, 

lecturers and tutors. It discussed the focus questions relating to student attendance 

patterns, retention rates and the quality of their academic work. 

The next chapter presents a summary of the findings and presents final conclusions. 

Towards the end of that chapter, recommendations based on the analysis of data are 

proposed. 



CHAPTER SEVEN 

CONCLUSIONS AND RECOMMENDATIONS 

7.1 INTRODUCTION 

This chapter reviews the results for each of the focus question and conclusions are 

drawn from the analysis of the data. A number of recommendations are presented. 

They are directed at the three participating groups. The chapter concludes with some 

suggestions for further research. 

7.2 SUMMARY OF FINDINGS 

The administration of ATAS at CAIS depended for its success on a cooperative effort 

between the local DEET office staff and CAIS Student Services staff. An important 

factor identified in the attitude of ASS staff was the group approach to tasks which was 

encouraged by the Co-ordinator. Two unresolved difficulties, the fifteen hour limit on 

tutors and the rigidity of two hours per week per subject regulation provide a basis for 

two recommendations. 

English and Mathematics were identified as the key areas for tutorials needed by 

students as fifty percent of the contracts were for English and almost forty percent for 

Mathematics. A small group of students believed that they would be more relaxed with 

an Aboriginal person as their tutor. 

While it is possible to say that, averaged out over the courses, there was a forty-eight 

percent participation rate, it is more utilitarian to examine the participation rate across 

courses. The involvement with ATAS varied considerably with different courses. One 

course had less than ten percent of the students with contracts while, at the other end of 

the spectrum, another course had a seventy percent participation rate. When the courses 

were split into the first or second year- or stage, the rate of participation increased 

markedly. In one course almost twice as many second year students were using tutors. 

Another course showed an even greater increase and every student in the second stage 

I AT CAIS the Genera! Certificate is a two year course and and the Preliminary Studies course is 
divided into two six month stages. 



of that particular course had taken out an ATAS contract. Possible explanations for this 

particular situation can be found in Chapter Five. 

Some students made active decisions not to use ATAS tutors. One of the principal 

factors that influenced these decisions was the sense of shame experienced at the 

thought of needing to work with a tutor. Another factor was the pride and satisfaction 

some students said they would experience because they had completed the course by 

themselves. 

Student use of actual contract time varied. However, no student made full use of all the 

available contract time. This is information which should be made available to tutors 

during their initial interview with ASS staff.. 

The contact between tutors and lecturers was of an informal, individual nature. It was, 

however, always generated by the tutors, usually quite brief and commonly took place 

soon after the contract commenced. The tutor comments recorded in Table Two seem to 

indicate that lecturers responded to tutors needs and requests in quite practical ways. 

There was also some correlation between suggestions by lecturers about possible 

teaching techniques and strategies and comments by tutors of what they were actually 

doing. 

Some lecturers described the tutors as an additional stimulus. In contrast, for other 

lecturers, the tutors seemed to challenge either the assignment tasks, the evaluation 

procedures or even the unit content. 

The problems that were identified with the system varied according to the perspective 

through which the system was perceived. Tutors considered that poor attendance at 

tutorial sessions was a major problem. It was a problem with which the lecturers could 

empathise as they sometimes experienced poorly attended classes. On the other hand, 

for the students it was simply a decision between two alternatives and they made their 

decisions based on their personal priorities. There were several non-standard weeks 

during the semester when students were involved in off-campus activities. Many 

contract hours were lost during these weeks. 
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Irregular attendance at tutorial sessions was a double edged problem for the tutors. 

They were interested in developing the academic skills of their students but were also 

experienced financial concerns. Many tutors, in an attempt to maintain the contract2, 

preferred to sacrifice payment for a missed session rather than claim a "no show". This 

problem was analysed in some depth in Chapter Five and provides the basis for several 

recommendations. 

Establishing credibility with the student was identified as a key to the success of tutorial 

sessions. ASS staff played a key role in this as they introduced the unknown tutor to 

the student. The establishment of a working relationship between a student and a tutor 

depended on specific behaviour patterns. Both needed a willingness to enter 

negotiations and an openness in discussions. In addition the student needed to accept 

control of their learning and the tutorial session while the tutor had to be able to 

concede control to the student. Figure 12 is a diagram developed to explain this 

process. This approach was in tune with the findings in the literature. 

While caution in interpreting data is required, some positive correlation between use of 

a tutor and attendance patterns and retention rate was found. Students with tutors 

appeared to attend time-tabled classes with greater regularly and a higher percentage 

passed the units they were studying. In addition students with tutors appeared to repeat 

units rather than drop out of courses. It was acknowledged by students that 

encouragement from peer group members was the major factor that contributed to 

completion of their courses. 

Tutors also influenced the quality of students work. While there were some related 

problems for the lecturers, they generally believed that the academic performance of 

students improved when they used the tutorial system. 

It seems then, that regular attendance, greater retention and improvement in the quality 

of academic work will flow on when student confidence is developed on a basis of 

explicit understanding of the university culture and practices as well as the unit subject 

matter. 

2 DEET allowed for partial payment of two "no shows". After that the contnict could be cancelled by 
DEET. 
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An additional effect of the scheme was that the tutorial sessions provided an 

opportunity for an exchange of cultural ideas and perceptions. For all tutors this 

resulted in an increase in their awareness and understanding of Aboriginal people, 

issues and culture. They, in turn shared this with all the people in their networks and 

this assisted in the development of improved cultural understandings throughout the 

Darwin community and beyond. 

The findings generally supported 1991 report on Abstudy which reported that students 

believed that ATAS was 

an incentive for Aboriginal and Islander people to continue in 
education. 

(Young, 1991, p.  23) 

7.3 RECOMMENDATIONS 

Underlying all recommendations made here is the implication that the findings of this 

study are site specific to CAIS. It cannot be assumed that the findings or 

recommendations are transferable. 

Recommendations that emerge from this study are addressed to the three groups 

involved with ATAS, DEET, CAIS and the student group. 

DEET 
It is recommended that DEET: 

Abandon the rigid directive of two hours per week per subject for CAIS students. 

The formula of two hours per week per subject does not need to be altered. It can be 

modified to calculate the maximum possible contract hours for each student. The 

contract hours can then be used at the discretion of the student, e.g. a student and tutor 

may have two hours per week for one subject for a contract life of sixteen weeks. This 

would be a total of thirty-two possible contract hours. These hours could be used as 

required by the student provided the total did not exceed the calculated total of thirty-

two over the contract period. This would allow student and tutor to have weeks when 

there were no tutorial sessions or weeks during which they use many more than two 

hours. 

Modify the fifteen hour maximum limit which is currently placed on contract time 

available to tutors. The idea of a time limit should not be abandoned. However, 

provision needs to be made to ensure that it is possible to obtain extensions for 
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particular tutors. It is suggested that this time extension be obtained through negotiation 

between CAIS and DEET staff and not simply at the request of individual tutors. 

DEET AND CAIS IN COOPERATION 

It is recommended that CAIS and DEET cooperate to: 

Extend and develop the liaison with each other. 

Organize a general meeting of tutors, lecturers and students each semester. This time 

could include general information, identification of various roles, an open forum for 

general discussion and some element of cross-cultural awareness. 

Develop a written set of guidelines for tutors not to replace the proposed general 

forum but as a supplement to it. 

CAIS 
It is recommended that CAIS: 

Acknowledge the use of ATAS tutors as additional teaching strategy and consider its 

implications for assessment and timetabling. 

Promote ATAS, not as a survival strategy, but rather as a way for students to extend 

themselves and so gain the optimum benefit from their courses. 

Explore the possibility of forming a group of students who are willing to provide an 

advisory role in the operation of ATAS at CAIS. 

Introduce and promote the use of a public notice board system which can be used by 

students and tutors as a way of improving communications with each other. 

STUDENTS 
It is recommended that students: 

Fully utilize ATAS to further their academic achievement and goals at CAIS. 

(This was the general recommendation made by the student-researchers.) 

7.4 SUGGESTIONS FOR FURTHER STUDY 

There are a number of possibilities which present themselves as possibilities for further 

or related areas of study. As the present study was restricted to CAIS courses only, a 

natural development would be to investigate the operation and outcomes of ATAS when 
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it is used by mainstream higher education and ITAFE course students. The hypothesis 

would be that there would be many differences from the present study. Two suspected 

differences would be on the actual use of contract time and the approach on the part of 

the higher education support staff at CAIS. 

It would also be interesting to compare CAIS attendance patterns and retention rates 

with either the general rate at Northern Territory University or with the retention rate of 

other centres similar to CAIS. 

7.5 SUMMARY 

This chapter has presented a summary of results and drawn some conclusions from the 

data. A number of recommendations have been suggested and suggestions for further 

studies have been made. 
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Appendix 1. Institutions which have set up Aboriginal Enclave Systems. 

ACT 

Australian National University 

Canberra College of Advanced Education 

NSW 

Armithle College of Advanced Education 

Catholic College of Education 

Charles Sturt University - Riverina 

Cumberland College of Health Studies 

Hunter Institute of Higher Education 

Macarthur Institute of Higher Education 

Macquarie University 

Mitchell College of Advanced Education 

Northern Rivers College of Advanced Education 

Sydney College of Advanced Education 

University of Newcastle 

University of New England 

University of New South Wales 

University of Sydney 

University of Technology (NSW) 

The University of Western Sydney - Nepean 

The University of Wollongong 

NT 

Batchelor College 

Northern Territory University 

Institute for Aboriginal Development (Alice Springs) 

QLD 

Brisbane College of Advanced Education - Mt Gravatt Campus 

Brisbane College of Advanced Education - Kelvin Grove Campus 

Capricomia College of Advanced Education 

Darling Downs Institute of Advanced Education 

Griffith University 

James Cook University Of North Queensland 

Werel 



University of Queensland 

SOUTH AUSTRALIA 

Flinders University 

Roseworthy Agricultural College 

South Australian College of Advanced Education Magil Campus 

South Australian College of Advanced Education - Underdale Campus 

South Australian College of Advanced Education - Salisbury Campus 

South Australian Institute of Technology 

The University of Adelaide 

TASMANIA 

University of Tasmania 

Tasmanian Institute of Technology 

VICTORIA 

Bendigo College of Advanced Education 

Deakin University 

Gippsland Institute of Advanced Education 

Monash University 

Institute of Education - University of Melbourne 

University of Melbourne 

WA 

Curtin University of Education 

Institute of Applied Aboriginal Studies - Western Australian College of Advanced Education 

Kalgoorlie College 

Murdoch University 

University of Western Australia 

Western Australian College of Advanced Education 
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Appendix 2.ABORIGINAL ENROLMENT STATISTICS NTU- AS AT 6.4.92 
FIT PIT WD 

(sem 1) 

FACULTY OF ARTS 
PhDArts 1 
Grad Dip Arts 1 
BArts 20 7 (3) 
B Arts (Fine Arts) 7 2 
Assoc Dip Music Teaching 2 

31 9 (4) 

FACULTY OF LAW 
BLaws(grad) 1 
B Laws (undergrad) 2 

3 

FACULTY OF BUSINESS 
B Public Admin 2 1 
B Business 7 4 
B Lib & Info Mgt 3 
B Hosp Mgt 1 

10 8 

FACULTY OF EDUCATION 
MEd 1 
Grad Dip App Linguistics 3 
BEd 1 3 
B Teaching (Adult) 2 
Dip Teaching 10 2 (1) 
Dip Ed (Adult) 1 
Dip Ed echmcal) 2 
Assoc Dip Ed (Child Care) 4 3 

19 13 (1) 

FACULTY OF SCIENCE  

BEng 1 
B Nursing 1 
BSci 2 4 
B Comp Sci 2 (1) 
Assoc Dip App Sci 5 2 

9 8 (1) 

HED 72 
----------------------------- 

50 

(1) 



CAIS H ED 
HEPSS 14 7 (2) 
HEPMS 14 12 

28 19 (2) 

H ED TOTAL 100 58 

ITAFE 
Assoc Dip 9 10 (2) 
AdvCert 2 2 
Post Trade Cert 1 
HEdqual 7 
Certificate 20 26 (2) 
Misc Cert 4 
Trade Cert 10 
Pre-vocational 3 17 
Traineeship 1 1 
Tafeqial 3 
Trade Prep 4 
Prep Course for A in Trades 12 
Access 2 

35 99 (4) 

CAIS COURSES 
Off Ass'ts 18 2 
CommWk 12 
Gen Studies 53 
Prelim 40 2 
Gen Tech Studies 14 
Field Off's 25 1 (1) 

162 5 (1) 

TAFE TOTAL 197 104 

TOTALS 
OVERALL TAFE TOTAL 197 104 
OVERALL H ED TOTAL 100 58 

OVERALL CAIS TOTAL 190 24 
LU 

OVERALL NON-CAIS TOTAL 107 149 
2J 

OVERALL TOTAL 297 173 
ill 
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Appendix 3. Categories of Aboriginat and Islander Society 

The report for the National Inquiry into Teacher Education (1986) identified four main 

categories of Aboriginal and Tones S trait Islander society. 

Category 1. Traditional oriented communities consisting of people who have the greatest 

degree of geographic and social separation from the rest of Australian society, though 

usually retaining some degree of economic connection. 

Category 2. Rural communities living in reserve situations who also have considerable 

social and geographical separation from the rest of Australian society but are not as 

traditionally oriented as Category 1. 

Category 3. Urban communities who are highly geographically and economically 

embedded in non-indigenous society but, because of their community organizations, have 

considerable social separation. 

Category 4. Urban dispersed communities who are highly socially, economically and 

geographically embedded in non-indigenous Australian society. 
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Appendix 4. Handbooks Available to Tutors. 

Aboriginal Education Services, 1989, A Guide for Teachers of Aboriginal Adults in Victoria, 
Department of Education Victoria. 

Durack Centre, Tutor Handbook , DEET, Australia. 

Handbook for Tutors, Sydney TAFE 

Taylor, P. Malone, J. Treagust, D. Forrest, V., 1989, Handbook for Aboriginal 
Bridging Programmes in Chemistry and Mathematics, Curtin University of Technology, 
Perth. 
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Appendix 5 For students with tutors.(Printed on green paper) 

CAIS student survey on use of the Aboriginal Tutor Assistance 

Scheme. ( ATAS  ) Semester 1 1992 

DO YOU HAVE A TUTOR? 
Yes El No 

HOW DID YOU FIND OUT ABOUT THE ATAS SERVICE? 

DO YOU GET ALONG WITH YOUR TUTOR? 
Yes No 

If no, why not? 

HAS YOUR TUTOR HELPED YOU? 
Plan study time 

Prepare a timetable 

Organize your time  El 
DO YOU SKIP CLASSES? 

Yes 7 No Only with a valid reason  El 

DO YOU ATThND YOUR CLASS IN WHICH YOU HAVE A PRIVATE TUTOR MORE OR LESS 
THAN THE REST OF YOUR CLASSES? 

Frequent Sometimes Never [] 
Why? 

- 

7.DOES YOUR TUTOR GIVE YOU CONFIDENCE? 
Yes 7 No 

PLEASE EXPLAIN IF YES. 
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8. HAS THIS CONFIDENCE MADE YOU STAY ON? 
Yes El No 

9. DOES TALKING OVER A SUBJECT WITH YOUR TUTOR HELP YOU FORM YOUR OWN IDEAS 
ABOUT A SUBJECT? 

Yes 0 No 

10. DO YOU THINK YOU COULD HAVE DONE AS WELL WITHOUT YOUR TUTOR? 
Yes El No Don't know 

11. DOES YOUR TUTOR INFLUENCE YOUR STUDY HABITS AT ALL. E.G. EXTRA STUDY, 
MORE DETAILED STUDY. 

Yes No 

If Yes, how? 

12. HAS YOUR TUTOR ENCOURAGED YOU TO USE OTHER AREAS OF THE UNIVERSITY? 
Yes El  No 

WHERE? 
1 student services 
2 library 

3 computer room 
4 other....................................... 

13. HAVE YOU EVER FELT LIKE DROPPING OUT? 
Yes No 

14. IF YES WHAT CHANGED YOUR MIND? 

15. WOULD YOU FEEL MORE RELAXED WITH AN ABORIGINAL TUTOR. 
Yes No F  INot important 

16. SHOULD CAIS PROMOTE ATAS USE? 
Yes No F1  Don't know 

17. ARE THERE ANY EXTRA GOOD POINTS ABOUT TUTORS THAT WE HAVE FORGOTTEN. 

18. IS THERE A PROBLEM WE HAVE NOT CONSIDERED IN THIS QUESTIONAIRE? 
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For students without tutors. (Printed on yellow paper) 

CATS student survey on use of the Aboriginal Tutor Assistance 

Scheme. ( ATAS  ) Semester 1 1992 

DO YOU HAVE A TUTOR? 
Yes No 

WHY DON'T YOU HAVE A TUTOR? 

5. DO YOU KNOW ABOUT THE TUTOR SERVICE? 
Yes 7  No 

4. DO YOU SKiP CLASSES? 
Yes 7 No Only with a valid reason 

HAVE YOU EVER FELT LIKE DROPPING OUT? 
Yes 7 No 

IF YES, WHAT CHANGED YOUR MIND? 

SHOULD CAIS PROMOTE ATAS USE? 
Yes No 7  Don't know 

IS THERE A PROBLEM WE HAVE NOT CONSIDERED IN THIS QUESTIONAIRE? 
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Appendix 6. Introductory Letter to Lecturers 

CAIS Lecturing Staff 

May 1992 

Dear 

I am currently conducting a short research project on the Aboriginal Tutorial Assistance 

Scheme (ATAS) as it is used by Aboriginal and Islander students at CAIS. 

I need to gather data for this research and I am asking you to consider your responses to 

some of the issues involved. I would like to discuss your ideas with you at a time that would 

suit you. This would provide an opportunity for you to comment on any of the points, to 

raise any problems which you have encountered in the past, to suggest solutions and to open 

for discussion any further issues. 

Confidentiality of your responses will be guarded and names will not be included in the final 

report. I am at present undertaking a Masters of Education degree with the Northern Territory 

University and this study will assist in partially fulfilling the research requirements for this 

degree. 

Norah Wren 
Support Lecturer, Student Services 

Centre for Aboriginal and Islander Studies 
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Questions for discussion - CAIS Lecturers 

# List the units you are taking this semester. 
# Do students seek your advice regarding course content, essays, other assignments etc? 
How often do you act as a tutor for students in your unit/s? 
# Would you prefer a situation where you had a reduced teaching load but were responsible 
for individual tutorial sessions with all students. 
# Have you had any request to meeting ATAS tutors. 
What issues did you discuss with them? 
# Do you ever recommend to a student to get a tutor? 
frequently, often seldom 
# Are you aware of which students in your units are working with an ATAS tutor? How does 
that knowledge affect your relationship with the student, e.g. spend more time with student 
who does not have tutor? 

Robert Tickner, the Minister for Aboriginal Affairs, stared in his introduction to the ATAS 
guidelines that "Many Aboriginal people believe that this kind of tutorial help will make the 
difference between staying on or dropping out". 

# Are you aware of any of your students who have been helped to stay on in a course by the 
use of a ATAS tutor. 

The purpose of ATAS is to raise the attendance and retention rates and to improve the 
learning outcomes of Aboriginal students. 

# Do you have any indicator that regular work with a tutor has helped to improve attendance 
for any of your students, e.g. 
# Do you have any indicator that regular work with a tutor has improved the learning 
outcome for any of your students, e.g. 
# What teaching/tutoring strategies could the tutors use to assist your students? 
# Are there other positive effects that ATAS tutors have on students in your units? 

Are there negative effects / side effects of ATAS? 
# Are there any other issues or concerns about the system you would like to discuss. 
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Questions for discussion - Liaison Officers. 

# If a student come to you to discuss dropping out of a course would you suggest that they 
get an ATAS tutor? 

# If a student was referred to you because of poor attendance would you suggest that they get 
an ATAS tutor? 

# In what other situations would you suggest to a student to get a tutor? 

# About half the students use tutors. What reasons do the non users have for not using the 
scheme? 

# What are the benefits for students who use a tutor? 

Are there any problems with the tutor system for students? 
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Appendix 7. Introductory Letter to Tutors 
ATAS Tutors 
May 1992 

I am currently conducting a short research project on the Aboriginal Tutorial Assistance 
Scheme (ATAS) as it is used by Aboriginal and Islander students at CATS. 

I need to gather data for this research and I am asking you to consider your responses to 
some of the issues involved. I would like to discuss your ideas with you at a time that would 
suit you. This would provide an opportunity for you to comment on any of the points, to 
raise any problems which you have encountered in the past, to suggest solutions and to open 
for discussion any further issues. 

Confidentiality of your responses will be guarded and names will not be included in the final 
report. I am at present undertaking a Masters of Education degree with the Northern Territory 
University and this study will assist in partially fulfilling the research requirements for this 
degree. 

Norah Wren 
Support Lecturer, Student Services 
Centre for Aboriginal and Islander Studies 
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Questions for discussion - ATAS Tutors 

# Have you met with any of the CATS lecturer responsible for the unit/S your student is 
doing? What issues did you discuss? 
# Do you feel that you help the students to get the work done? Give an indicator. 
# Do you feel that you help the students to the understand the work? Give example of an 
indicator. 
# Have you seen any examples of what you would identify as a development or improvement 
of the quality of student work? Explain. 

Robert Tickner, the Minister for Aboriginal Affairs, stated in his introduction to the ATAS 
guidelines that "Many Aboriginal people believe that this kind of tutorial help will make the 
difference between staying on or dropping out". 

# Do you feel that your work with your student has helped them hang in with their course 
rather than drop Out? Give an example of what strategies you have used that have assisted. 

The purpose of ATAS is to raise the attendance and retention rates and to improve the 
learning outcomes of Aboriginal students. 

# Do you have any indicator that regular work with you as a tutor has helped to improve your 
students attendance, e.g. 
# Are there other benefits for a student in having a tutor? 
# Do communication difficulties in standard English contribute to problems with essay 
writing, written assignments etc? 

yes 
no 
not sure 

If you have answered yes, please describe some of the problems associated with written 
work, providing specific examples if possible: 
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# Do you think the learning styles of Aboriginal and Islander students are any different to 
other students. 

yes 

Lino 
Li not sure 

If you have answered yes above, please explain some of these differences in learning styles 
which you have observed: 
# What do you understand "Aboriginal English" to mean? 

a "broken" or bastardised form of English 
a dialect with its own grammar, vocabulary, 
meanings and usage patterns 
unacceptable language at NTU 
systematic use of language by a particular 

social group (le. Aboriginal people) 
other, please explain 

# What other difficulties ( non academic) does your student have? 
# Have you developed any strategies, not just for academic learning, which seem to be 
helping your student cope with these difficulties? e.g. 

# On reflection, do you think Aboriginal and Islander students use direct or indirect 
questioning to seek information? i.e. Are questions more usually expressed as declaratives 
(statements) or interrogatives? In conjunction with styles of questioning try to describe 
below how Aboriginal and Islander students seek and impart information in your tutorial. 
Give examples if you can. 
# Has working with a CATS student given you any additional understanding of and respect 
for Aboriginal traditional and contemporary cultures? 
# Do you find satisfaction in this work? 
# What are the problems in being an ATAS tutor? 
# Are there any other issues or concerns about the system you would like to raise? 
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Appendix 8. Introductory notes for HEPHSS students. 

All students in Academic Writing, CAIS 
27/3/92 

Dear students, 

As part of your work in the Academic Writing Unit you are required to complete a report. 
Your lecturer has approached me and we feel that the research I am doing as part of my 
Masters of Education degree may well be of interest to you as a project. Thus, I would like 
to offer you the opportunity to work with me on this study. I have obtained approval for this 
study from the Research committee at CAIS. 

The followinLy is a brief outline of my research, 

iViv tesearcn proposal. 
A study of the Aboriginal Tutorial Assistance Scheme as it is 
used by students studying at the Centre for Aboriginal and 
Islander Studies at the Northern Territory University. 

Focus questions. 
Do CAIS students who use the ATAS scheme: 

display different attendance patterns have different retention rates 
show improved learning outcomes 
than students who do not use the system. 

Does the ATAS scheme have other effects, not considered in the AEP, on the students. 

Are there other effects, e.g. on tutors 

Is the assistance provided in a way that responds directly to Aboriginal and Torres Strait 
Islander student needs without any unnecessarily complicated procedures? 

Significance of the proposed research 
A system such as ATAS requires review, and possibly, modification from time to time. Such 
a review should be based on hard evidence gathered, in a rigourous and disciplined manner, 
from students, tutors as end users as well as administrators of the system. Data, conclusions 
and recommendations will be provided by the study which could be used in a consideration 
of the ATAS scheme by either CAIS, other teaching/learning establishments that have 
Aboriginal students, potential tutors or DEET itself. This study is specifically for and about 
CAIS. 

Identification of the study 
In Darwin opportunities are improving for Aboriginal people to return to study. One 
affirmative action initiative for Aboriginal students by the Department of Education, 
Employment and Training is commonly called the DEET tutor system'. The Department will 
pay for students to receive 2 hours of tuition per unit per week from a qualified tutor. In the 
difficult economic environment of the present time this use of public funds is under close 
scrutiny. 
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Your role in the research. 
My plan had been to interview the students who request a tutor and to monitor their use of the 
tutor. Through informal discussion with the students I was hoping to hear their thoughts 
about both the difficulties and benefits of working with a tutor. Thus I would have data for 
the study. 

Your reports could be valuable contributions to this part of the research. 

I suggest the following as a possible schedule. 
An input session by me to give background information. 
A question/discussion time to clarify the research. 
Decision of groups to be approached. The random nature of the sample. 
A brainstorming session to generate questions for the questionnaire. 
Refining of the questionnaire. 
Collection of data. 
Analysis of data 
Writing up of the report. 

I welcome you all to become involved in this work. 

Cheers, 
Norah Wren. 

Students involved in the collection of data. 
Akbar Leanne 
Dowling Angela 
Fraser Camille 
Fraser Delphene 
Fraser Rod 
Hayward Peter 
Ivinson Frances 

Students involved the the analysis of data and writeup of the report. 
Laughton Priscilla 
Law Stanley 
Leahy Bonita 
Motlap Lilian 
Saunders Dominique 
Stokes Fiona 
Whitehurst Michelle 
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Appendix 9. ASS Tutor Checklist 

Name 
Phone Contact 
Approximate Age 
Qualifications 
Previous Experience with Aboriginal people. 
Most suitable areas for sue by CAIS. 
Suitable places for tutorial sessions. 

CAIS, tutor's home, Student's home. 
Suitable times for tutorial sessions. 
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Appendix 10. Summary and extracts taken from the final reports presented 
by two of the student-researchers. 

It was unfortunate that at the time of submission of this thesis only two reports had been 
submitted by student-researchers. A summary of the reports is presented here. 

The areas chosen for detailed analysis by students were; skipping classes, dropping out, 
confidence encouraged by tutors, academic performance, tutor influence on study habits and 
use of other areas of the university. 

The students findings were 

Students without tutors had a higher tendency to skip classes than students without tutors. 

Students with tutors were less likely to feel like dropping out than those without tutors. 

The main reasons given for not dropping out were considerations of better educational 
qualifications and related future employment and the support from family and friends. 

A strong correlation was found between having a tutor, having confidence and continuing in 
studies. 

Students with tutors believed that their tutors definitely helped them with their studies, study 
habits and encouraged then to use other areas of the university. 

Recommendations. 

Michelle Whitehurst recommended "ATAS should definitely be kept on in Aboriginal places 
of learning and as time goes on should be improved in ways to better enhance students' 
academic performance and to help maintain a high retention rate. Tutors with a knowledge of 
Aboriginal people and their learning methods, not necessarily Aboriginal themselves, should 
be employed. It would also help if the tutor is able to encourage the Aboriginal students to 
use other (Non-Aboriginal) areas of the university in order to extend their knowledge and 
skills for their specific area of study.This would also help the students to gain a Non-
Aboriginal outlook in different areas in order to help them when they attend mainstream 

studies." 
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Priscilla Laughton wrote "It is clear from the small sample obtained that students using ATAS 
have gained more confidence in attending classes and continuing with their studies. Therefore 
information about ATAS should be provided to new students and the scheme should be 
promoted so that all students know about it." 
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