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ABSTRACT

Over. time quality assurance has developed from being a concept that
was solely concerned with conformance to specifications and
standards and has become a management philosophy that is
concerned with the pursuit of excellence and enhancement of the
quality of everything we do as part of an organization or-enterprise.

In 2000, the National Adult Literacy Agency in conjunction with the
Vocational Education sector and the Department of Education and
Scienc¢e piloted the Evolving Quality Framework to facilitate the
development of quality assurance in adult basic education. The
Evolving Quality Framework was implemented mostly in Literacy
services of Vocational Education Committees and by 2003 it was
being used by 6 out of ten Vocational Education Committees as a
means of self evaluation of their literacy services.

Early in 2007 the Literacy Service of the City of Dublin VEC
became an approved FETAC provider so that it could provide
programmes in adult basic education that would lead to FETAC
awards. This development required approval by FETAC of the
Literacy services quality assurance procedures and a process of
integrating the Evolving Quality Framework and FETAC quality
assurance requirements commenced in each of the City of Dublin
VEC’s twelve adult literacy centres.

This evaluation was carried out by comparing the results of a
research project in quality assurance in the literacy services with
the fundamentals of an effective quality assurance system as set out
by Richard Freeman in 1998. According to Freeman the 20 standards
in ISO 9000 for industry are equally relevant in education.

The research problem is to-establish if quality assurance in the
literacy service complies with the fundamentals of an effective
quality assurance system that could be applied to either industry or
education. It was explored by using a combination of a self
completion postal survey with some open ended qualxtatlve
questions, a focus group meeting and internal organlzatlonal
documents as a source of data.

Analysis of the data indicates that many of the requirements that
would be considered fundamental.to an effective QA system were
present but that large numbers of tutors were not fully involved in
the process. A



It would appear also that the process of amalgamating two QA
processes is creating difficulties with communications and clarity of
roles. '

To avoid losing the significant benefits that the inclusive self
evaluation aspects-of Evolving Quality Framework brings to the
adult literacy service, it is recommended that the identified
difficulties be addressed before the FETAC QA system becomes
embedded.



INTRODUCTION

"The fundamentals of an effective quality assurance system are that:
- The organization’s mission and aims are clear and known to all

- The systems through which work will be done are well thought
out and communicated to everyone

- It is always clear who is responsiblefor what

- What the organization regards as qualzty is well defi ned and
documented ‘

- Thereare systems to check everything is working to plan

- When thzngs go wrong, there are agreed ways of putting them
‘right.’

Freeman R (1998)
Qualzty assurance is a negative concept that can never ensure that

thzngs are done better or better things are done’

Elton L (2001)

‘It is not about teaching reading and writing to these people but about
teaching the poor to read the world ’

Paulo Freire, Pedagogy of the Oppressed, 1970.



The difficulty with the concepts of Total Quality Management,
-Quality Assurance and Quality Control is that they are based.on a
preconceived perception of what constitutes a quality product or
service. The alternative approach is to view these systems as a
means of achieving continuous enhancement of the quallty of

. products or services.

Despite the fact that many educationalists are uncomfortable with
any form of external scrutiny, QA in education has much in common
with TQM and ISO 9000. ISO 9000 is not some form of watchdog
concerned only with compliance and organizations involved with
ISO registration empha51ze that applicants have complete autonomy
at setting their own service standards at a level which meets the
needs of their customers and clients. They also emphasize that
_external audit is not inspection but rather a means of verifying that
QA policies and procedures are effective in addressmg the
organizations own aims and objectives.

When we examine the guidelines issued by organizations responsible
for QA in education we find exactly the same philosophy and
reassurances. Having accepted the principle that QA is essentially a
self evaluation process, we must recognize that external agencies
are necessary to ensure that among other things, state funding for
providers of preschool, primary, secondary, vocational and other
categories of education and training is used to the best advantage.
We will see that there is a'strong economic case for substantial
increases in funding in the whole area of adult basic education and
adult literacy.

Diana Green describes a product that is exclusive, expensive to
produce and which confers status on the owner or user as the
traditional concept of quality and concludes that this concept
contributes little to the quality debate in education by asking if we
really want all education institutes to emulate Oxford or Cambridge.
- Green goes on to consider other concepts of quality, for example
quality as conformance to specifications or standards. In the final
analysis she concludes that quality is a philosophical concept
reflecting the perspective of the individual, enterprise or society.
~.Green D (1994) '

In education, when we consider quality as conformance to
specifications or standards, we tend to think of external evaluation
by institutions like the Higher Education or Further Education and
Training Accreditation Councils in Ireland or the European
Association for Quality Assurance in Higher Education.



The literature on quality reveals several references to Quality
Control, Total Quality Management, Quality Assurance and its most
recent iteration, Quality Enhancement. In broad terms we find that
quality control generally refers to the product whereas the other
concepts refer to the processes used to produce a product or deliver
-a service.

In many manufacturing industries Total Quality Management simply
means that the focus needs to switch from reJectlng or re-working
non-conforming products to managing the process so that, insofar as
it is possible, non-conforming product is not manufactured in the
first place.

Typically this would involve procedures at every link of the
external and internal supply chain so that what the organization.
d.cf'ines as quality is delivered or produced at.all times. This is more
than preventing rion-conforming product from reaching the
_customer. It is a-self-evaluation process to optimize the quality of
the finished product. ' ‘

In process industries where manufacturing starts with basic raw.
materials and where there are several stages of conversion before
the final product is manufactured, some eclement of inspection and
rejection or re-working of non-conforming product is inevitable, but
the objective must always be to keep this to an absolute minimum.

The underlying principle is that although inspection and
consequential rejection or re-working may be necessary to ensure
that non conforming product does not reach the customer,
quality cannot be inspected into a product or service.

It seems reasonable to suggest that this is as true in education as in
any other area. For example, it could be argued that repeating an
examination is a form of reworking based on final inspection that
could possibly have been avoided by more effective self evaluation
during the productlon process.

It is possible therefore to narrow the quality debate down to two
~general concepts; conformance to specifications and standards or the
pursuit of excellence which encompasses ideas like total quality
management, quality enhancement and self evaluation.



The research problem is to find if quality assurance in the CDVEC
literacy service complies with the fundamentals of an effective QA
system as defined by Richard Freeman at the front of this paper.

Freeman’s definition was chosen because, having examined each of
the 20 separate standards in [SO 9000, he concluded that the I1SO
9000 system can be usefully applied to the education and training
sector and that it is possible for an education and training provider
‘to become an accredited ISO 9000 supplier. Of the twenty standards
he identifies four where applicability is exactly the same in
manufacturing and in education: process control, corrective action,
internal quality audits and training. Elements of the remaining 16
standards can be applied to a greater or lesser degree Freeman R
(1998).

The development of this proposition commences with a description .
of the introduction of quality assurance to the education sector in
Ireland, followed by a description of the Literacy/ Adult Basic
_Education service in CDVEC, where the research project will be
carried out. The available literature on quality assurance at each
-stage of the education process is examined taking account of the
relevance of the wider scope of quality assurance, which 1ncludes
the commercial sector.



CHAPTER 1

Quality .Assura.nce in Education

Quality Assurance in Higher Education

The Higher Education and Training Awards Council (HETAC) was
established in 2001under the Qualifications (Education and
Training) Act 2001 and is now the national awarding body for
qualifications within the national qualifications framework for
higher education and training outside the university sector. HETAC
processes are consistent with the European Association for Quality
Assurance in Higher Education (ENQA) standards 2005. The
European model -has three sets of standards to cover internal quality
assurance, external quallty assurance and external quality assurance
agen01es

Internal QA Policies and Procedures provide for:

- Formal mechanisms for- approval periodic review and
monitoring of programmes

- Consistent Assessment of students by published criteria,

- regulations and procedures :

- Procedures to ensure that teaching staff are qualified and
competent

- Adequate resources to support student learning

- Access to relevant information for effective management

- The regular Publication of up to date impartial and

' objective quantitative and qualltatlve information about

programmes and services.

External QA Policies and Procedures provide for:

- Verification of the effectiveness of the internal policies and
procedures

- Aims and objectives that are identified before the process
is developed

- Decisions that are based on explicit published criteria

- ‘Processes that are designed to ensure fitness to achieve
aims and objectives

- Clear accessible reporting where commendations are easy to
find

- Follow up plans when recommendations are made

- Periodic reviews

- .Summary reviews of general findings on a system wide
basis

Source: the ENQA Standards and Guidelines for Quality Assurance in the
European Higher Education Arca (2005)



On a national basis registration in higher education is achieved by
the submission of a self-evaluation report followed by a panel visit
.and a decision by HETAC, which is subject to approval by the
National Qualifications Authority

Quality Assurance in Further Education

"The Further Education Training Awards Council (FETAC) was also
established in 2001 under the Qualifications (Education and
‘Training) Act 2001 and is now is the national awarding body for
qualifications within the national qualifications framework in the
areas of further education and trarnmg :

In the development of its quality assurance framework FETAC
.examined national and international practices and asserts that as a
result of this, self- evaluatron and improvement planning by
.providers is.a key feature ofrts common- framework for qualrty
assurance.

To become a registered FETAC provider it is necessary to submit
policies and procedures in the following areas: Communications,
Equality, Staff Recruitment and Development, Access, Transfer and
Progression, Programme Development, Delivery and Review, Fair
and Consistent Assessment of Learners, Protection for Learners, Sub
‘Contracting / Procuring Programme Delivery and Self Evaluation of
Programmes and Services. Once the quality assurance policies and
procedures have been approved and validated by FETAC, they are
monitored and evaluated on a regular,ongoing basis.

Quality Assurance in Adult Basic Education

In 2000, the National Adult Literacy Agency (NALA) in conjunction
with the Vocational Education sector and the Department of
Education and Science piloted the Evolving Quality Framework
(EQF) to facilitate the development of quality assurance in adult
basic education. The EQF was implemented mostly in VEC centers.

In 2002 NALA launched its Evolving Quality Framework User Guide
and by early 2003 about 60% of VEC literacy centers were using the
EQF on a voluntary basis as a tool for self-evaluation of their adult
literacy service.

An evaluation of the Evolving Quality Framework in adult basic
education was carried out by Liz McSkeane on behalf of NALA in
2005. Although NALA is an external agency, this report could also
be seen as part of an internal evaluation process as progress is not
being measured against any externally defined specification or



.standards and as NALA and the VEC sector could be described as a
partnership for the delivery of adult literacy services. The
evaluation report states that monitoring of action plans is the stage
which so far has received the least attention from the EQF teams.

The report also questions the direction the adult literacy service is
taking in seeking approved provider status with FETAC and asks if
FETAC accreditation is a valid measure of quality in the literacy
service given that the previous experience of education for many of
its clients would make them disinclined to pursue this route.
However the report does acknowledge that when they are approved
the basic FETAC levels (1 to 3) may bring some change in this area.

By and large the evaluation was positive in terms of the
effectiveness of the Evolving Quality. Framework in meeting its
objectives and of the degree of participation of stakeholders in the
process. ' '

In 2006 NALA issued a revised edition of the user guide. The most
31gn1f10ant change in-the revised edltlon is thlS statement:

‘Most importantly for centers that offer accreditation under the
National Qualifications Framework (NQF), you will also generate
evidence that you can use to support the quality assurance
requzrements of the Further Education and Traznzng Awards Council
(FETAC).”

- The EQF is a participative self-evaluation system that operates by
forming teams of all the stakeholders in each adult basic education
centre.

The ethos or guiding principles of adult basic education is expressed
under five headings: voluntarism, confidentiality, respect for
cultural difference, social interaction and informality and
‘inclusiveness. _

The teams meet four to six times a .year to evaluate the adult basic
education service using a cyclical 9-step reflective process of five
quality areas: Resources, Management, Teaching and Learning,
Progression, Outreach and Promotion.

Each quality area is described by statements of quality or quality

standards. Standards address issues like tutor training and learner
assessment. The system contains a total of 19 standards.

10



Compliance with standards or quality statements is measured by
developing quality signs. For example the standard for tutor training
can be measured by assessing the number of tutors who have
completed their initial training and the number who have, or are
working towards third level qualifications in adult education.

The 9 stages involve the EQF team describing full compliance to a
quality standard (100% right), assessing the current level of
compliance to the standard (where are we now?), finding ways of
measuring compliance (quality signs), verification (finding proof),
~drawing up a report and action plan, communicating the action plan
and monitoring the action plan.

11



CHAPTER 2

Adult Literacy/ Basic Education in the City of Dublin
Vocational Education Committee (CDVEC)

The Irish Vocational Education sector consists of 33 Vocational
Education Committees (VECs) providing a range of education
services on a national basis. The largest of these, CDVEC, provides
a broad range of educational courses to 12,000 full time students. In
addition to its 22 schools and colleges, CDVEC operates 9
Youthreach centers and 100 outcentres including traveller education
centers and an education service in Dublin’s six prisons.

- CDVEC also provides a range of self-financing professional and
self-development courses to 17,500 part time adult learners. In 2006
- CDVEC won a contract to provide a range-of FETAC accredited
courses for employees of.the HSE (Skill VEC) and.is currently in
the process of rolling out this programme through the network of-
VEC’s across the country. CDVEC’s annual expenditure is
approximately €150 million and it employs almost 4000 academlc
and support staff.

The CDVEC Literacy Service

- CDVEC has 12 literacy centers spread around the Dublin City area.
The literacy service encompasses basic literacy, integrated literacy,
numeracy, communlcatlons basic life skills and other forms of adult
basic educatlon -

Many of the clients of the literacy service will not have completed
~primary education and others will have left secondary education
within one or two years. These people come to the literacy service
for a variety of reason’and the service is continually finding new
ways to respond to their needs.

Many come to address a particular problem they may be
experiencing in their daily life or in the workplace and will move on
when they have acquired the skills to deal with this problem. For
this reason the service places great emphasis on preserving the
dignity of the individual and maintaining appropriate
confidentiality.

Mission, Values and Goals of the Literacy Service

The stated mission and values of the CDVEC Adult Literacy Service
as set out in its adult literacy plan for 2004 to 2007 are set out
below:

12



Mission :

To provide a high quality, adult literacy service that meets the
needs of learners as individuals and citizens. This service will be
delivered in a respectful accessible and inclusive environment’.
Values .

A high quality, person-centered, developmental and professional
service, lies at the.core of practice.

The adult appropriateness of the service is reflected in the learning
environment and in the flexibility of provision. '

An ethos of confidentiality, respect, trust, and 1nclu31veness informs
the service. :

The need for an appropriate infrastructure to support the service is
recognized and is actively pursued by the organization. .
- The ‘ethos of-each scheme is valued along with the-development of a
quallty assured and professional service across the city.

Working collaboratively within the organ1zat1on and with external
partners is mtegral to the service.

~Goals

- The first goal is to prov1de an adult literacy service in the Dublin
city that is quality assured, learner centered ‘and which provides a
range of developmental opportunities for learners as individuals and
as proactive citizens. There are three other goals that address
organizational structures and staffing; information about and access
to the literacy service, integration partnerships and alliances.
Implementation strategy

The strategy for implementation involves working groups to further
the various aspects of the plan. The plan states that the quality '
assurance working group will support the schemes in the writing of
local adult literacy plans and that it will report in November 2004
on progress in relation to the NALA Quallty Framework and FETAC
Quality Assurance :

Source: CDVEC Adult Literacy Plan (2004- 2007).

Local Adult Literacy Plans -
The Adult Literacy Local Plans 2005-2008 took the four strategic
goals from the Adult Literacy Plan 2004-2007 and used them to
develop centre specific objectives and actions for each of the nine
geographical areas covered by the CDVEC Adult Literacy Service.
In addition to goals and objectives the local plans provide details
and statistics of each service. The local plans were drawn up in
consultation with tutors, learners and stakeholders in each area.

13



Other forms of Adult Basic Education in CDVEC

Adult basic education is also provided in other VEC community
education initiatives. The Back to Education Initiative (BTEI) was
introduced in 2002 to increase the participation of disadvantaged
groups in education by providing short time flexible courses that
could bridge the gap between ‘once a week’ tuition as provided in
the literacy service and full-time second level or further education
courses. Although FETAC accredited qualifications or upskilling for
employment can be the outcome of this initiative, for many
participants ‘the outcome is a sense of social inclusion,
empowerment and a growth in self-confidence. Where FETAC
accredited qualifications are the objective, the learning process is
made easier by the modular system which means that learners can
progress at their own pace.

In 1989 the Vocational Training Opportunities Scheme (VTOS) was
introduced to help address unemployment, which, at the time, was
close to 20%. This is a two year second chance opportunity to
acquire education and training for employment while at the same
time retaining unemployment benefit, supplemented with a training
allowance. As'with the other forms of adult education, for some
participants the major benefit is involvement in a range of activities .
from which they would otherwise be excluded. )

Provzder regtstratwn with FETAC

In order to be in a position to provide FETAC accredlted
qualifications for clients of the literacy service who wish to pursue
this route (about 20% of learners), CDVEC submitted a proposal to - .
FETAC for its Adult Literacy Service in November 2006 and the
~service was recommended for registration on 26 February 2007

This development means that adult learners will now have the
opportunity to attain formal FETAC accredited quahflcatlons under
the National Qualifications Framework. It-also means that for the
future in addition to the Evolving Quality Framework, the literacy
service must be fully compliant with the FETAC Provider Quality

. Assurance Policy.

In its application for provider registration with FETAC, the Adult
Literacy Service was required to furnish:

- An organization Chart showing the parts of the orgamzatlon
that will be adopting the QA system

- A list of each adult literacy centre adopting the QA system
signed by the manager of the centre and containing details



of the structure in the centre with details of the learners
tutors and the internal QA structures

Policy and procedures for the assessment of learners
Policy on protection of learners '

Policy and procedures for self evaluation of programmes
and services

15



CHAPTER 3

Literature Review

Drivers of Quality Assurance in Educatton - The Internattonal
Perspective

Frazer M (1994) examined common themes in quality assurance in
education from 10 countries including France, Germany, the United
Kingdom and the USA. According to Frazer.the quality agenda in
higher education is driven by four factors: the competition for state
funding between providers of preschool, prlmary, secondary,
vocational and other categories of education, the need for funding
agencies of government to ensure that investment in education is

" correctly targeted, the tradition of academic freedom in the higher
profile universities and the globalization—of'the world' economy.

The OECD is .concerned that the growing cross border and private
provision of post primary education is increasing the risk that
-students are the victims of rogue providers and that employers will
not have reliable information on the value of degrees, which can be
detrimental to the reputation of national higher education systems.
The principal concern is that-with the increasing international
mobility of graduates, quality assurance, accreditation and
recognition of qualifications should provide protection for
consumers of higher education including students, employers, the

. .education community itself and the general public, OECD
Sécretariat (2003)

"Although Frazer and the OECD are primarily concerned with quallty
assurance in the context of accreditation of higher education
-qualifications, the implications for the mobility of labour at all
levels of .educational achievement in.the global economy should also
be examined, given that the investment decisions in higher
education in many of the countries studied have not always yielded
a corresponding improvement in economic prosperity and in some
cases have done little moré than create a growing number of
unemployed graduates who do not have the competenmes to
contribute to economic development —

Adult Literacy and Economic Development

The first report of the International Adult Literacy Somety entitled
Literacy Economy and Society was released in December 1995. The
OECD (1997) together with Human Resources Canada and the
Canadian Ministry of Industry released a further report that focused
on five countries including Ireland.

16



This report entitled ‘Literacy Skills for the Knowledge Society:
 Further Results from the International Adult Literacy Survey’
identifies many issues that ten years later have become part of
everyday conversation about the changmg face of the world
economy.

The report refers to the knowledge economy, lifelong learning and
most interestingly points out that there is no .guaranteed correlation
between high educational attainment and hlgh levels of employment

In relation to Ireland the report points out that in 1994 the USA had
graduation rates of 76% and unemployment rates of 7.4 % for all
young persons. The corresponding figures for Ireland were 93.8%
graduation rates and 14.2% unemployment of young persons. From
an Irish perspective this analysis highlights the degree to which |
poor levels-of literacy have been d1sgu1sed by the success of the sO-
called Celtic tiger.

Along with its'sociological impact, the report identifies poor levels
of adult literacy as a significant impediment to economic
development and the development of the human capital that is a core
element of the knowledge economy. There are therefore strong
sociological and economic imperatives for addressmg adult basic
education and adult literacy. The report calls for a co-coordinated
approach to the literacy problem‘that is-supported by government,
employers, social partners, local communities and families and it
finds that what differentiates countries in their literacy levels is the
performance of people from less advantaged backgrounds.

Morgan et al (1997) submitted a report to the Minister for Education
on the scale of the adult.literacy problem in Ireland. The report
revealed that about 25% of-the. Irish population scored at the lowest
level of literacy i.e. able to perform, at best, only the simplest of
tasks, typically those that require the reader to locate a single piece
of information in a text, where there is no distracting information
and when the structure of the text assists the search.

‘Part of the government’s response to this problem was to
immediately double funding for adult basic education in Ireland and
to commit €100m (€25M per annum) to adult literacy provision in
the National Development Plan 2000 — 2006. In May 2006, the
Oireachtas Joint Committee on Education and Science recommended
that funding for adult literacy in the National Development Plan
2007-2013 be increased by an average of 25% per annum with a
view to doubling the numbers taking literacy tuition.

17
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Dreher F and Dougherty T (2001) examine the international market

for labour and how labour market characteristics influence business

and investment decisions. From a strategic human resource

perspective they look at how investment decisions are influenced by
the cost of labour, working time, values, attitudes, work orientation,

demographic factors and educational attainment in the ever
increasing drive for competitive advantage in a global economy.

It is no surprise therefore that literacy rates in domestic and
international labour markets are evaluated as part of the decision
making process for locating industries on a worldwide basis.

The ILO report (1995) on Adult literacy Rates for Selected
Countries from Asia and Oceania are set out in the Tablel below:

Table 1:
Percentage of 15 plus age group meeting minimum literacy
standards

Coun try Male Female
Afghanistan 44 17
Bangladesh 47 22
China 87 68
Republic of Korea 99 94
Iraq 70 49
Jordan 89 70
Kuwait 7 67
Pakistan 47 21
Singapore 92 74
Vietnam 92 84

Source: International Labour Organisation, World Labour Report
1995, Geneva, Switzerland.

We can see from this table that despite the success of the Irish
economy in recent years, if it becomes necessary to rebuild the
manufacturing base in future years it could be difficult to compete
with Asia for direct foreign investment in industries that require a
labour force with acceptable levels of adult basic education.

18



The National Adult theracy Agency (NALA)

NALA was established in 1980 and has been grant aided by the
government since 1985. The NALA Strategic Plan 2002 -2006 has as
"its mission statement ‘to ensure all adults with literacy problems
have access to high quality learning opportunities’ NALA (2002).

NALA confirms that 25% of the Irish adult population has low
literacy skills, 1 in 10 leave school with reading difficulties and

. that only 4% of people with literacy problems are in tuition. In its
strategic plan NALA states that success will be measured as greater
participation in high quality learning opportunities and 31gn1flcantly
less people with literacy problems by 2006. Among its aims and
objectives NALA addresses the Quality Assurance Framework for

- the literacy service and reports on the work that had already
commenced in this area, including the matter of accreditation of
learmng NALA’s profile of the 4% -of adults who are in 11teracy

" tuition is set out below : ‘

28,000 learners receiving 2 hours tuition per week
50% of literacy learners are aged between 25 and 45
70% are in group tuition

30% are in 1:1 tuition with 4,000 tramed unpaid
voluntary tutors -

51% of learners completed primary school

87% of learners completed less that upper second level
education

Source: Adapted from the NALA strategic Plan 2002-2006

A review of international trends in adult -literacy policies. and
. programmes examined adult basic education in six English speaking
western democracies and found that in each case the problem was
having an impact on the capacity to build high skilled knowledge
based inclusive economies. The countries studied (Canada, Republic
of Ireland, New Zealand, USA, UK and Australia) are all adopting
lifelong learning policies as part of a strategy to address skills
shortages where employment in traditional rural based and,
manufacturing areas-is -being replaced by employment in service and
IT based industries. A

The review identified four categories of literacy; skills for basic
school work, skills needed to contribute to the economy and society,
higher order skills and foreign language literacy (ESOL). The
review acknowledges the move away from traditional basic literacy
to a more contextualised model to address the needs of learners as
consumers, employees, parents and members of society. The review
also found that a combination of voluntary tutors and teachers who

19



have moved over from mainstream education needs to be reassessed
in the context of providing specific professional training in adult .
basic education, McKenna R, Fitzpatrick L (2004)

A conceptual paper on national skills formation systems in Ireland
‘addresses the subjects of neoclassical economics and the Irish
Vocational Education and training system. The paper identifies three
areas that may well have contributed to the current skills deficit in
the Irish economy; the introduction of free secondary education in
the late sixties, free third level education in 1995 and the state’s
-policy of effectively postponing most vocational training until after
completion of the general academic secondary cycle. Whilst the
report acknowledge that Ireland compares well in terms of
expenditure on education generally and that we have a vibrant
indigenous software industry and are second only to.Japan in the
proportion of young adults with an engineering or scientific
qualification, it suggests that the middle classes have obtained the
lion’s share of the educational benefits and that there is a trade off
between expenditure on vocational education and training and the
cost of social welfare benefits. '

This raises a question about the motivation of many early school
leavers to continue in education as the post primary vocational route
has been effectively abolished and it also raises a question about
whether this policy has contributed to the increasing problem of
adult literacy. O’Donnel et al (2001)

The Indian Statistical Institute carried out a study of the socio-
economic factors determining adult literacy in developing countries.
The study reveals important connections between adult literacy and
the quality of human capital, population.growth and economic
growth and describes adult literacy as a crucial life skill that
enables. individuals to partlclpate more fully in the practlces in their
community.

The findings reveal that the literacy level of a country is assumed to
reflect its quality of human capital and that where literacy rates are
higher economic growth is faster even though populatlon growth
may be lower.

The research shows that economies with low initial incomes tend to
grow faster than economies with high initial incomes and that the
extension of urbanization has a positive effect on literacy levels and
it observes that China has substituted its high rate of population
growth with a spread of knowledge, which has increased
productivity. Mazumdar K (2005) “
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In a study of the effect of English language ability and time spent in
- the USA on the earnings of immigrants, Bellante and Kogut (1998)
find that emigrants.to the US who have English as their first
language earn between 12 and 30% more than immigrants who
indicated that they spoke English well, not well or not at all. This
research serves as a reminder that having English as your first
‘language is still a major advantage in the international employment
market and poses the question about the additional advantages that
might accrue to the Irish economy if we could combine the fact that
we are an English speaking nation with better standards of adult
basic education. ' K

Dubois and Trabelsi (2007) illustrate the‘importance of education in
life skills in pre- and — post conflict situations. Although the review
is specifically focused on the contribution of life skills education to
making or restoring peace in conflict situations (most of which are
now civil wars) it also addresses many of the objectives of adult
basic education. Referring to the 2000 World Forum of Daker, they
identify the four key pillars of education as learning to know,
learning to do, learning to be and learning to live together. They _
- identify learning to be and learning to live together as the life skills
~that people need in order to live in harmony with others and to be
able to master their own lives. '

~ According to Dubois and Trabelsi these should be at least as
important as knowledge and vocational skill based education even in
- non-conflict situations. There is no doubt that for. many clients of
adult basic education services (the homeless, lone parents, asylum
seekers and others who are disadvantaged or marginalized in :
society) these are the priorities that will enable some of them to
progress into knowledge and vocational skill based education.

-Closer to home Mark and Tett (2007) point out that along with
material disadvantage, adults with-low literacy levels also.suffer
from cultural inequalities. The Literacy and Equality in Irish
Society (LEIS) programme focused on the liberating influence of
using non 'text methods of learning in the post conflict situation in
the north of Ireland and in the border counties.

As a result of the LEIS programme the participating literacy tutors
learnt that it is almost impossible to find a definition of literacy
that suits everybody and that unless we understand how society can
discriminate against and marginalize the disadvantaged, we will not
be in a position to respond to the needs of learners, particularly in
the area of equality.
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- Through the use of creative non text methodologies and focusing on
the development of people’s ability to do what they wanted in their
lives, tutors learnt that literacy is not just about basic skills and is
more about developing social skills that will enable people to
change their lives. Among the issues for l€arners that were
discovered in this process were the question of classes in the right
location-at the right times and the questlon of 1nappropr1ate
.accreditation systems.

The final Leitch review of skills in Britain was published in
December 2006. Along with many positive comments the review
brought about some severe criticism from organizations involved in
adult basic education. Richard Bolsin, General Secretary of the
Workers’ Educational Association asks if learning as a skill in its
own right is being overlooked and if there is a risk that Leitch has
correctly identified the challenges of the global economy but has
failed to identify the¢ necessary supports for adult basic learners that
will contribute to the achievement of his vision for 2020. Bolsin
questions whether the need to deve]op the skills to meet the
challenges of globalization will ever take precedence over 1eve1 2 '
qualification in Britain. Leitch (2006)

Hayes J (2007) Shadow Minister for Vocational Education asserts
that there is a fundamental weakness in the Leitch report in that it
has little to say about how to engage more people in adult education
given that demographic trends clearly show that fewer young people .
will be entering the workforce in the future. According to Hayes
part of the remit of the Leitch report was to address adult and
community learning in the context of social justice and that it has
failed to do this by focusing solely on skills training to meet the
needs of employers. Hayes maintains that funding for many courses
aimed at the disadvantaged is being cut simply because these
courses do not lead to formal level 2 qualifications.

These issues are important in the context of the direction the VEC
adult literacy services have taken by registering as FETAC
providers. In the context of assuring the quality of adult literacy /
adult basic education it could be useful to examine the work of some
of the better known academics in the overall area of adult education.

Malcolm Knowles developed the concept of the teacher as a
facilitator of learning. Knowles coined the term andragogy in 1970
and is considered to be one of the most influential writers on the
subject of adult education. According to Knowles the adult learns
best when the learning situation is adapted to fit the uniqueness of
the learner Knowles et al (1998).
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The concept of tutor as a facilitator of learning is a central theme
for most writers.on the subject of adult education. In comparing
andragogy with pedagogy Cross (1981) talks about helping adults to
plan their own learning and points out that the planning is part of
the learning process and Brookfield S (1998) suggests that adult
education should be a process of facilitating adults to challenge
their received values ideas and codes.

The Quality Assurance Agency for Higher Education states that
reflective learning is increasingly important in postgraduate
education but the difficulty with reflective learning is to find a
means by which it can be assessed. According to Tom Bourner of
Brighton Business School, lifelong learning is a combination of
planned and unplanned learning, much of which is experiential and
emergent. Reflecting on the unplanned experiential and emergent
‘turns experience into learning and Bourner believes it is possible to
assess this reflective learning if it is viewed as another form of
“critical thinking. Bourner describes this process as ‘the
interrogation of experience with searching questions’ and he
suggests that if this is done in a structured way it is capable of
measurement and assessment, Although Bourner is concerned with
higher education his views could be relevant when considering if the -
provision of formal qualifications in adult basic education actually
enhances the quality of the educational experience for many learners
‘in literacy centres. Bourner T (2003)

Although the concept of reflective learning is primarily a topic for
research in higher education, the development of a capacity to learn
how to learn and to learn from personal life experiences must surely
have applications at all levels from adult basic education to
postgraduate research. Viewed in this way the debate on reflective
learning mirrors much of the previous work in the general area of
adult education.

In 1994 the Washington State Board for Community and Technical
Colleges carried out a study on the options for policy and practice
in adult literacy in Washington State. The report addressed the usual
issues around resourcing, training and qualifications of tutors, the
voluntary nature of much of the tuition provided by the Adult
Literacy and Basic Educators network (ABLE), planning, curriculum
development and the structures and processes for managing the
service in general. They also refer to the work of Knowles and -
others and suggest that many theorists and planners fear that the
strength of adult literacy programmes could be weakened by the
application of a one size fits all design.
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They advocate that adult basic education should be seen in the
context of replacing traditional curricula with instruction set in the
specific context of personal development, learning to learn and
using ICT and basic life skills that would enable learners to deal
with their lives in the workplace and in the community. They refer
to shifting the emphasis from loco parentis to customer satisfaction
and an orientation towards learner’s strengths.

In the final analysis they suggest that practices based on faulty
assumptions about the nature of learners and their goals, outcomes
for literacy instruction and the definition of learning and literacy
cannot be effective, Fish S, Sampson L (1994)

In exploring the use of business models in the management of
educational change, Morrison K (1998) suggests that many
commercial enterprises are more people centered than educational
institutions. Whilst he acknowledges the commercial imperative for
this  approach he believes that education providers have much to
Jearn from the resources that businesses put into personal
development and the management of the way people behave in and
engage with, the organisation. fa

Morrison points out that most of the innovations in education derive
from tried and tested developments in industry. To support this he
cites, among other things, the topical issue of quality and quality
development, leadership, management style, managing resistance to
change, motivation and teamwork. He also identifies Kaizen as a
philosophy that has a particular relevance in education. Kaizan is a
~Japanese strategy for continuous improvement by using suggestions
for improving work systems and practices from individuals or teams
on an ongoing basis. The underlying principle is 'that no suggestion
is too small and that the collective effort over time will improve
overall organizational success. Morrison suggests that it would be a
salutary exercise in Kaizan for teachers to ask themselves each day:

1. What have I done today to improve teaching, learning,
achievement, other aspects of learning and

2. What steps have I taken to ensure these actions have been
"discussed and disseminated to teams with whom I am
concerned?

It could be argued that the difficulty with the concepts of TQM, QA
and QC is that they are based on a preconceived perception of what--
constitutes a quality product or service. A more appropriate
objective could be the continuous enhancement of the quality of a
product or service. Viewed in this way quality is not something that
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can be specified in advance although clearly controls must be in
place to ensure that, as a minimum, standards do not fall below what
has historically been acceptable. The concept of quality
enhancement or prospective quality assurance was reviewed by :
~ Hodginson & Kelly (2007) who conclude that organizational culture
is the most important contributor to improving quality in education.

The concept of quality enhancement is also the basis for Elton’s
view that quality assurance is a negative concept that can never
‘ensure that things are done better or better things are done.
According to Colling & Harvey (1995) complying with external
scrutiny is not sufficient of itself nor should it hinder quality
enhancement. In developing this idea they explore the importance of
organizational culture and observe that in higher education teachers
rarely behave as teams. They put this down to a culture of
individual autonomy where teachers do not talk to each other about
what they do with and for students. They propose that a culture of
continuous improvement requires a team based approach which
promotes a learning culture, collaboration between teaching staff,
non teaching staff and learners, setting clear goals, sharing
information, building relationships and recognizing good value.

While addressing the need to foster enterprise and entrepreneurship
in third level colleges, Kotari and Handscombe (2007) analyse the
university sector in the context of Mintzberg’s configuration
-approach to organizational structure. They find-that universities are
professional bur€aucracies consisting of an operational core of
-professionals with considerable autonomy, standardization of.skills
and-complex governance models. Kotari and Handscombe identify a
link between developing enterprise and entrepreneurship in students
and the organizational structure in many universities. They conclude
‘that any change in organizational structure should be seeping rather
than sweeping, reflecting the fact that the concept of collegiality in
-education and teamwork in industry are far from the same thing.

Sitalakshmi Venkatraman of the Victoria University of Wellington,
in proposing a TQM framework for higher education, observes that
‘process orientation and continuous improvements are the most
-¢ommon phllosophles that have direct 1mpllcat10ns for teaching and
learning in higher education’ and that “whether 1t is in industry or
higher education, TQM philosophy revolves around the customer’.
.Venkatraman sees students, parents and the labour market as

" primary, secondary and tertiary external customers. The internal
customers are the teaching staff.
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Venkatraman observes that TQM in education is practiced far more
in the US than in Europe and that many observers in Europe see the
process as a means of measuring teacher performance and not as a
process of enhancing the learning process. The template proposed by
Venkatraman is based on six core values and-the use of quality
circles or quality teams who meet on a regular basis in a
participative problem-solving forum to address these values. The
core values-are: Leadership and quality culture; continuous
improvement and innovation; participation and development; fast
response and- management of information; customer driven quality
and partnership development, internally and externally. The
approach here is similar in many respects to the one uséd by NALA
for its Evolving Quality Framework, particularly the-use of quality
circles in Venkatraman’s model and EQF teams in the NALA model.
Venkatraman S (2007)

Another perspective on Venkatraman’s approach can be found in a
review by Eagle and Brennan of Middlesex University Business
School, who attempt to answer the vexed question of whether
students can be correctly described 4s customers. They conclude,
predictably, that in the marketing sense where the objective is to
delight the customer, the answer is no-but on the basis that higher
" education can be expensive and paid for directly by the consumer
the answer is yes. Clearly in higher education the student as
customer cannot be delighted by granting an educational award that
was not earned by hard work and study but elements of customer
service, for example, library facilities or web based access to
‘essential information, are an entirely different matter. This paper
does however pose a question about a learner in adult basic
education and a student in higher education as a customer and the
link in each case with quality assurance. The difference is that in
higher educatlon where, unfortunately, most of the research has
been carried out, the outcome is predetermlned i.e. a degree,
diploma or certlflcate that is accredited by a recognized authority
based on some accepted form of QA. Eagle L, Brennan R (2007

On the other hand in a report for the National Centre for the Study
of Adult Learning and Literacy, Beder et al (2006) clearly identify
the fundamental differences between adult basic education and
traditional qualification centered education. The research was
carried out in the New Brunswick Public Schools Adult learning
Centre. in partnership with the National Centre for the Study of
Adult Learning and Literacy. The centre caters for about 3,800
learners per annum. The research project covered a five-year period
-from 2000 t6 2006. The researchers acknowledge that because of the
qualitative nature of many of the topics covered further research
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will be required but, nonetheless, were able to report that
engagement was high in most classés studied due to learner’s high
levels of motivation.. The research team defined engagement under
three headings:
1) Productive engagement — when learners are engaged and
processes and structures support and enhance learning
2) Unproductive engagement — learners are engaged but
processes and structures impede learning and
3) Disengagement — Learners lack motivation and /or
processes and structures seriously impede learning.

-They emphasize that in Adult Basic Education and Literacy, tutors
have an entirely different role than teachers in traditional education
and they again highlight the difference between conveying content
and facilitating learning. Their findings corroborate the findings in
other reports, for example, that as learners engage to meet specific’
goals, tutors must be aware of what these goals are and organize
instruction to meet them. They recommend that as motivation and
hence engagement are enhanced by tutors, motivation theory should
“be a topic for the professional development of tutors and they’
reiterate that many- traditional teachers moving over to adult basic
~education need trammg spec1flcally targeted on the needs of this
client group. :

Managing Qu'ality'Assurance in Education as a Change Initiative
Based on-her observations while on a work placement in Hoest, the
principal teacher of a primary school in the UK, Garbutt S (1996)
‘tells-us that there is growing evidence in-both.industry and
education that success is affected by the quality of personal
relations. Based on her analysis of.the TQM system in Hoest,
Garbutt identifies the breaking down of unproductive department
barriers as a means of helping people to see the full picture leading
to-the alignment of all members of staff with a common objective or
mission statement. She also observed that many mission statements
are somewhat wooly and need to be broken down into more strategic
objectives before they can be measured. In common with almost all
researchers in this field Garbutt emphasizes that the delivery of-
corporate objectives depends more than anything else on ongoing
support and strong leadershlp of the changes necessary for success,
from the top down.

Havelock and Havelock (1973) suggest that change agents in
~education would be well advised to .collaborate with organizations
representing teachers. They argue that without the backing of
teachér organizations change effort will come to naught as such
organizations are the most powerful persuaders of teachers and are
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therefore best placed to facilitate innovation and to disseminate
information about change initiatives. They go on to describe the
various organizations representing teachers in the USA and they
give examples of situations where change initiatives were
effectively blocked by teacher organizations that were not bought in
to the process from the start. :

In 2007, the Dublin City Branch of the Teachers Union of Ireland
(TUI) posted the results of their research into the implications of
FETAC policies on Quality Assurance on TUI members, In their
report the TUI DCPP branch express a number of reservations about
the FETAC framework 1nclud1ng

- Lack of representatlon on the council of FETAC. Whilst
‘they acknowledge that teacher’s unions are represented they
point out that the TUI as the union representing 92% of the
teachers delivering further education courses is not
represented. _

- The additional non teaching duties associated with the QA
framework were not factored in to the Mclvor review of the
further education sector or consrdered in the development

~ of the QA framework.

.- The FETAC interpretation of self evaluatlon in the context
' of the Qualifications (Education and Training) Act 1999,
- The use of external authenticators to provide 1ndependent
A verification that QA policies and procedures meet FETAC
guidelines, as they do not agree that this process will
* provide fair and consistent assessment of programmes and
services. ‘

" Source: TUI DCPP Branch Further Education Report (2007).

Jeffery Pferffer (1998) referrmg to research in the US points out

~that:

- US unwillingness to work with unions has presented
difficulties for corporations that wish to expand overseas.

- . Establishments with jointly administered programmes achieve

" quality improvements substantially greater than those achieved
through either management controlled programmes or
traditional collective bargaining relationships that exclude
direct participation activities. '

-* Unionised companies can be more innovative than non
unionised companies.

- Unionisation has either no effect or a positive effect on work
place change. :

- It is the state of employee relations and not the presence of a

" union or collective bargaining that determines productivity.
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Sallis E (1993). portrays Total Quality Management (TQM) as a
process of continuous improvement in which each category of staff
is responsible for delivering quality in its own sphere. This
approach requires a change in culture encompassing both changes in
behaviour and fundamental changes in institutional management:
According to Sallis status and control are not features in a TQM
environment but this does not affect the structure of authority in an
educational institute or the essential leadership role of senior
managers, as TQM is a top down process and as 80% of quality
initiatives fail within two years due to lack of senior management
backing and commitment.

Based on his study of organizations where change programmes were
~attempted, Kotter JP (1998) identifies eight errors in the leadership
‘of change that resulted in the change programme not achieving its
objectives or ending in complete failure. Accordmg to Kotter:

- In most organisations, the senior group charged with
developing a shared commitment to the desired change is
rarely large enough-or representative .enough in terms of
titles, information and expertise, reputations and
relationships and that the difficulty of creating
transformational change is usually underestimated.

-. The process of forming a vision-and a strategy for

. achieving that vision takes time, typically from three to
twelve months. He warns that if the vision does not clearly
show the direction in which the change is going a. change
initiative can dissolve into ‘a list of confusing and A
incompatible programmes that lead the organization in the
wrong direction or in no- direction at all’.

- In common with all commentators in this field Kotter also
addresses the'areas of communicating the need for change,
removing obstacles to change, performance management
and reward systems-that are aligned with the change -
programme, anchoring the change in the corporate culture.

Hull R.(2006) referrmg to Waters (1989) suggests that, contrary to
the popular perception, the concept of collegiality is more likely to -
"be found in a small private sector organization where internal co-
-ordination is through complete consensus and face to face

: partrclpatlon than in an educational institute. According to Waters
this is the case because ° there is no distinction between
professional and administrative roles and both the internal exercise
of authority over colleagues and the external -exercise of authority
over clients is unmediated by bureaucracy’.

29



Hull’s research was concerned with the introduction of workload
allocation models and collegiality in academic departments in
higher education in the UK. According to Hull, university managers
and academics are faced with some difficult choices as they deal
with a new range of non-teaching administrative and managerial
tasks. If they seek to retain control over these matters, and QA is a
good example of one area where this may be des1rab1e, they have to
rely on a fundamental elitist notion of collegiality. The alternative
is to seek additional resources, which will bring with them more
bureaucracy and less academic freedom. On balance it would appear
that Hull favours the latter combined with a more transparent and
accountable approach to academic work.

In addition to giving some unexpected views on the concept of
collegiality from an academic’s point of view, this research raises
the issue. of providing adequate resources and, support structures for
the effective implementation of an effective QA system.

In 1990, Vice Chancellors and principals of universities in the UK
set up an academic audit unit. The intention was to demonstrate that
the unit would be capable of regulating the quality of education
provision in the higher education sector although it was seen by
some as being akin to ‘putting Dracula in charge of a blood bank’.
In 1997 Doherty, the Emeritus professor of:the University of
“Wolverhampton and a member of the Institute of Quality Assurance
pointed out that desplte the fact that many educationalists are
uncomfortable with any form of external scrutiny, QA in education-
has much in common with TQM and I1SO 9000. He points out that
ISO 9000 is not some form of watchdog concerned only with
compliance and that ISO registered organizations have complete
autonomy at setting their own service standards at a level which
meets the needs of their customers and clients. In addressing the
reluctance of educationalists to subject their work to external -
scrutiny, Doherty points out that external audit is not inspection but’
rather a means of verifying that QA policies and procedures are
effective in addressing the organizations own aims and objectives.
This is something that should be clearly communicated and -
understood by all stakeholders in an organization that seeks to
-introduce a QA system.

Earlier this year the International Journal of Healthcare Quality
Assurance republished a paper from 1988 to celebrate its 20"
anniversary. The paper by Hannu Vuori who, at the time, was Head
of Research Promotion and Development in the World Health '
Organisation makes a number of observations that could equally be
applied to the introduction of QA in education. Hannu points out
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that as quality assurance means change, effective techniques for the
management of change are vital for success. According to Hannu the
essential steps for the successful implementation of change in health
services were: 4 -

- To demonstrate that there is a need for change, this is
usually achieved by senior management presenting facts to
those who will be affected by the change.

- Assessing the readiness for change, this normally involves
assessment of dissatisfaction with the status quo as this
will help mobilize the energy required for the change

- Articulation of a cléar vision of how things will be once the
change has been successfully implemented.

- Deciding where to start, in almost all cases the best place is
at the top.

- Assessing the prerequisites for change for example,
political will and adequate resources and finally

- Assessing the motives for change. Motives for change can
be different for each group affected. For example, in
education the motives for accepting or resisting change may
be different for support staff and educators but it 1s
legitimate to present these in the most p051t1ve way,
provided.the presentation is honest.

Tom Schuller, Head of the Centre for Educational Research and
Innovation in the OECD believes that the UK has a proud tradition
of adult education and that learning unrelated to qualifications is an
enormous value issue but he suggests that traditional ways of
“delivering learning should now be challenged. According to
Schuller, the UK is better at inventing than innovating and this

~ helps explain why they have poor cultures and mechanisms for-
implementing change. Schuller (2007).

We can see therefore that the level of adult basic education in
Ireland is a major factor in our economic development. From a
sociological perspective poor levels of adult basic education have a
significant impact on the disadvantaged and marginalized and at a-
fundamental level can even affect a nation’s ability to deal with
conflict and to make or restore peace. Government has recognized
this by providing substantial increases in funding but we do not
know at this stage what effect these additional funds will have on
the problem.
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We also see that there is no correlation between high educational
attainment and adult literacy levels and that there is a connection
between economic growth, population growth and adult literacy. All
of this poses the question about whether-we should spend more time
‘looking at.education from the bottom up and less time looking at it
from the top down.

"There is a great deal of consensus among researchers in the area that
‘a QA system for adult basic education should be based on a proper
understanding of the nature of adult learners and their goals and
that the measure of success in adult basic education is the extent to
which the educational experience has enabled the individual to make
a greater contribution in the workplace or in society than would
otherwise have been possible - Fish & Sampson (1994}, Bourner
(2003) on reflective learning, Knowles et al (1998), Cross (1981),
Brookfield (1986) on facilitating learning, Beder et al (2006) on
learner engagement and famlltatmg learnlng :
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CHAPTER 4

Methodology

In seeking the best method for conducting research, particularly
business research, one of the first problems is to decide whether it
should be quantitative, qualitative or both. In simple terms the_
difference between both methods is that quantitative research
involves measurement whereas qualitative research this does.

According to Duggan R (2003) there is a clear distinction in most
texts between qualitative and quantitative research but there are
also many objectors. to the strict classification of research as being
either qualitative of quantitative and there appears to be a strong
case for the use of both methods in order to bring both objective
data and in- depth analysis to a study,

-According to Bryman& Bell’empiricism is an approach that suggests
that.only knowledge gained through experience and the senses is '
acceptable and therefore that empiricism is associated with
quantitative research. They acknowledge however that quantitative
research can be illuminated by qualitative research. Bryman& Bell
(2003 p9, p467, p474)

According to Oppenheim A.N. (1992 p26) quantitative research-
differs from qualitative research as-it gathers data in a more :
structured way, as results are based on representative samples of the
population and as there is less focus on behaviour and attitudes
‘leading to a more objective analysis of resul'ts.

In thlS case a number of research methods were 1dent1fled and
con51dered

Focus Groups .
Bryman and Bell (2003, p 368) describe the focus group method as a
form of group interview where the emphasis is on the questioning of
a tightly defined topic and the accent is on the interaction of the

- group and the joint construction of meaning. Fisher et al
(2007,p160) recommend that in focus groups there should be no

great difference in status or any other feature that might cause some
participants to feel nervous or insecure and so not contribute to the
discussion.
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- According to Barbour and Kitzinger (1999 p119) the inherent
flexibility of focus groups means they can include different

- exercises as appropriate at different stages of research. They are
also less demanding in terms of the researcher’s time and are more
_economical in terms of ensuring the research agenda is addressed.

‘Survey questionnaires

McClelland A (1994, p.22) suggests that the survey questionnaire is
-the most prevalent and widely used method of gathering feedback.

" He further states that they are both cost effective and reliable for
"gathering data that can be qualitative as well as quantitative..

According to Oppenheim, some of the advantages of a self-
completion questionnaire are that:

- Respondents can consider their responses without being
. influenced by the researcher.

- A larger population can be surveyed than in e.g. semi- -
structured interviews.

.~ Each respondent is glven an 1dent1cal set of questions that .

- can be statistically analysed. -

-. They can be confidential (not to be confused with
anonymous as this can be difficult to.achieve).

Some of the disadvantages can be:

- - Poor response rates. .

- They require careful design- poor deslgn w111 provide
misleading results.

- They do.not provide any real opportumty to follow up
answers.

- Personal 1nterv1ewmg can provide a richer source of
information.
Oppenheim A.N. (1992 p 146-7).

Oppenheim also accepts that self-completion questionnaires can use
a combination of quantitative (pre- coded) and open- ended
‘qualitative questions.

Structured and Semi Structured Interviews

According to Bryman and Bell (2003 pl16, p119) in.pre coded
structured or standardized interviews the questions are usually very
specific and offer the respondent a fixed range of answers. In semi
structures interviews the questions are frequently more general, the
sequence in which they are asked can be varied and the interviewer
has some latitude to explore the responses.
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In this respect structured interviews are similar to exclusively pre
coded questionnaire surveys and to a lesser degree semi structured
interviews are similar to qualitative self-completion surveys but in
both cases the sample is much smaller.

‘Panels of Experts - :

When using a panel of experts a pre-coded set of scenarios are put
in a questionnaire and sent to'each member of the panel. The experts
respond by judging the probability of each scenario. Results are
summarized as averages and fed back to the panel who are asked to
reconsider their judgments. This exercise is repeated until some
form of consensus emerges-about the issue in question, Fisher et al
(2007 pl160).

Observational research and activity sampling

Observational research and activity sampling clearly identify the
differences between open and pre-coded research. In purely open
mode the researcher sits, observes and records his or her
.observations. For example a researcher interested in customer
service in a doctor’s surgery could spend a morning sitting quietly
in a waiting room-and afterwards record everything he or she saw _
and heard.and their redctions to it. At the other end of the spectrum,’
in activity sampling researchers observe and record a limited
number of conditions they wish to research e.g. the number of
patients that that arrive early or late for their appointment. Fischer
et al (2007 plél, pl6d).

Documents as sources of data

Organisational documents can be of particular importance to the
management researcher. Documents that are not in the public domain
include minutes of ineetings, memos and internal / external
correspondence. However the use of these documents needs to be
evaluated in the context of Scott’s (1990, p6) four criteria:
authenticity, credibility, representative ness and meaning.

The issue of representativeness is particularly important when
analyzing internal company documents. This is not to suggest that
these documents are deliberately intended to be misleading but the’
researcher must be aware that internal documents often reflect the
perspective of a particular group within the organization and
therefore cannot always be considered to be an objective account of
the overall state of affairs. Bryman & Bell (2003 p 404,413/4).
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Methods for employee surveys

The Industrial Society (2000 pp6-9) carried out a survey of 5500 HR
specialists. The survey covered nine geographical areas in the UK
and 587 respon‘ses were received. The purpose of the Industrial
Society survey was to consnder best practice in the area of employee
surveys. The found that: :

- The most popular completion method for employee surveys
"~ was a tick box questionnaire (84%).

- 37% of respondents used a comblnatlon of questionnaire
and focus group surveys.

- The number using qualltatlve research alone was small
(6%). '

- 49% used internal post to distribute employee surveys.

- 72% of public sector and voluntary organizations favoured .
internal post for distributing questionnaires.

- 38% included quality.in the subjects covered.

- 89% guaranteed confidentiality to respondent employees

The Industrial Society (2000).

Choosing the research design :

Having considered all these options practical considerations ruled
out panels of experts, observational research and activity sampling.
As the research will be confined to a clearly defined area of activity
within the CDVEC and as the population to be sampled is accessible

'~ in the short term, the other options were examined in some more

detail. The desirability of using both qualitative and quantitative
research and more than one survey method led to a decision to use
‘the following combination of research methods:

a) A self-completion questionnaire for literacy tutors with both
quantitative and open-ended qualitative questions as the-
principal research instrument. The factors leading to this
decision were:

- They are the most popular survey method for employee’
surveys '

- CDVEC has an internal postal network for more than 40
colleges and other educational centers across the Dublin’
City area. The target population can be reached by using
this network and as the questionnaires these can also be
returned through the internal network.

- Permission has been sought and given from CDVEC
management for this evaluation and for the use of
internal resources as described above.
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b) A focus group meeting with Centre managers to address the
role of voluntary tutors in quality assurance and the need for
both the EQF and FETAC quality assurance systems in the
literacy service and

c) An analysis of organizational documents, specifically minutes
of regular team meetings with managers of the literacy
centers.

For ana1y51s of the questionnaire survey a combination of
descriptive statxstlcal data and -Chi- squared tests of 1ndependence
will be used.

If quality assurance is about enhancement of services it will only be
successful in organizations that seek continuous improvement. This
level of quality awareness is only found where there is a-clear
‘vision as to what constitutes quality and where this is communicated
and accepted as something of real value.

In the context of managing the ir}troduction'of quality assurance

these issues together with questions of understanding the principles

. of QA, clarity about roles; systems to keep everything on track and .
effective team based implementation come into play. ‘

Quality Assurance in adult basic education is addressed in the
NALA/ VEC Evolving Quality Framework. This is a system that was
specifically designed for adult basic education that also meets the
requirements of quality assurance systems used in manufacturing
industry and in education, as descrlbed by Richard Freeman at the
front of this paper. - '

" In developing the research instrument the following options were
considered as being valid areas for testing attitudes and perceptions:

- How tutors perceive the introduction, management and
effectiveness of the EQF/FETAC QA model in the L1teracy
Service.

- The level of awareness of the CDVEC mission statement.

- The level of awareness of the Lrteracy Serv1ces stated
mission and values.
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The alignment of the EQF / FETAC QA Model with the
CDVEC mission statement.

The alignment of the EQF / FETAC QA Model with the
Literacy Service’s stated .Mission and Values.

Has the EQF / FETAC QA Model prov1ded clar1ty about
roles and respon51bll1t1es

Has management commitment to QA in ABE been ev1dent

. and v1s1ble‘7

Does the EQF / FETAC QA Model 1mprove the service to
learners.

How important are FETAC qualifi'cations to learners.

“The level of staff involvement in the design and roll out of

the EQF QA system

The level of learner’s involvement in the design and roll
out of the EQF QA system.

Managémenlt support for the EQF QA system.

Do tutors see thé‘EQF / FETAC QA system as:

a) A means of enhancing the-quality of adult basic
education provisioh.

b) A means of prov1d1ng access to- FETAC accredited
quallflcatlons .

c) A means of documenting what is already being done.
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CHAPTER 5
Data collection and First findihgs

Focus Group’

"The first step in the résearch project involved a focus group meeting
with the managers of the CDVEC adult literacy centers. The purpose -
of'the meeting was to explore two specific questions:

1. The level of involvément of voluntary tutors in guality
assurance. ‘ o . , .

2." The need for both-the EQF and FETAC .quality assurance
systems. '

The fact that voluntary tutors were not-specifically mentioned in the
available documentation was not conclusive proof of their
involvement, lack of involvement or level of involvement.

The need for FETAC accreditation was also unclear given that the
EQF was a QA system that seemed to meet the specific needs of the
‘adult literacy seryice and that in the external review carried out on
behalf of NALA in 2005 McSkeane raised questions about previous
.educational experiences of many of the clients of the service that
could make them disinclined to pursue this route. :

The Focus group met at 10:00 am on 15" March 2007 in Ringsend
Technical Institute and was attended by the researcher and15 area
and local managers from the literacy service. The meeting was
completed within 45 minutes and provided some.valuable insight
into the identified areas. T

1. When asked about partiéipation of the voluntary tutors in the
development and roll out of the EQF, the group was unanimous
about the fact that this had not been the case as it was
impracticable. -

Thé reasons given were:

a) Voluntary tutors only provide 1:1 tuition.

b) There can be long gaps between finishfng with one
learner and matching the tutor with another learner.

¢) This absence of continuity makes it difficult to

provide a meaningful role for voluntary tutors in the
ongoing self-evaluation process.
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2. When asked about the need to introduce the FETAC system
into the literacy service given that a tailor made QA system
for adult basic education already existed, there was overall
agreement that: '

a) FETAC accredited qualifications are an important
motivator for many. of the service’s clients.

b) In many cases these are the first such qualifications
these clients receive.

c) Learners offen.progress bey'ond the basic levels.

d) The EQF system provides most of the data requlred for
FETAC accred1tat1on

e) There was a very strong consensus that whilst.the
FETAC system-was necessary and desirable, it would fit
into the EQF and not the other way around. To quote
from two of the respondents on this question, the
introduction of FETAC was described as ‘morphing with
the EQF’ and ‘bolting on to the EQF’. Overall there was
clear sense of pride with, and loyalty to, the EQF. '

Based the'insights gained from meeting with the focus group it was
decided that the self- completion quest10nna1re would only-be
distributed to paid tutors. :

In arriving at this decision the following factors were considered:

- The focus group was forthright and open in expressi’ng their
views about the inclusion of voluntary tutors in the EQF.

- Although it could.reveal valuable insight about perceptions
held by voluntary tutors, to include them in another survey
with questions about participation in the EQF would be
insensitive and could possibly be unethical,
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Analysis of internal documentation

Minutes from Adult Literacy Team meetings from February 2006 to
May 2007 were examined to ascertain how the managers responsible
for the literacy centers prioritize QA.

" During.this period 11 meetings took place and quality assurance was
discussed at 10 of the meetings.

The QA issues on the agenda for discussion at the meetings
“included:

. - The amount of time taken up in preparation for FETAC
accreditation and the need for additional administrative
support in this area. The possibility of sharing resources with
other services was investigated.

- ‘Regular reports on':progress with the FETAC submission.

- Working in pérallel with the EQF framework and broadening
membership of the working groups to include tutors of
. numeracy English and special needs.

- Planning for the implementation of the FETAC QA system.

- The meeting on 15 March 2007 also noted the Focus Group
. meeting-that took p]ace as part of the research for this
o »dlssertatlon
It is clea'r fromtthe'records that QA is an ongoing issue for adult
. literacy organisers and managers of literacy centers. There was an
understandable priority given to the FETAC system during the
‘period under review given that the CDVEC literacy service was
finally approved by FETAC in February 2007 but there was also
evidence of the need to integrate the FETAC and EQF systems in the
longer term.

Self-completion questionnaire

A population in reséarch terms can be described as ‘any group of
people or objects which are similar in one ore more ways and which
. form the subject of study in-a particular survey Chisnall (1992,p51).
Sampling theory is based on the assumption ‘that a subset of the
“elements in a population can provide us with useful information
which describes the entire population’ Williams (1997, p61).

Table 2 below sets out the distribution of tutors across the centers.
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Table 2: Profile of CDVEC Literacy Centers

Adult Literacy Centre Paid Tutors | Mini- Question’-‘
muin | naires
01-05 1 **0
Target Adult Literacy Service, Dublin 13
' , 06-10 6 5
Liberties College Reading and Writing Scheme, Dublin 8
' 4 : o 21-50 21 20
Dublin City South West Reading and Writing Scheme, Dublin 12
- ’ | | 0610 6 6
.| KLEAR Reading and Writing Service, Dublin 5 :
, 06-10 6 10
-Finglas Read and Write Scheme, Dublin 11 ’
. : 21-50 21 20
Cabra and Districts Community and Literacy Service, Dublin 7 ’
- 11-20 11 L X%S
Ringsend Adult Literacy Service, Dublin 4
6-10 6 4
‘Ballymun Adult Read and Write Scheme, Dublin 11
R 6-10 6 51
Larkin Read and Write Scheme, Dublin 1
- ‘ . 01-05 1 5
Kylemore College Adult Learning Centre, Dublin 10 .
01-05 1 **0
Inchicore Adult Literacy Service, Dublin 8
N . 21-50 21 20
| Coolock / Darndale Adult Literacy Service, Dublin 17 ‘ -
: 107 100
Total:

Source: Adapted from the CDVEC Application for Provider Registration with

FETAC :
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In finding the best means-of conducting the survey, methods and
practical considerations had to be considered. From a practical point
of view it was critical to reach tutors before the summer holidays
commenced. To achieve the challenging target of protecting
confidentiality and the identity of respondents, while at the same
time getting a reasonable response, the following process was used:

a)

b)

)

f)

)
h)

i)

1.00 questionnaire packs were prepared for distribution
across the centers based on the minimum number of
tutors in each centre as submitted to FETAC (107 in
total).

Each pack) consisted of a sealed unaddressed A4
envelope containing a questionnaire, a stamped
addressed envelope to be returned to the researcher’s
home address and a covering letter asking respondents to
co-operate with the project. As the letters were not
personalized the tutors were informed that it would not
be possible to send out reminders and the researcher
made a commitment to contribute €1to a nominated -
charity for each questionnaire returned. =

‘Administrators and/ or local managers in each centre
‘'were phoned in mid April to ascertain the current level

of activity in adult literacy tuition in their respective
centers. '

Based ‘on the responses to these calls some small
adjustments were made to the minimum numbers listed

for FETAC. For example in Ringsend there were fewer

than 11 tutors active at the time.

In the final analysis 100 ques;ionnaire,s Were distributed.
The packs were delivered by internal post to the manager
or administrator in each centre on who distributed them
the tutors on duty at the time.

47% of tutors responded By post.

No responses were returned by any other means.

24 respondents completed the open ended question
sceking other views about QA in the literacy service.

Appendix 1 gives the full results of the survey
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Survey Part 1: Questions 1to 4

Profiles can be seen in the Pie charts below:

Adult literacy
tuition is an
almost
exclusively
female
occupation

As we do not
have details of
the time spent as
voluntary tutors
these results are
of limited value

Q3: SERVICE AS A PAID TUTOR ONLY SerinE of p_aid
tutors is split
11Less than 1year 50/50 between
less than 5 and
m Two to five years more than 5 years.

0 More than five years

Tutor’s time is fairly evenly split between group tuition and a combination of 1:1 and
group tuition.
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Survey Part 2: Questions 5 to 15

Table 3: Questions from Part 2 of the Questionnaire Survey

Quality Assurance in Adult Literacy / Adult Basic

- Education is-addressed by two Quality Assurance
Policies; the NALA Evolving Quality Framework which
was introduced to VEC's in 2000 and the FETAC Provider
Quality Assurance Policy which was registered in
November 2006. The Evolving Quality Framework
provided much of the evidence that was needed for
FETAC registration and it will continue to provide
evidence to support the quality assurance requirements of
FETAC. The following lists a number of statements about
qualityassurance,in - the CDVEC Literacy Service..l
'would like you to reflect on your own experience and to
indicate your level of agreement ‘with each statement. '

Qs

I have been briefed about how quality assurance works.in
the adult literacy service. ’

Q6

All paid adult literacy tutors have a part to play in quality
assurance.

1Q7

I understand what [ am ekpected' to do about quality
assurance in adult literacy / adult basic Education.

Q8

Quality assurance is an internal self evaluation system that

|<improves the quallty of adult 11teracy tuition / adult basic

education.

| Q9

Quality Assurance is an externally evaluated system to
comply with FETAC registration.

. [ Q10

Quality assurance is a means of documenting what is already -
done.

Q11

When things go wrong in the adult literacy service, there is
an agreed way of putting them right.

Q12

Management commitment to quality assurance is-both
evident and visible.

Q13

] am aware of the values avnd beliefs of adult basic education
as set out in the guiding principles of the Evolvmg Quality
Framework.

Q14 |

I am aware of the mission and values of the CDVEC
Literacy Service as set out in the Adult Literacy Plan. .

Q15

I need more information about Quality Assurance.

The full questionnaire can be seen in Appendix 2
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Analysis of questions 5 to 15

The first stage of the analysis was to identify associated responses
to survey questions by using a series of Ch1 squared tests of
‘independence.

Research in the ared of QA in the literacy service is complicated by
the fact that two QA systems operate in tandem so the approach
taken was to first test for independence between questions 8 and 9.
The other questions against questions 8 and 9. Questions 8 and 9
relate to the NALA EQF system and the FETAC system respectively.

Chi-squared tests on independence -

The Chi-squared test can be described as a means of informing us as
to whether the collected data are close to the value considered to be
typical.and generally expected and whether two variables are related
to each other .or, as a means of establishing how confident we can be
that the f1nd1ngs displayed in a contingency table can be generalized
from a probability sampleto a pop’ulation, Fisher F (2007, p218);.

Bryman &Bell (2003, pp252 253). '

'\Somal surveys frequently gather nomihal or. categorlcal data that is
intended to measure preferences or the reasons for liking or
d1s11k1ng something. Such data cannot be measured in the same way
as interval type data where there are equal intervals across a

" continuum and therefore analysis must rely on non-parametric
measures like percentages or Chi-squared tests.

- ~Chi-squared tests of independence can therefore be used in the
~analysis of surveys to determine if there is-an association between
the responses to questions.-This process consists of comparing
actual or observed responses to each questlon with expected
responses

‘Z'Th»e data is first entered in a eo"nti'ngericy'table and the test
‘procedure can be summarised as follows: B

The expected responses are normally calculated by multiplying the

row.totals and column totals in the table and dividing by the overall
sample size. In some circumstances for example, there is an almost

50/50 split in the number of responses to each pair of questions, the
expected value can be arrived at by taklng half the sum of the ‘
responses to both questions. .

The expected values are then subtracted from the observed values,
squared to remove negative values and divided by expected values.
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The values arrived at by th1s process are added together to give an
actual Chi squared f1gure

The actual Chl-squared figure is compared with a critical Chi square
value in a Chi-square distribution table.

The comparison will indicate if we should accept the Null
Hypothesis (there is no association between the pair of questions) or
reject the Null Hypothesxs (there is an association between the pair
of questlons)

In comparing the actual Chi-square value with the Chi-square
distribution table two other factors must be considered:

1. The level of significance or the probability or risk of rejecting
-a true null hypotheses

The most common levels of significance 'in surveys of this
nature are 0.5 or 0.01 with ' many researchers prepared to-
accept 5 chances in 100 that we may be accepting a faulty
conclusion and fewer researchers prepared to accept only 1
chance in 100,

In this case 5 chances in 100 are considered acceptable
provided it is supported by responses to the open ended
question in the survey. '

-.2. The number of degrees of freedom:
Degrees of freedom are calculated as the number of rows

minus 1 multiplied by the number of columns minus 1 (R-1) x
s(C 1)

-In th1s case the number of rows w1ll always be2 as we are
. comparing pairs of questions. In a small number of cases

- where no responses were received under the same heading for
both questions, the number of columns is 4 giving 3 degrees of
freedom. As there are no instances where this occurred twice
or more responses with less than 3 degrees of freedom do not
arise.

The results of this exercise are set out in table 4 below below.

The full workings of the Chi-square tests can be seen in Appendix 3
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Table 4: Chi- squared test - associated questions

Actual |-Degrees | Critical | Null Hypotheses
Q No |Q No | Chi-sq |of Chi-sq | Accept/Reject
- Freedom | @5.0% . '
8 -9 7.48 4 9.48 | Accept:
' Independent

8 6 20.23 4 9.488 | Reject: Associated
8 11 21,28 4| 9.488 |Reject: Associated
8 15 13.07 4 9.488 | Reject: Associated
9 6| 12.24 . 4| " 9.488 |Reject: Associated
9l 11 1224 4| 9.488 |Reject: Associated .
91 15| 14.43 4. 9.488|Reject: Associated

The Chi squared test would indicate that questions 8 and 9 are
independent or not associated.-However both these questlons are |
associated with questions 6, 11 and 15

It is difficult to draw conclusions on the basis of these Chi-square -
tests alone and it is clear therefore that the problem needs to be
"examined from another perspective.

-We know fror'n'questions‘Z and 3 that there is an even split between:
~ a) Tutors with more than 5 years service and tutors w1th less than ,
5 years service and R : '
b) Tutors -who provide group tuition only and tutors who prov1de

a combination of group and 1:1 tuition.

The second stage of the analysis will be to compare reSponses to
questions 5 to 15 on the basis of:

1) The overall responses.

2) Tutors with over 5 year’s .service.

3) Tutors with less than 5 years service.

4) Tutors who provide group tuition only.’

5) Tutors who provide both group and 1:1 tuition.

The results from stage iW()'-'f&fe set out below:. , -
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Question 5

68%
25%
91%
45%
75%
only

0O Strongly agree

m Agree

O Neither agree or
disagree

O Disagree

m Strongly disagree

05. SYEARS 05: UNDOISYEARS

1l L8

o3 o3
aa 04
m5 "S
0sOoup*11 05: Group only
- LI
2 u2
o3 o3
04 04

u5 =5

of the overall population agrees that they were briefed on QA.
disagree and the remainder is uncertain.

of tutors with more than 5 years service agree and 9% disagree.
of tutors with less than 5 years service agree and 31% disagree.
of tutors delivering 1:1 tuition agree and 61% of tutors who
provide group tuition agree
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Question 6

Q6: ALL PAID TUTORS HAVE A PART TO PLAY IN QA

m Strongly agree

m Agree

O Neither agree or disagree

Q&0/ER5YEARS

0

"?

04

06: Qop& 11

ml
u2
03

0%

m5

Almost every tutor recognizes that s/he has a part to play in QA.
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Question 7

Q7:1 UNDERSTAND WHAT IAM EXPECTED TO DO ABOUTQ A
El Strongly agree

32%

Q7:UNDER5

s

" m
2 u2
03 03

04 o4

m5 u5

Q7: Group only

2

o3
o4
=5

58% of the overall population says that they understand what they
are expected to do about QA. 23% say they do not know what is
expected and the remainder is uncertain.

82% of tutors with more than 5 years service say they understand
what they are expected to do about QA but only 33% of tutors with
less than 5 years service say they understand what is expected.
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Question 8

Q8: QA IS AN INTERNAL SELF EVALUATION SYSTEM FOR ADULT LITERACY
m Strongly agree
m Agree
7% 0%
O Neither agree or disagree
0O Disagree

m Strongly disagree

38%

C8.UNOERSYEA.RS

9% 0%

69% of the overall population agrees that QA is an internal self
evaluation system. Only 7% disagree and the remainder is uncertain
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Question 9

Q9: QA IS AN EXTERNALLY EVALUATED SYSTEM FOR FETAC REGISTRATION
m Strongly agree
m Agree
O Neither agree or disagree
O Disagree

m Strongly disagree

C& CVERSYEARS

03
04
-5

09: Group & 11 09: Group only

LI
2

LIS
2
03

04

03
04

m5 =5

48% of the total population agrees that QA is an externally
evaluated system for FETAC. 20% disagree and the remaining 32%

are uncertain.

65% of tutors with more than 5 years service agree and 34% of
tutors with less than five years agree.



Question 10

Q10: QA IS AMEANS OF DOCUMENTING WHAT IS ALREADY DONE

m Strongly agree
13% 0% 13%

m Agree
0O Neither agree or disagree
O Disagree
m Strongly disagree
mi
-2
as
™

=
o

L8
-2
03
04

m5

50% of the overall population agrees that QA is a means of documenting what is already
done, 13% disagree and the remaining 37% are uncertain.

61% of tutors with more than 5 years service agree that QA is a means of documenting
what is already done and

39% of tutors with less than 5 years service agree with this statement, 60% of tutors who
provide 1:1 tuition agree and 42% of tutors who only provide group tuition agree.
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Question 11

Q11: WHEN THINGS GO WRONG IN THERE IS AN AGREED WAY OF PUTTING THEM

RIGHT

4% 2%

Q11:0/5*5YEARS

5% 0%

[ B
2
o3
o4

m5

Q11: Group & 11

0% 5%
1

-2
o3
04

m5

E Strongly agree

m Agree

O Neither agree or disagree
O disagree

m strongly disagree

Q11:Group only

LIS
2
o3
o4
=5

Almost half the total population (49%) agrees that when things go wrong there is an

agreed way of putting them right. 34% disagree and the remaining 17% are uncertain.

59% of tutors with over five years service agree but only 38% of tutors with less than five

years service agree.
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Question 12

Q12: MANAGEMENT COMMITMENT IS EVIDENT AND VISIBLE

7% 2%
13%

41%

Q12: OVER5 YEARS

4% 4%

L8
2
03
04
m5

ml
-2
03
04
n5

37%

g Strongly agree

m Agree

O Neither agree or disagree
0O Disagree

m Strongly disagree

012: UNDERS YEARS

012: Group only

L8
2
03
04
=5

LI
2
o3
o4

=5

78% of the overall population agrees that management commitment
id evident and visible. 9% disagree and the remaining 13% are

uncertain.

83% of tutors with more than five years service agree and 74% of
tutors with less than five years agree.

85% of tutors involved in 1.1 tuition agree and 72% of tutors who
provide group tuition only agree.



Question 13

Q13: IAM AWARE OF THE VALUES AND BELIEFS OF ABE AS SET OUT IN THE EQF

B Strongly agree

7% 0% m Agree
15%
37% O Neither agree or disagree
0O Disagree

m Strongly disagree

41%

Q13CA/ER5 YEARS Q13.UNDERSYEARS

13% 0%

Q13: GroupS. 11 Q13: Group only

O3

04

78% of respondents say they are aware of the values and beliefs of
the EQF. 7% are not aware and the remaining 15% are uncertain.

96% of tutors with more than five years service are aware of the
EQF values and beliefs but only 61% of tutors with less than five
years service said they were aware.



Question 14

Q14 .1AM AWARE OF THE ADULT LITERACY SERVICE MISSIONS AND VALUES

50%

03
04
u5

Q14: Group only

LI
2
o3
o4
n5

72% of respondents said they were aware of the adult literacy

m Strongly agree

m Agree

O Neither agree or disagree

0O Disagree

m Strongly disagree

Q14:Group & 11

L8
u2
o3
o4

n5

service’s mission and values. 15% said they were unaware and the

remaining 13% are uncertain.

78% of tutors with more than five years service said they were
aware and 65% of tutors with less than five years service said they

were aware.

81% of tutors involved in 1:1 tuition said they are aware of the
adult literacy service’s mission and values and 64% of tutors

providing only group tuition said they were aware.
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Question 15

Q15: INEED MORE INFORMATION ABOUT QA
m Strongly agree
m Agree
O Neither agree or disagree
0 Disagree

m Strongly disagree

Q15:UNDER 5YEARS

88% of tutors with less than five years service say they need more
information on QA.

71% of tutors involved in 1:1 tuition say they need more
information.

68% of all respondents say they need more information

64% of tutors providing group tuition only said they need more
information and

Less than half (45%) of tutors with more than five years service say
they need more information
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CHAPTER 6
Conclusions and Recommendations

The research problem is to find if QA in the CDVEC literacy service
complies with the fundamentals of an effective QA system as
defined by Richard Freeman. The questions in the survey are

broadly based on the headings that Freeman identified from the
literature on QA. To ascertain if QA in the literacy service
~complies, responses to each qUCStIOH will be commented upon before

7 "".adraw1ng any conclusions on.the ‘overall effectlveness of'the system.

Responses to the opened ended questions in the self. completlon
survey questionnaire will also be assessed in the context of the
other data.

The general impression gained from this exercise is that there are
significant variations in the way different groups of tutors perceive
- quality assurance in the literacy service. There are also significant
"gaps in knowledge of QA between different groups of tutors. The
key difficulty is in finding a common understanding among all
tutors about how QA works and how each member of the team
interfaces with a clear QA mission and policy and a common set of
procedures for ensuring that the system is achieving its goals and
objectives. These issues are discussed in more -detail below.

Mission statements

‘The introduction of any initiative or change programme, and a QA
system falls naturally into this category, should commence with
clear communication about the proposed change and its objectives.
"In a QA system this mecans that the organization’s mission and aims
"should be clear and known to all. In this case the problem is
~exacerbated by the fact that the CDVEC literacy service has two sets
of missions and. values that are directly related to QA. In addition
the organization has set out its overall purpose, beliefs, principles
"and challenges.in the five year plan 2006-2011. On this occasion
respondents were only asked for their knowledge of the values and
beliefs of adult basic education as set out in the EQF and the -
mission and values of the adult literacy service as set out in the
adult literacy plans 2005-2008.

As would be expected the managers who participated in the focus

group were clear.about the missions values and beliefs of adult
basic education and adult literacy.
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The results from tutors were less straightforward. Almost all tutors
with more than five years service, that is those tutors who were
around since the introduction of the Evolving Quality Framework
were aware of the EQF values and beliefs which would indicate that
these were effectively communicated from the outset. Tutors with
less than five years service were considerably less clear and the
actual figures from the survey indicate that only six out of ten
tutors with-less than five years service were aware of the EQF
values and beliefs. One respondent with long service used the open
ended question to state that she had been involved in the EQF for
many years and that she believes that not all tutors have a
knowledge of QA as managers do not have the time to involve them
in the process.

With regard to the mission and values of the literacy service, the
overall level of awareness was lower. In this case 78% of tutors
with more than five years service said they were aware of the
literacy service mission and values (96% of this group was aware of
the EQF values and beliefs) but the level of awareness for tutors
with less than five years service was the same at around 60%.

These results would seem to indicate that with the passage of time
the number of tutors who will be aware of the values and beliefs of
adult basic education as set out in the EQF may diminish.

Nonetheless at 78% and 72% overall for the EQF and Literacy
Service mission and values the level of awareness among literacy
.tutors is reasonable-given the overall level of complexity..

Briefing on QA

As with communication on missions and values the effective
implementation of a new QA system requires that all stakeholders
receive clear and detailed communications and briefing about what
QA means. What the organization regards as quality should be well
defined and documented and tutors should know how the system
works.

In-this area the responses were not as encouraging as in the previous
topic. Only 68% of tutors agree that they were briefed on how QA
works and 23% disagree. As expected, by comparison with other
question a relatively small number were uncertain. On this question
the figure for the subgroup of tutors with over five years service
was more than twice that for tutors with less than five years service.
91% and 45% respectively, agreed that they were briefed.
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Open ended questions
In the open ended section of the survey a number of respondents
complained about lack of briefing:

One tutor with over five years service stated that it was positive to
see QA in the service but that it was not enough to have bits of the
process and that a proper understanding of the whole process is
required.

Another tutor with between two and five year’s service said she
‘knew nothmg about.it and that as a result of the survey she intends
to find out more.

A third tutor with less than one years service suggests that if QA
were explained in a more formal manner it may be taken more
seriously

A fourth tutor with more than five years service admlts to havmg a
sketchy knowledge of QA and

A fifth tutor with two to five years service asks for more written
information as tutors work in a vacuum.

A sixth tutor stated that during her 10 week training as a voluntary
tutor she was given no information about the EQF or the FETAC QA
system. This person has less than one years service as a paid tutor.

13% of respbndents used the open ended section of the survey to
express a view on this specific question.

Management commitment

Another fundamental part of an effective QA system is a clear
‘'management commitment to the process, from the top down.
Unfortunately respondents were not asked to differentiate between
the two QA systems or the levels of management involved. However
some respondents did provide some clarity about this in the open
ended questions. One respondent specifically stated that her '
response referred only to her local manager as she had never met
‘the others’. This tutor has more than five years service as a paid
tutor.

Overall 78% of respondents agree that management commitment is
evident and visible but within the subgroups the level of agreement
is higher with tutors with over five years service and with tutors
who are involved in 1:1 tuition. Once again the overall evidence of
management commitment is high.
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Understanding of tutor’s role in QA

According to Freeman, in an effective QA system it is always clear
who is responsible for what. In QA this means that every link in the
internal and external supply chain should contribute to the
assurance of what the organization defines as quality. In education
',tutors, instructors and teachers are clearly a central partof this
process. Responses to the statement ‘I-understand what I am
expected to do about QA yielded the followmg results from tutors in
~the literacy service: : :

Only 58% of all respondents said they understand what they are
expected to do about QA. 21% say they do not know and the
remaining 21% are uncertain. Of the subgroup 83% of tutors with
over five years service say they understand what is expected and
only 33% of tutors with under five years service say they understand
what is expected of them. Apart from.the overall low level of
understanding of tutor’s role in QA the recurring theme of newer
tutors not being involved in QA should be a source of concern as it
is unlikely that this is due to any resistance on their part.

Correcttve action

QA systems are needed to check everythmg is working to plan and
when things go wrong procedures for corrective action are required.
Simply put, when things go wrong, there should be agreed ways of
putting them right. This question was put in the survey. Only 49%
of the respondents agree-with this statement, 34% disagree.
Respondents who agree with this statement comprise 59% of tutors
with over five years service and 38% of tutors with less than five
years service. This 40/60 split between over and under five year s
service is fairly consistent throughout the survey.

Documentation i :

Tutors were -asked to respond to the statement that QA is a means-of
documenting what is already done. The question was put in this way
to avoid leading the respondents. By taking this approach it is
possible that the responses are not an indication of agreement or
disagreement with the commonly held view that QA is only a paper
exercise. On this issue 37% neither agree nor disagree, 50% agree
and 13% disagree.

All tutors have a part to play in QA

There was almost 100% agreement with this statement and the
distribution of responses is broadly similar across all subgroups. It
is not possible therefore to interpret he responses as either
_enthusiasm for QA or a statement that the additional work should be
shared equally.
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Internally or externally evaluated

Questions 8 and 9 in the survey were intended to test for internal or
external focus on the basis that internal self evaluated QA is about
quality enhancement or the pursuit of excellence and externally
evaluated systems are often no more than conformance. This line of
investigation would have been easier to pursue if the Chi-squared
test of independence had indicated that both questions were
dependent or associated with each other. Despite laborious checking
this proved not to be the case and the analysis took another
direction.

Provision of information about QA

Responses to the statement ‘I need more 1nf0rmat10n about QA’
provide a useful summary of responses to some of the previous
questions and they pose a question as to whether QA in the literacy
service 1s solely in the hands of the long serving tutors who have
been involved in the EQF from its implementation. This may make
sense in terms of integrating the FETAC system but it is not an
indicator of a robust internally focused self evaluation QA system.
Further research could easily establish if this is the case but
unfortunately this must wait until classes resume in September
2007. This does not inhibit our ability to draw conclusions from the
data as presented and these are set out in the next section.

In this case:

88% of tutors with less than five years service say they need more
information. This corroborates the findings on previous questions

i.e. that awareness of QA .and involvement in QA among this group
is far lower than with tutors W1th over five years service.

71%, of tutors that are involved in 1:1 tuition say they need more
,1nformat10n :

68% of all tutors say they need more information.

64% of tutors prov1d1ng group tuition only say they need more
information.

Only 45% of tutors with over five years service say they need more
information and »

24 respondents or 50% of the overall responses took the opportunity

to give open ended views on QA in adult literacy. The open ended
responses are summarized and listed below in table 5.
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Table 5: Open ended responses to survey

Service Tuition Responses
Years Type
1]+5 Group FETAC should not take over the from internal system
2/2105 Group Lack of funding for QA
3| +5 -Group Need the whole picture of QA
412105 Grp/1:1 Management commitment is confusing, QA means more
' paper and shows a lack of trust in tutors
S5|+5 Group QA is great success as it involves everyone
6|2toS Grp/1:1 Not possible to implement due to lack of resources
712t05 Group Given no information, know nothing about QA
812t05 Group QA is important, it would help if things were moved along
_ faster
9| +5 Group EQF is like the bible for literacy tutors
10 | +5 Group EQF & FETAC both beneficial and serve together to
: progress students
11| +5 Group Familiar with EQF but not FETAC Tutors have no say and
the old way of working will disappear :
12 | +5 Group EQF provides guidelines for achieving quality. FETAC
provides verification '
13 ] -1 Group Don’t think tutors in general are familiar with the issues
14| -1 Grp/1:1 Haphazard approach. Needs to be explained in a more formal
setting ‘
15{2to5 Grp/1:1 Increase in paperwork will deter new tutors from joining the
\ service '
16 [ +5 Grp/1:1 Sketchy knowledge. Believes it is useful for assessment and
for identifying work to be done
17 | +5 Grp/1:1 QA is an ideal that takes up extra time filling forms ‘
18(2to S Grp/1:1 EQF has given me an opportunity to put forward my ideas
- o for improvement
19 | 2 to5 Group QA needs more coverage and written information
20 | +5 Group Before QA most tutors were providing an excellent service
21 ] -1 Group QA not covered in tutor training
22 | 45 Grp/1:1 Managers do not have time to involve tutors in QA. Many
' tutors unaware of QA
23 | +5 Grp/1:1 Ongoing information required to ensure standards are
maintained
2412t05 Grp/i:1 A lot expected by FETAC. More resources needed.
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Observations on the open ended responses.

Open ended responses were split 50/50 between tutors with more or
less than five years service. 14 respondents are involved in group
tuition only and 10 are involved in both group and one to one
tuition. As the profile of tutors who provided qualitative open ended
responses is similar to the profile of tutors in the overall survey it
seems reasonable to accept that the qualitative information is
representative of the overall survey.

8 of the open ended responses state that tutors have no information
or insufficient information on QA.

7 open ended responses complained of more paperwork and a
shortage of resources to back up QA in the.literacy service. One of
these believes QA shows a lack of trust in tutors and another states
that tutors were providing an excellent service before QA was
introduced.

4 respondents were very positive about the EQF system but did not
comment on the FETAC system

2 respondents said that the EQF and FETAC systems were working
in tandem

1 respondent said that QA is important but that it Would"help if
things were progressed at a faster pace.

Conclusions

The mission and values of adult basic education/ adult literacy in
CDVEC are expressed in two different documents; the NALA /EQF
user guide and the CDVEC Adult Literacy Local Plans 2005-2008.
78% of all tutors are aware of the Mission of Adult Basic Education.
This includes almost all tutors who were in situ when the EQF was
introduced but about 40% of tutors who commenced since then have
no knowledge of-this mission.

72% of all tutors say they are aware of the Literacy Service
Mission. There is no great difference between the level of awareness
between new and old entrants to the service. Awareness of the
Literacy service’s mission is greater with tutors who are involved in
1:1 tuition than with any other group.

68% of tutors say they were briefed on the introduction of QA but

48% of tutors with less than five years service say they were not
briefed.
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68% of all tutors also say they need more information on QA but
most of these would appear to be tutors with less than five years
service (less than half the tutors with more than five years service
say they require more information and almost all tutors with less
than five years say they need more information). If the fundamentats
of effective QA require that the systems through which work will be
‘done are clear and communicated to everyone, this level of
‘communication about the operation of the system cannot be
considered adequate. -

[f effective QA requires that it must always be clear who'is
-responsible for what, the responses to the statement ‘I understand
what I am expected to do about QA’ would also be a source of
concern. In this case less than 60% of tutors said they understood
what they were expected to do about QA and only 33% of tutors
with less than five years service said they understood what they
were expected to do. ' o ‘

All the literature on QA . including guidelines from organizations
like the ISO HETAC, FETAC and ENQA emphasise that it is '
essentially an internal self evaluation process to enhance the quality
of and organizations goods or services. The role of the external
agencies 1s to approve the procedures used by the organization to
enhance what it defines as quality. Each organizations definition of
quality should be shaped by the needs of its customers and other
stakeholders.

Almost 70% of tutors believe that QA is an internal self evaluation
process and almost 50% believe it is an externally evaluated system
- for FETAC. Clearly a number of tutors agree with both statements
. but the fact that almost half the tutors see QA as an externally
evaluated system should.-be a cause for concern if the objective is
for QA to be.a process of quality enhancement or the pursuit of
excellence.

)

. Overall the answer to the research problem must be that QA in the
literacy service complies with the fundamentals of an effective
system if the objective is to meet the requirements of external
evaluation.

If the objective is quality enhancément or the pursuit of excellence
the existing system falls short in a number of areas including the
involvement of all tutors in QA, clarity about each tutors role in
QA, communications, training and briefing for all tutors and above
all, the articulation of a clear mission that places the pursuit of
excellence above all else.
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Recommendations

If the CDVEC Literacy Service encompasses 1:1 literacy tuition,
group tuition leading to FETAC awards and other forms of adult
basis education, perhaps it should have a common mission to which
all stakeholders can aspire.

Steps should be taken to ensure that the internal focus on QA from
the NALA EQF system is preserved in the transition to FETAC
accreditation. If the two systems are to be integrated, the ideal

- solution would be to have one set of QA policies and procedures for
the Literacy Service.that would preserve the participative self
evaluation process developed by NALA and also provide the
information required by FETAC. '

Whilst it is understandable from an operational point of view that
longer serving tutors with experience of QA would be more deeply
involved, in the implementation of a new system, there is a clear
need for briefing / training for all tutors in the operation of QA.

Information on QA should be included in the VEC courses for
tratning voluntary tutors. This would be particularly useful for
those tutors who graduate from voluntary-service to paid 1:1 and
group tuition. Although there are practical difficulties with
involving voluntary tutors in the EQF teams, these tutors should not
be left out of the loop in relation to QA and at the very least they
should be provided with information about progress and
developments on an ongoing basis.

A means of measuring performance in QA should be developed and

all stakeholders, including voluntary tutors, should be kept informed
of progress. '
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Appendix 2: Survey Questionnaire
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19 April, 2007 -

Dear Tutor:

I am ‘enclosing a questionnaire survey on qﬁah'ty assurance in the. CDVEC Literacy Service.

I am carrying out the survéy as part of a research project for a2 Degree in Humman Resources Management. 1

wish to assure you that the contents of the survey will be kept absolutely confidential and that information
that could identify respondents will not be disclosed under any circumstances. The information you provide
will only be used on an aggregated basis to identfy trends but, as you can -appreciate, the level of response

. will have a significant affect on my ability to identify such trends.

In anticipation'of your co-operation, [ have made a personal commitment to contrbute €1.00 to (a chanty)
for every completed survey and I would be more than happy to be in a position to make this contribution on

the basis of a 100% response.

Sincérely,

Finbar Duggan

.24 HAZELWOQOD, SHANKILL, CO. DUBLIN



SURVEY
Quality Assurance in the CDVEC Adult Literacy Service

Part A _
2 This part of the survey is designed to provide a profile of literacy tutors who have
responded to the survey

Q1 Gender-arevyou: Female
Male
Q2 Age- Which age bracket applies to you: 18-35
36-55
55 +

Q3 How long have you been working as a paid Tutor in the Literacy Service (please do notinclude

Q4

service as a voluntary tutor or in any another capacity).

.a) Less thén one year
b) 2 to S years
c) . More than five years

Do you provide .

a) ~ Both group and one to.one tuition
or
b) Group tuition only

or ' ) -

c) one to one tuition only




PartB : '
Quality Assurance in Adult Literacy / Adult Basic Education is addressed by two Quality

Assurance Policies; the NALA Evolving Quality Framework which was introduced to VEC's in
2000 and the FETAC Provider Quality Assurance Policy which was registered in November
2006. The Evolving Quality Framework provided much of the evidence that was needed for
FETAC registration and it will continue to provide evidence to support the quality assurance
requirements of FETAC. The following lists a number of statements about quality assurance in
the CDVEC Literacy Service. | would like you to reflect on your own experience and to indicate
your level of agreement with each statement

- o
(o] —
o 2 g
bt »
Please circle one answer for each question: © 2 o
' > e 3 x>
o () 10} E — ()]
c - N S D 8” c
= S = o 1%} e
= =) TR 2 =
2] < Z T (=] n
| have been briefed about how quality assurance works
Q 5. in the adult literacy service 1 2 3 4 5
All paid adutt Iiteracy' tutors have a part to play in quality
Q6 assurance A 2 3 4 5
Q7 | understand what | am expected-to do about quality’ ’ 2 3 4 5

assurance in adult literacy / adult basic education

Quality assurance is an internal self evaluation system -
1Q38 that improves the quality of adult llteracy tuition / adult 1 2 3 4 5
baSlC education.

Quality Assurance is an externally evaluated system to

Qs comply with FETAC registration 1 2 3 4 3
Quality assurance is a means of documenting what is

Q10 already done 1 2 3 4 S

Q11 When things go wrong in the adult literacy service, there - 1 2 3 4 5

is an agreed way of putting them right




)
g 3
g 5
) 5 & H
c b O (= c o
(<] et = @ © O..@
= =) [T "2] B2 = w
2 < Z3T 0O 0o
Management commitment to quality assurance is both
Q12 evident and visible 1 2 3 4 3
| am aware of the values and beliefs of adult basic
Q13 education as set out in the guiding principles of the 1 2 3 4 5
Evolving Quzlity Framework.
Q14 | am aware of the mission and values of the CDVEC 1 2 3 4 5
Literacy Service as set out in the Adult Literacy Plan ,
1 2 3 4 5

Q15 | need more information about Quality Assurance

" lliteracy service

-{Please use the space below to give any other views you may have about quality assurance in 'the adutt

Thank you for taking the time to complete this survey

Please return the completed survey in the enclosed
Stamped Addressed Envelope -




Appendix 3: Chi-square tests of independence
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CHI -SQUARED TEST OF INDEPENDENCE

Null hypothesis: The answers to QB and Q9 are INDEPENDENT

Aitemative hypothesis: The answers to Q8 and Q9 are DEPENDENT in some way

Observed: Question 8

Observed: Question 9

Question 8: 50%
Question 9: 50%

Observed ()
140
7.0
17.0
16.0
1.0
15.0
30
50
0.0

4.0 ‘

ACCEPT THE HYPHOTESIS: QUESTIONS B AND § ARE INDEPENDENT'

' Likart scale

O-E

Expected (E) O-E squa
105 35
10.5 -3.5
16.5 0.5
16.5 -0.5
130 -2.0
13.0 20
40 -10
4.0 1.0
20 -2.0
2.0 20

123
123
03
03
40
40
10
10
40
40

2

-3

4

140
70

17.0
16.0

10
150

3.0
5.0

0.0

4.0

21.0

33.0

28.0

80

4.0

105
105

18.5
16.5

13.0
13.0

40
40

20
2.0

21.0

330

26.0

8.0

4.0

O-E

Actual Chi Squared:

Degrees of freedom: (2-1 rows) x (5-1 columns)

Critical Chi Square @& 5% mangin of emor

1.147
0.02
0.02
0.31
0.31
0.25
025
2.00

7.48
=t

4.00
9.48

Excel CHITEST

0.11




CHI -SQUARED TEST OF INDEPENDENCE
Null hypothesis. The enswers to OB and Q5 are INDEPENDENT
Altemative hypothesis: The answers to Q8 and Q5 are DEPENDENT in some way

Likart scale 1.2 3 4 5
Observed: Question 8 . 140 170 110 30 0O
Observed: Question 5 140 180- 40 80 30
280 350 150 110 3.0
Expecied: Question 8: 50% ' 140175 75 55 15
Expected: Question 5: 50% 140 175 75 55 15
' 280 350 150 110 30

sgua_ ; squa
Observed (O) Expected (E) OE red red/

140 140 00 0.0 0.00
14.0 14,0 0,0 00 0.00
170 . 175 0.5 0.3 0.01
180 175 05 03 : 0.01
11.0 75 35 12.3 : 183
a0 <15 35 123 1.63
3.0 5.5 2.5 8.3 ) ' 1.14
8.0 - 55 25 6.3 1.44
0.0 15 5 2.3 1.50
3.0 15 15 23 150
Actual Chi Squared: 8.67
Degrees of freedom: (2-1 fows) x (5-1 columns) 4.00
o Critical Chi Square @ 5% margin of error . 9.48

ACCEPT THE HYPHOTESIS: QUESTIONS 6 AND 8 ARE INDEPENDENT

Excel CHITEST

0.07




CHI -SQUARED TEST OF INDEPENDENCE
Null hypothesis: The answers to QB and Q6 are INDEPENDENT
Altemative hypothesis: The answers to Q8 and Q6 are DEPENDENT in some way

Likart scale 1 2 3 4 5
Observed: Question 8 140 170 110 30 00
Observed: Question 8 200 170 00 00 1.0
430 340 110 30 10
Expected: Question 8: 50% 215 170 55 15 05
Expected: Question 8: 50% . 215 170 55 15 05
430 340 110 30 10

Observed (0) Expected (E) - O-E O-E squared O-E squared®

140 215 -7.5 58.3 2.62

. 200 2.5 7.5 A 56.3 262
- 17.0 170 0.0 00 000

17.0 17.0 0.0 0.0 0.00

. 11.0 55 55 303 . 550
00 55 5.5 303 . 550

3.0 15 15 23 o 1.50

0.0 15 A5 23 : 1.50

0.0 05 0.5 03 0.50

1.0 05 0.5 03 _050

Actual Chi Squared: Ag_

Degrees of freedom: (2-1 rows) x (5-4 columns) 4.00

Critical Chi Square @ 5% margin of error 9.48

REJECT THE HYPHOTES!S: QUESYIONS B AND 6 ARE ASSOCIATED

Excel CHITEST

0.00




CHI -SQUARED TEST OF INDEPENDENCE

Null hypothasis: The answers to Q8 and Q7 are INDEPENDENT

Aliemative hypothesis: The answers to Q8 and Q7 are DEPENDENT in some way

Likart scale

Observed: Question 8
- Observed: Question 7
Expected: Question 8: 50%
Expected: Question 7: 50%
Observed {O) Expected (E)
140 13.0
12.0 13.0
17.0 16.0
15.0 18.0
10 105
10.0 105
3.0 5.5
8.0 55
00 1.0
20 10

1 2

3

4

" 140 170

12.0 150

11.0
10.0

30
8.0

0.0
20

280 320

21.0

11.0

20

13.0 16.0
13.0 180

10.5
10.5

55
55

10
1.0

26.0.32.0

21.0

11.0

2.0

O-E O-E squared O-E squared/E

10
-1.0
10
10
0.5
-0.5
-2.5
25
-1.0

10

1.0
1.0
10
1.0
03
0.3
8.3
6.3
1.0

1.0

Actual Chi Squered:
Degrees of freedom: (2-4 rows) X (5-1 columns)

 Critical Chi Square @ 5% margin of ervor

ACCEPT THE HYPHOTESIS: QUESTIONS B AND 7 ARE INDEPENDENT

0.08
0.08
0.08
0.06

Excel CHITEST

033




CHI -SQUARED TEST OF INDEPENDENCE
Null hypothesis: The answers to Q8 and Q10 are INDEPENDENT

Altlemative hypothesis: The answers to Q8 and Q10 are DEPENDENT in some way

- Likart scate
Obsefved: Question B
Observed: Question 10
Expected: Question 8: 50%
Expecled: Question 10: 50%
Observed (0) Expected (E)
14.0 10.0
8.0 10.0
17.0 170
70 17.0
110 14.0
170 140
30 45
.80 45
00
0.0

.1 2 3 4 5
140 170 110 30 00
6.0 170 170 80 0.0
200 340 280 980 00
10.0 170 140 45 00
10.6 170 140 45 00
200 340 280 90 00 )
O-E O-E squared O-E squared/E )
40 16.0 1.80
4.0 180 1.60
00 0.0 0.00
0.0 ) 00 "0.00
-3.0 2.0 0.64
*3.0 2.0 0.64
-15 23 0.50
15 23 0.50
Zero error
___ Zeroemor
) Actual Chi Squared: - ==5=.g Excel CHITEST 0.14
- Degrees of freedom. (2-1 rM) X (4-1 n;.olumné) 3.00
7.81

Critical Chi Square @ 5% margin of emor

ACCEPT THE HYPHOTES!S: QUESTIONS 8 AND 10 ARE INDEPENDENT




CHI -SQUARED TEST OF INDEPENDENCE

Null hypothesis: The answers to QB and Q11 are INDEPENDENT

Alternative hypothesis: The answers to QB and Q11 are DEPENDENT in some way

Likart scale

Observed: Question 8

Observed: Question 11

Expected: Question 8: 50%
Expected: Question11: 50%

Observed (O)
14.0
1.0
17.0
210
1.0
8.0
3.0
14.0
0.0
2.0

Expected (E)
75
7.5

18.0
180
a8
95
85
85
10
10

6.5
6.5
-2.0

2.0

1.5
-1.5
-55

55

-1.0

10 .

Degrees of freedom: (2-1 rows) x (5-1 columns)

Critical Chi Square @ 5% margin of error

REJECT THE i*lYPHOTESIS: QUESTIONS 8 AND 13 ARE DEPENDENT

1 2 3 _4 s

140 170 1106 30 00

1.0 210 BO 140 20

150 38.0 18.0_17.0 2.0

75190 95 85 10

75190 95 B85 10

150 38.0 19.0 170 20

O-EO-E squared  O-E squared/E
423 563
423 5.63
40 0.21
40 0.21
23 0.24
23 0.24
303 3.56
303 3.56
10 ‘100
J10 R

Aclual(.?hi Squared: é_gé
4.00
9.48

Excel CHITEST

0.00




CHI -SQUARED TEST OF INDEPENDENCE
Null hypomeéis: The answers to Q8 and Q12 are INDEPENDENT

Altemative hypothesis: The answers to Q8 and Q12 are DEPENDENT in some way

Likart scale 1. 2 3 4 5
Observed: Question 8 140 170 110 30 00
Observed: Question 12 170 180 60 3.0 1.0

310 380 170 60 1.0

Expected: Question 8: 50% 155 180 85 30 05
Expected: Question 12: 50% - 155 180 85 3.0 05

31.0 360 170 60 10

Obsesved (O) Expected (E) O-E O-E sguared O-E squared/E

140 15.5 15 23 0.15
17.0 155 15 23 0.15
170 18.0 1.0 10 , 0.06
18.0 . 18.0 1.0 10 0.06
10 85 25 8.3 . 074
60 85 25 8.3 " o074
3.0 30 - 00 0.0 ' 0.00
30 . 30 . 0.0 0.0 R 0.00
00 . ' 05 ' 05 03 © 080 .
10 05 05 03 T _es0 - .
Actual Chi Squared: _287 . Excel CHITEST
Degrees of freedom: (2-1 rows} x (5-1 columns) 4,00
Critical Chi Square @ 5% margin of eror  ~ 9.48

ACCEPT THE HYPHOTESIS: QUESTIONS 8 AND 12 ARE INDEPENDENT



CHI -SQUARED TEST OF INDEPENDENCE

Null hypothesis: The answers to Q8 and Q13 are INDEPENDENT
Alternative hypothesis: The answers 1o Q8 and Q13 are DEPENDENT in some way

Likart scate

Observed: Question 8

Observed: Question 13

Expected: Question 8: 50%

Expected: Question 13: 50%

Observed (O)
140
17.0
17.0
190
110

7.0
30
30
00
' 00

ACCEPT THE HYPHOTESIS: QUESTIONS 8 AND 13 ARE INDEPENDENT

Expected (E)
155
155
18.0
18.0
9.0
9.0

3.0

O-E O-E squared ~ O-E squared/E

-1.5
1.5
-1.0
1.0
20
-2.0
0.0
0.0

23
23
1.0
1.0
4.0
4.0
0.0

0.0

Actugl Chi Squared:

Degrees of freedom: (2-1 rows) X (4-1 columns)

Critical Chi Square @ 5% margin of emor

2 3 4 5
17.0 110 30 00
190 70 3.0 0.0
36.0 180 60 0.0
180 90 3.0 00
180 90 3.6 0.0
380 180 8.0 0.0
0.15
0.15
a.0e
0.08
0.44
0.44
0.00
0.00 - °
Zero ervor
Zeroel;rur
ég’ Excet CHITEST 0.73 '
3.00 -
7.81




CHI -SQUARED TEST OF INDEPENDENCE

Null hypothesis: The answers to QB8 and Q14 are INDEPENDENT

Altemnative hypothesis: The answers to QB and Q14 are DEPENDENT in some way

Likart scale

Observed: Question 8

Observed: Question 14

Expected: Question 8: 50%

Expected: Question 14: 50%

-Observed (O}
14.0
10.0

170

23.0
11.0

6.0

30

70
0.0

. 0O

ACCEPT THE HYPHOTESIS: QUESTIONS 8 .AND 14 ARE INDEPENDENT

Expected (E)

120

120

20.0

200

8.5

-85

5.0

. 50

O-E O-E squared  O-E squared/E

20
-20
-3.0

3.0

25

25

2.0
2.0

4.0
40
9.0
9.0
63
6.3
40

4.0

Actual Chl Squared:

1 2 3 4 5
140 170 110 30 00
100 230 60_ 7.0 00
240 40.0 170 100 00
120 200 85 50 00
120 200 B85 50 00
240 400 17.0 100 0O
033
0.33
045
0.45
0.74
074
0.80
080
Zero error
Zero error
484 Excel CHITEST
3.00 ) i

Degrees of freedom: (2-1 rows) x {(4-1 columns)

Critical Chi Sq_uere @ 5% margin of error

0.20.




CHI -SQUARED TEST OF INDEPENDENCE
Null hypothesis: The answers to Q8 and Q15 are INDEPENDENT

Altemative hypothesis: The answers to Q8 and Q15 are DEPENDENT in some way

Likart scale 1 2 3 4 5
Observed: Question 8 . " 140 170 110 30 00
' \Obsefved: Question 15 - ’ 120190 20 110 20

. ) : 26.0 38.0 13.0 140 290

" Expecied: Question 8: 50% 130 180 65 70 10
Expected: Question 15; 50% 13.0 180 65 70 1.0
260 360 13.0 140 20

Observed (O) Expected (E) 0O-E O-E squared O-E squared/E
14.0 13.0 1.0 1.0 0.08
120 13.0 -1.0 10 0.08
1.0 18.0 -1.0 10 006
19.0 18.0 10 1.0 0.08
11.0 6.5 45 203 . 312
20 65 4.5 20.3 To342
3.0 7'.0 -4.0 160 . 2.29
11.0 70 4.0 16.0 228
0.0 10 -1.0 1.0 1.00 Zero error
20 o 1.0 10 10 _1.00 Zero efror
Acttial Chi Squared: ;2‘?:
Degrees of freedom: (2-1 rows) x (5-1 columns) 4.00
Critical Chi Square @ 5% margin of emror 0.48

REJECT THE HYPHOTESIS: QUESTIONS 8 AND 15 ARE DEPENDENT



CHI -SQUARED TEST OF INDEPENDENCE
Null hypothesis: The answers to 09 and Q5 are INDEPENDENT

Altemnative hypothesis: The answers to Q9 and Q5 are DEPENDENT in some way

Observed (O)
70
14.0
18.0
18.0
15.0
4.0
- 6.0
8.0
4.0
30

ACCEPT THE HYPHOTESIS: QUESTIONS © AND 5 ARE INDEPENDENT

ixar
t

Observed: Question 8

Observed: Question 5

Expected: Question 9: 50%"
Expected: Question 5; 50%

OE
Expected (E) O-€ squa

105 35

10.5 35

17.0 -1.0

17.0 1.0

95 55

" es 55

8.5 N

65 1.5

35 05

35 05

123
12.3
1.0
1.0
303
303
23
23

" 03

03

Actual Chi Squared:

Degrees of freedom: (2-1 rows) x (5-1 coturns)

Critical Chi Square @ 5% margin of error

948

Excel CHITEST

1 2 3 4 5
70160 150 50 - 40
140 180 40 80 - 30.
"210 340 190 130° 7.0
105170 95 65 35
105 17.0_95 65 3.5
210 340 190 130 70
OE
squa

147

147

0.08

006

3.18

3.18

035

- 035

0.07

_oor

288

400

0.06




CHI -SQUARED TEST OF INDEPENDENCE
Null hypothesis: The answers to Q9 and Q8 are INDEPENDENT

Altemative hypothesis: The answers to Q9 and Q6 are DEPENDENT in some way

Likart scale
Observed: Quastion 8

Observed: Question 6

Expected. Question 8: 50%
Expected: Question 6: 50%

squa

Observed {O) Expetied (E) O-E red
70 ' 180 110
220 - ' 18.0 110
16.0 18.5 05
170 18.5 05
150 75 75
00 ) 7.5 75
50 25 25
00 25 25
40 25 15
1.0 ‘ 25 15 -

121.0
1210
03
0.3
56.3
56.3
8.3
8.3
23
23

1

2 3

4

7.0
29.0

18.0 150
170 0.0

5.0
0.0

40
10

38.0

33.0 150

5.0

5.0

180
18.0

165 7.5
185 75

25
25

25
25

38.0

33.0 150

5.0

5.0

squa
red/

Actual Chi Squared:

Degrees of freedom: (2-1 rows) x (5-1 columns)

Criticat Chi Square @ 5% margin of enor

REJECT THE HYPHOTESIS: QUESTIONS 9 AND 8 ARE DEPENDENT

8.72
6.72
0.02
0.02
7.50
7.50
2.50
2.50
0.80

0.80
38.27
=

4.00
9.48

Excet CHITEST




CHI -SQUARED TEST OF INDEPENDENCE
Null hypothesis: The answers to Q8 and Q7 are INDEPENDENT

Alternative hypothesis: The answers to Q9 and Q7 are DEPENDENT in some way

Likart scale 1. 2 3 4 5
Observed: Question 8 7.0 1860 150 50 40
Observed: Question 7 120 150 100 80 20

190 31.0 250 130 6.0

Expected: Question 9: 50% ' 9.5 1557125 - 85 30
Expected: Question 7: 50% . 9.5 155 125 85 3.0
.. . o 19.0 310 250 130 60

Observed (0) Expected (E) 0-E O-Esquared  O-E squared/E
10 9.5 25 6.3 0.86
12,0 2.5 25 63 0.86
18.0 155 0.5 03 0.02
15.0 155 05 03 0.02
15.0 12,5 25 6.3 0.50
10.0 12,5 -25 63 0.50

5.0 85 A5 23 035
8.0 6.5 15 23 035
o 30 10 10 033
20 30 1.0 10 ' _033
Actugl Chi Squared: é

Degrees of freedom: (2-1 rows) x (5-1 columns) 4.00

* Critical Chi Square @ 5% margin of emor 9.48

ACCEPT THE HYPHOTESIS: QUESTIONS 8 AND 7 ARE DEPENDENT *

Excel CHITEST

046 .




cHl UARED TEST OF INDEPENDENCE
Null hypothesis:  The answers to Q8 and Q10 are INDEPENDENT
Alternative hypothesis: The answers to Q9 and Q10 are DEPENDENT in some way

Likart scate 1 2 3 4 5
Observed: Question 9 ) . 70 160 150 50 40
Observed: Question 10 - 6.0 17.0 170 60 0.0
, ‘ 130 330 320 110 40 .
Expected: Question 9: 50% . : 65 165 1860 65 20
Expected: Question 10: 50% . ’ 65 165 160 55 20
' 130 330320 110 40
Obszerved (O) Expected (E) O-E O-E squared red/E
7.0 8.5 05 03 0.04
8.0 6.5 05 0.3 0.04
16.0 16.5 0.5 0.3 002
17.0 16.5 05 0.3 0.02
150 16.0 -1.0 10 0.08
17.0 18.0 1.0 1.0 0.06
5.0 55 05 0.3 0.05
6.0 55 0.5 0.3 0.05
40 2.0 2.0 4.0 2.00 Zero error
0.0 20 -2.0 :4.0 _2.00 Zero efror
" Actuat Chi Squared: _432 Excef CHITEST 0.35
Degrees of freedom: (2-1 rows) x (5-1 columns) 4.00
Crttical Chi Square @ 5% margin of emor $.48

ACCEPT THE HYPHOTESIS: QUESTIONS 5 AND 10 ARE DEPENDENT



CH! -SQUARED TEST OF INDEPENDENCE

Null hypothesis: The answers to Q8 and Q11 sre INDEPENDENT

Altemative hypothesis: The answers to Q9 and Q11 are DEPENDENT in sorme way

Likart scale

Observed: Question 8
Observed: Question 11
Expected: Question 9: 50%
Expected: Question 11: 50%

Observed (0) Expected (€)
70 40
10 40

16.0 185
210 18.5
150 15
80 145
50 95
140 95
40 3.0
20 30

REJECT THE HYPHOTESIS: QUESﬂdNS 9 AND 11 ARE DEPENDENT

O-E O-E squared red/E

3.0
-30
-2.5

25

3.5
-35
45

45

1.0
-1.0

8.0
9.0
63
63
123
123
203
203
10
10

1

2 3

4

5

7.0
1.0

16.0 15.0
210 BJO

50
14.0

4.0
20

8.0

37.0 230

18.0

8.0

4.0

40

18.5 115
185 115

8.5
9.5

3.0

3.0

80

370 23.0

18.0

6.0

Actual Chi Squared:

Degrees of freedom: (2-1 rows) x (5-1 columns}

Critical Chi Square @ 5% margin of error

2.25
225
0.34
0.34
1.07
1.07
213
213
0.33
033
Jz24
4.00
9.48

Excel CHITEST

0.02




CHI SQUARED TEST OF INDEPENDENCE

Null hypothesis: The answers to Q9 and Q12 are INDEPENDENT

Allernative hypothesis: The answers to Q9 and Q12 are DEPENDENT in some way

Likart scale

Observed: Question 8

Observed: Question 12

Expected; Question 9: 50%

Expected: Question 12: 50%

Observed (0)
70
170
16.0
19.0
150
8.0
50
3.0
40
1.0

Expected (E)
12.0
12.0
17.5
17.5

-10.5
105
40°
40
25
25

-5.0
5.0
-1.5
1.5
45
4.5
1.0
-1.0
1.5
-1.5

Degrees of freedom: (2-1 rows) x (5-1 columns)

1.2 3 4 5

70 160 150 50 4.0

170 180 60 30 10

240 350 210 80 50

120 175 105 40 25

120 175 105 40 25

240 350 210 80 50

O-E O-E squared  O-E squared/E

25,0 2.08
250 2.08
23 0.3
23 043
20.3 103
203 103
10 0.25
1.0 0.25
" 23 0.80
23 _080
Actual Chi Squared: Joss
4,00
9.48

Critical Chi Square @ 5% margin of eror

REJECT THE HYPHOTESIS: QUESTIONS 9 AND 12 ARE DEPENDENT *

Excel CHITEST

0.03




CHI SQUARED TEST OF INDEPENDENCE

Null hypothesis: The answers to QB and Q13 are INDEPENDENT
is: The

Abermative hvnath

g YP

Likart scale

Observed: Question 9

Observed: Question 13

Expected: Question 8 : 50%

Expected: Question 13: 50%

Observed (O)
7.0
17.0
16.0
180
15.0
7.0
50
30
40
0.0

REJECT THE HYPHOTESIS: QUESTIONS 8 AND 13 ARE DEPENDENT

Expected (E)
' 120
12,0
175
17.5
10
1.0
40
40
20
20

O-EO-E squared
5.0 250
50 25.0
45 23
15 23
4.0 18.0
40 16.0
10 10
1.0 10
20 40
20 40

s to Q9 and Q13 are DEPENDENT in some way

Actual Chi Squared:

Degrees of freedom: (2-1 rows) x (5-1 columns)
Critical Chi Square & 5% margin of emmor

1 2 3 4 5
70 180 150 50 40
170 120 70 30 0.0
240 350 220 BO 40
120 175 11.0 40 20
120 175 110 40 20
24,0 350 220 B8O 40
O-E squared/E

2.08

2.08

0.13

0.13

145

1.45

0.25

0.25

2.00 Zefo efror

2.00 Zero error

11.83

3.00
948

Excel CHITEST

0.02




CHI UARED TEST OF INDEPENDENCE
Null hypothesis: The answers to Q8 and Q14 are INDEPENDENT

Alternative hypothesis: The answers to Q9 and Q14 are DEPENDENT in some way

Likart scale 1 2 3 4 5
Observed: Question 8 . 70 160 150 50 40
" Observed: Question 14 100 230 €60 7.0 _ 00

17.0°39.0 21.0 120 40

Expected: Question 8; 50% 85 195 105 60 20
Expected: Question 14; 50% 85 195 105 60 20
17.0 380 21.0 120 4.0

O-E O-E

Observed (O) Expected (E) O-E squa squa
7.0 85 1.5 23 0.28
10.0 8.5 .15 23 0.26
16.0 19.5 -35 123 0.63
230 18.5 35 12.3 0.63
15.0 105 4.5 20.3 1.9_3
6.0 10.5 45 203 193
5.0 6.0 -1.0 10 0.17
7.0 8.0 1.0 1.0 0.17
40 20 2.0 . 40 ' 2.00 Zero emor
00 20 20 40 _2.00 2ero eror
Actual Chi Squared: _oo8 Excel CHITEST 0.04
Degrees of freedom: (2-1 rows) x (5-1 columns) 3.00
Critical Chi Square @ 5% margin of error 848

THE HYPHOTESIS: QUESTIONS 9 AND 14 ARE DEPENDENT




CHI .SQUARED T OF INDEPENDENCE

Null hypothesis: The answers to Q9 and Q15 are INDEPENDENT

Alternative hypothesis: The answers to Q8 and Q15 gre DEPENDENT i some way
Likar

t 1 2 3 4 5
Observed: Question 8 7.0 160 150 50 40 *
Observed: Question 15 . 120 190 20 110 20

190 350 170 160 6.0

Expected: Question : 50% 95175 85 80 30
Expected: Question 15: 50% 95 1756 85 80 30
19.0 350 170 160 60

vbs Expe
erve cted O-E O-E squared O-E squared/E
7.0 9.5 25 63 0.66
12.0 8.5 25 6.3 0.86
18.0 7.5 -1.5 23 0.13
1.0 175 15 23 0.13
15.0 ‘ 8.5 6.5 423 497
20 85 8.5 423 497
5.0 8.0 -3.0 0.0 113
11.0 8.0 3.0 0.0 1.13
40 30 1.0 1.0 0.33 Zero error
20 3.0 -1.0 10 _0.33 Zero error
Actual Chi Squared: Ja4s Excel CHITEST _b.o1
Degrees of freedom: (2-1 rows) x (5-1 columns) 4.00
Critica) Chi Square @ 5% margin of emor 0.43

REJECT THE HYPHOTES!S: QUESTIONS 8 AND 15 ARE DEPENDENT



APPENDIX

Observed -over 5 80 120 0.0 20 00
Observed-under 5 5.0 6.0 4.0 6.0 3.0
140 180 40 8.0 3.0
Expected Q5 -over 5 7.0 9.0 20 40 15
Expected Q5 - unders 7.0 00 20 4.0 1.5°
14.0 18.0 4.0 8.0 3.0

Null hypotheses: the answers are Independent
Allernative hyphoteses: they are dependent in some way

Observed Expected o-e 0-e8q o-e sule
9 7 2.0 40 . 06
5 7 -20 4.0 . 08
12 9 3.0 8.0 1.0
[ 8 =30 8.0 1.0
[\ 2 -2.0 40 20
4 2 20 40 20
2 4 -2.0 40 10
8 4 2.0 4.0 10
0 1.5 -1.5 23 T15
3 1.5 1.5 23 1.5
Actuat chi-squared . 121
., Degrees of freedom: 40
Critical Chi Square @ 5% margin of error ©.48

Alternative hyphoteses: Q's 5 are associated in some way

Observed -over 5 16.0 7.0 00 0.0 0.0
Observed -under 5 13.0 100 0.0 0.0 1.0

200 17.0 0.0 0.0 1.0
Expected-over 14.5 8.5 00 0.0 0.5
Expected - under5 - 14.5 B85 0.0 0.0 0.5

20 170 OO 0.0 10

Nufl hypotheses: the answers are independent
Alternafive hyphateses: they are associated in some way

Observed Expected o-e 0-e8q o-e sgfe

16 7 '9.0 B1.D .18

13 7 8.0 36.0 5.1

7 ] -20 40 04

10 9 1.0 10 0.1

0 2 -2.0 40 20

0 2 -2.0 40 20

0 4 -4.0 16.0 40

0 4 --4.0 16.0 4.0

0 1.5 -15 23 , 15

1 1.5 0.5 03 0.2

Actual chi-squared - 309
—

Degrees of freedom: _ 3.0
7.82

Critical Chi Square @ 5% margin of error

Alternative hyph they are lated in some way



Observed -over 5 100 80 20 20 0.0
Observed -under 5 29 60 80 6.0 20
120 150 10.0 8.0 290
Expected -over 5 6.0 75 50 4.0 1.0
Expected - unders 6.0 7.5 5.0 4.0 1.0
. 120 150 100 8.0 2.0
Null hypotheses: the answers are independent
Altemative hyphoteses: they are associated in some way
Observed Expected c-e o-esq o-e 8q/e
10 6 . 40 16.0 27
2 6 4.0 16.0 2.7
8 7.5 1.5 23 0.3
6 7.5 -1.5 23 0.3
2 5 -3.0 8.0 18
8 5 30 8.0 1.8
2 4 -2.0 4.0 10
8 4 20 40 1.0
0 1 -1.0 1.0 1.0
2 1 1.0 1.0 1.0
Actual chi-squared 13.5
Degrees of freedom: 4.0
8.48

Critical Chi Square @ 5% margin of error

Alternative hyph they are lated in sOMo way
Qs .
Observed -over 5 8.0 80 50 . 1.0 0.0
Observed -under 5 6.0 8.0 60 2.0 0.0
140 17.0 110 3.0 0.0
Expected -over 5 7.0 85 55 15 0.0
Expected - under5 7.0 85 55 1.5 0.0
140 170 11D 3.0 0.0
Null hypoth : the S 10 are independent
Alternative hyphoteses: they are associated in some way
Observed Expected o6 005Q o€ sg/e
8. 7 1.0 1.0 0.1
6 7 -1.0 1.0 “01
'] 8.5 0.5 0.3 " 00
8 8.5 05 0.3 0.0
5 5.5 0.5 0.3 0.0
[ 55 05 0.3 0.0
1 1.5 -0.5 0.3 0.2
2 15 0.5 0.3 0.2
- 0
Actual chi-squared 0.8
Degrees of freedom: 3.0
7.82

Critical Chi Square @ 5% marygin of error -

Accept null hypotheses: the answers to are independent




'
Observed -over 5
Observed -under 5

Expected -over 5
Expected - unders

Nuil hypotheses: the

30 120 40 20 20
40 4.0 110 3.0 2.0
7.0 18.0 150 50 4.0
3.5 B0 75 25 20
3.5 B0 75 2.5 20
70 180 150 50

5 to are indep

Altemative hypholeses: they are associated in some way

40

A

the

. hveoth
pt null hyp

Observed Expe o€ o-esg o-e sg/e
3 3.5 0.5 0.3 0.1
4 3.5 0.5 03 0.1
12 ] 4.0 16.0 20
4 B8 40 186.0 2.0
4 7.5 -3.5 123 1.6
1 75 - 35 123 1.6
2 25 0.5 0.3 0.1
3 25 0.5 a3 0.1
2, 2 0.0 0.0 0.0
2 2 0.0 0.0 0.0
Actual chi-sgquared 7.6
Degrees of freedom: 4.0
Critical Chi Square & 5% margin of esror .48
Accept null hypotheses: the 8 to are independet
Observed -over 5 5.0 a0 70 20 0.0
Observed -under 5 1.0 8.0 10.0 4.0 0.0
60 170 170 6.0 0.0
Expected -over 5 3.0 85 85 3.0 0.0
Expected - underS 3.0 85 85 3.0 Q.0
60 17.0 170 6.0 0.0
Null hypotheses: the answers to are independent
Alternative hyphoteses: they are assodiated in some way
Observed Expected o€ oesqg o-e sgfe N
5 3 20 40 1.3
1 3 -2.0 4.0 1.3
9 8.5 0.5 0.3 0.0
-] 8.5 0.5 03 0.0
7 8.5 -1.5 23 0.3
10 8.5 1.5 23 03
2 © 3 -1.0 1.0 0.3
4 3 1.0 1.0 03
o
0
Actual chi-squared 3.8
p——"1
Degrees of freedom: 3.0
Ciitical Cht Square @ 5% margin of error 7.82

s to are independent




Observed -over 5 00 130 20 6.0 10
Observed -under 5 1.0 80 6.0 8.0 1.0
10 210 80 14.0 20
Expetiet -over 5 05 105 40 70 1.0
Expected - unders 05 105 40 . 7.0 1.0
16 210 890 14.0 2.0
Null hypotheses: the answers to are independent
Alternative hyphoteses: they are associated in some way
Observed Expected o-e o0-esq o-e sgfe
] 0.5 0.5 0.3 0.5
1 0.5 05 0.3 0.5
13 10.5 25 8.3 0.6
8 10.5 -2.5 8.3 0.6
2 4 2.0 40 1.0
[ 4 20 4.0 1.0
6 7 -1.0 ° 1.0 0.1
8 7 10 1.0 0.1
1 1 0.0 0.0 - 00
1 1 0.0 0.0 0.0
Actuat chi-squared 4.5
_—
Degrees of freedom: 4.0
Critical Chi Square @ 5% margin of error .48
Accept null hypotheses: the s to are independ
Qbserved ~over 5 12.0 7.0 20 1.0 1.0
Observed ~under 5 50 120 40 2.0 0.0
170 190 6.0 3.0 1.0
Expected -over 5 8.5 85 3.0 15 0.5
Expected - underS 85 95 30 15 05
170 190 8.0 30 1.0
Null hypothesaes: the to ave & dent
Altemative hyphoteses: they are associated in some way
Observed Expected o-e o0esq o-e sg/e
12 B5 35 123 i4
5 8.5 -3.5 12.3 14
7 2.5 -2.5 6.3 0.7
12 0.5 25 6.3 07
2 3 -1.0 1.0 0.3
4 3 1.0 1.0 0.3
1 16 05 g3 0.2
2 1.5 05 03 . 0.2
t 0.5 0.5 0.3 0.5
0 0.5 05 0.3 05
Actual chi-equared 8.2
—_—=
Degrees of freedom: 4.0
Critical Chi Square @ 5% margin of eror 948

5 o

Accept nuil hypoth

the

s 10 are indep




rvnoth
Null hyp the

3 to are indep

Observed -over 5 120 100 10 0.0 00
Observed -under 5 5.0 9.0 60 3.0 0.0
170 180 790 3.0 0.0
Expected -over 5 8.5 85 35 1.5 0.0
Expected - under5 8.5 95 35 1.5 0.0
170 1980 70 30 0.0
Null hypotheses: the s to are independent
Altemnative hyphoteses: they are associated in some way
Qbserved Expected o€ o-esg o-e sq/e
12 8.5 3.5 12.3 14
5 8.5 -3.5 123 t4
10 .5 0.5 03 0.0
] 9.5 05 . 03 0.0
1 35 -2.5 6.3 18
[ 35 25 8.3 1.8
0 1.5 -1.5 2.3 1.6
3 1.5 1.5 23 15
0
[
Actual chi-squared 9.5
i
Degrees of freedom: 3.0
Critical Chi Square @ 5% margin of error 7.82
Alternative hyph they are d in some way
o4
Observed ~over 5 70 110 3.0 2.0 0.0
Observed -under 5 30 120 30 5.0 0.0
100 230 8.0 - 70 00
Expected -over § 50 115 30 35" 00
Expected - unders 50 115 30 3.5 0.0
- 100 230 60 10 0.0
Nul ",,- th : the s to are ind P dent
Aftemnative hyphoteses: they are associated in some way
Observed Expected oe oesq o-e sgle
7 5 . 20 40 08
3 5 -20 4.0 08
11 11.5 0.5 0.3 0.0
12 11.5 0.5 0.3 0.0
3 3 0.0 0.0 0.0
3 3 0.0 0.0 0.0
2 35 -1.5 23 06
5 35 1.5 2.3 06
0 .
[
Actual chi-sguared 2.9
——=-..
Degrees of freedom: : 3.0
Criticat Chi Square @ 5% margin of error 7.82




Observed -over 5
Observed -unhder 5

Expected -over 5
Expected - underd

Null hypotheses: the answers to are independent

Alternative hyphoteses: they are associated in some way

Observed Expected

2 B
10 6
B 8.5
11 a.5
1 1
1 1
9 5.5
2 5.5
2 1
0 1
Actual chi-squared
Degrees of freedom:

Critica! Chi Square @ 5% margin of error

-

2.0 80 10 9.0 2.0
100 110 10 2.0 0.0
120 190 2.0 11.0 2.0

8.0 95 1.0 55 1.0

8.0 95 1.0 55 1.0
120 190 20 11.0 2.0

oe oesy o-e sgle

4.0 16.0 c 27

4.0 16.0 2.7
-1.5 23 0.2

15 2.3 0.2

0.0 00 0.0

0.0 0.0 0.0

3.5 123 22
-3.5 123 2.2

1.0 10 10
-1.0 1.0 1.0

12.3
E— 1
. 40
0.48

Alternative hyphoteses: they are associated in some way




Q5

Observed :Both 4.0 12.0 20 2.0 1.0
Observed :Group 10.0 6.0 2.0 6.0 2.0
14.0 18.0 4.0 8.0 3.0
Expected 7.0 9.0 20 4.0 1.5
Expected 7.0 9.0 2.0 4.0 1.5
: 14.0 18.0 4.0 8.0 3.0
Null hypotheses: the answers are independent
Alternative hyphoteses: the answers are associated in some way
Observed Expected o-e 0-e sq " o-esgle
4 14.5 -10.5 110.3 76
10 7 3.0 9.0 1.3
12 7 50 250 36
6 9 -3.0 9.0 1.0
2 9 -7.0 49.0 54
2 18 -16.0 256.0 14.2
2 2 0.0 0.0 0.0
-6 2 4.0 16.0 T
1 4 -3.0 .80 2.3
2 4 2.0 4.0 1.0
Actual chi-t 1.5 , _ .36.4
1.5 Degrees of freedom ‘ 4
Critical Chi-square @ 5% 9.48
Alternative hyphoteses: the answers are associated in some way
Q7
Observed:Both 4.0 12.0 20 2.0 1.0
Observed :Group 10.0 6.0 20 6.0 2.0
' 14.0 18.0 4.0 8.0 3.0
Expected 7.0 9.0 - 2.0 4.0 1.5
Expected 7.0 9.0 - 20 4.0 1.5
14.0 18.0 4.0 8.0 3.0
Null hypotheses: the answers are independent
Alternative hyphoteses: the answers are associated in some way
Observed Expected o-e o-e sq o-e sq/e
4 145 -10.5 110.3 7.6
10 7 3.0 9.0 1.3
12 7 5.0 250 3.6
6 9 -3.0 8.0 1.0
2 9 -7.0 480 54
-2 18 -16.0 256.0 14.2
2 2 0.0 0.0 0.0
6 2 4.0 16.0 _ ,
1 4 -3.0 9.0 2.3
2 4 -2.0 4.0 1.0
Actual chi-¢ 1.5 36.4
1.5 Degrees of freedom T 4
Critical Chi-square @ 5% 9.48}




Qé

Observed :Both _ 120 9.0 0.0 0.0 0.0
Observed :Group 17.0 8.0 0.0 0.0 1.0

: 29.0 17.0 0.0 0.0 1.0].
Expected 14.5 8.5 0.0 0.0 - 0.5
Expected 14.5 8.5 0.0 0.0 0.5
29.0 17.0 0.0 0.0 1.0

Null hypotheses: the answers are independent
Alternative hyphoteses: the answers are associated in some way

Observed Expected o-e 0-€ 8q o-e sqle
12 14.5 2.5 6.3 0.4
17 14.5 25 6.3 0.4
9 8.5 0.5 0.3 © 0.0
8 8.5 . -0.5 0.3 0.0
0
0
0
0 ,
0.5 0.5 0.0 0.0 0.0
0.5 0.5 0.0 _ 0.0 0.0
Actual chi-squared : ' 0.9
Degrees of freedom .. 4
Criticat Chi-square @ 5% - . 9.48]- .-
Null hypotheses: the answers are independent
Qs ’
Observed:Both 4.0 10.0 3.0 3.0 0.0
Observed :Group - 10.0 7.0 8.0 0.0 0.0
14.0 17.0 11.0 3.0 0.0
Expected 7.0 8.5 55 15 0.0
Expected 7.0 -85 5.5 .15 0.0
' : 14.0 17.0 11.0 3.0 0.0
Null hypotheses: the answers are independent
Alternative hyphoteses: the answers are associated in some way
Observed Expected o-e o-e §q - o-esgle
4 7 -3.0 9.0 1.3
10 7 3.0 9.0 1.3
10 8.5 1.5 2.3 0.3
7 8.5 -1.5 2.3 0.3
3 5.5 25 6.3 1.1
8 55 25 6.3 . 1.1
3 1.5 - 1.5 2.3 1.5
0 1.5 -1.5 : 23 '
0 0
0 0
Actual chi-squared 6.9
: Degrees of freedom 4

Critical Chi-square @ 5% 8.48




Q9
Observed:Both
Observed :Group

Expected
Expected

-INull hypotheses: the answers are indepéndent ‘
Alternative hyphoteses: the answers are associated in some way
Observed Expected

W= bh 2NN W

Actual chi-squared

35
3.5
8
8
7.5
75
25
25
2
2

1.5

3.0 8.0 8.0 1.0 1.0

4.0 8.0 7.0 4.0 3.0

7.0 16.0 15.0 5.0 4.0

3.5 " 8.0 7.5 25 20

- 35 8.0 7.5 2.5 2.0
7.0 16.0 15.0 5.0 4.0
o-e o-e sq o-e sg/e

0.5 0.3 0.1

05 0.3 0.1

0.0 0.0 0.0

0.0 0.0 0.0

05 0.3 0.0

0.5 0.3 0.0

1.5 - 23 0.9

1.5 2.3

-1.0 1.0 0.5

10 1.0 0.5
: 2.1}

Degrees of freedom 4
Critical Chi-square @ 5% 9.48




Q10
Observed:Both
Observed :Group

Expected
Expected

-_—

—
QO AN2000M-=_201-

Actual chi-squared

3
3
8.5
8.5
8.5
8.5
3
3

1.5

Nuil hypotheses: the answers are independent
Alternative hyphoteses: the answers are associated in some way
Observed Expected

1.0 11.0 6.0 2.0 00
5.0 6.0 11.0 4.0 0.0
6.0 17.0 17.0 6.0 0.0
3.0 8.5 8.5 3.0 0.0
3.0 8.5 8.5 3.0 0.0
6.0 17.0 17.0 6.0 0.0
0-e o-2 $q o-e sq/e
-2.0 4.0 . 13
2.0 4.0 1.3
25 6.3 0.7
-2.5 - 6.3 0.7
-2.5 ' 6.3 .07
25 6.3 0.7
-1.0 1.0 0.3
1.0 1.0
59
Degrees of freedom 4
Critical Chi-square @ 5% 9.48




