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Teaching as a professional activity
for academic staff
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Professions are characterised in terms of three dimensions:

1. Practice is based upon a specialised body of knowledge.

2. Professional practitioners are required to have undergone a period of training –
organised by an accredited agency – prior to professional practice.

3. Professionals engage in ongoing professional development activities.

It would be extravagant to claim that university teaching is a fully-fledged profession,
equivalent to medicine, law, engineering, etc. Nevertheless, as a quasi- or embryonic
profession that seeks to bring a professional stance to its activities, there are a number
of structural elements (listed in Section 2.2.3) that would seem to be demanded:

1. Staff should be appropriately inducted, trained and supported in relation to their
teaching.

2. This training should be organised (and carried out to an extent) by a formally
established and adequately resourced educational development unit (EDU) or
similar body that is appropriately integrated into the institution’s quality assurance
and improvement (QA&I) structures.

3. Knowledge that is derived from appropriate research and literature should inform
the ongoing development of teaching and learning. Here, the EDU on campus
has a key role to play in accessing, disseminating, generating and assisting in the
application of relevant information.

4. As assessment of student learning outcomes is critical, there should be a
constructive alignment of intended learning outcomes, teaching and learning
arrangements, and methods for assessing learning outcomes.

Each of these propositions is discussed in turn below, with reference to specific
examples of practices within higher education institutions in Hong Kong.

5.1 Induction, training and support of staff with teaching
responsibilities

It is possible to broadly identify three groups of staff with teaching responsibilities:

1. Postgraduate students with teaching responsibilities/teaching assistants

In return for the postgraduate scholarships that they receive, postgraduate students
are normally required to engage in a limited amount of teaching activity (running
tutorials, supervising laboratories, marking undergraduate work) in their home
departments. Obviously, it makes sense to train them for this responsibility.
Another perspective is that this training is part of an overall curriculum which
prepares graduate students for careers in which – almost inevitably – they will be
required to teach in one way or another, either in universities or as part of a
professional career.
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Some universities also recruit less experienced/junior academics to work as
teaching assistants.

2. Newly appointed/inexperienced academic staff

All staff who are new to an institution benefit from an induction or orientation
programme that educates them about the overall structures of the university, the
culture, and the support systems and units that are there to help them with their
work. Some of this induction is best carried out at the level of the particular
department or faculty, while other aspects are more appropriately organised within
the compass of the whole university.

Apart from this general induction, there is a need to help prepare inexperienced
staff for their teaching responsibilities. While almost all academic appointees will
have significant background and expertise in research, few will have formal training
in teaching. Conventionally, professional training involves a significant period of
pre-service training. Given current orthodoxies within the tertiary education
sector, such a period of pre-service training in teaching is impractical. However,
it is possible to set up structures that support inexperienced staff in their early
teaching, and help them to develop a basis of knowledge, skills and confidence on
which they may subsequently build.

3. Academic staff at large

Academic staff at large will all have had teaching experience and developed varying
degrees of competence in respect of this role. If the activity of teaching is viewed
as a professional responsibility, then it is incumbent upon staff to continue to
develop/maintain their competence and stay abreast of recent developments related
to the teaching of their discipline. In various ways, institutions help to promote
this perspective and convert it into concrete actions.

The following sections discuss useful arrangements for each of these groups, together
with references to specific arrangements at particular universities in Hong Kong.

All of the activities that are discussed below are carried out by educational
development units, which are devolved responsibility on behalf of the particular
university, under the auspices of the university teaching and learning/quality
committee. The functions and activities of these units are described and discussed
more fully in Section 5.2.

5.1.1 Postgraduate students with teaching responsibilities/teaching
assistants

All universities in Hong Kong have some kind of arrangement for ensuring that
postgraduate research students receive training and support, though the scope of
that support and the particular arrangements vary. Probably the most important
principle associated with such programmes is that they should be valued – and seen
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to be so by both staff and postgraduate students. Three of the most important
characteristics that promote this perspective are the following:

1. The programmes should be mandatory.

2. They should be seen as an integral part of postgraduate students’ overall work
(and not an additional workload).

3. The programmes should offer some kind of certificate of accomplishment for
postgraduate students who record an appropriate level of accomplishment.

The arrangements in three universities that are outlined below exemplify these
principles in operation to a considerable extent.

University A
University A has in place a well-organised structure for the training and support of
its teaching assistants (TAs), which involves support and training at both the
departmental and institutional levels.21  In large part this is accomplished through
the establishment of a group of experienced TAs who act as mentors to less-
experienced TAs, and who also act as links with a postgraduate coordinator who is
appointed in each department.

The main features of the system are clear from the following institutional description:

Roles and duties

The TA Coordinators (TAC) Committee ... is made up of 15 experienced TAs
who are working as TA Coordinators in various departments. The major task
of the TACs is to work with PG Coordinators (PGCs) and the Educational
Development Unit to support TAs in their work as a group of experienced
peers. They also act as a “bridge” between the TAs and the department and
form a linking in the two-tier support service to all TAs at University A.

TACs currently work at two levels:

At the department level, they assist their PG Coordinators or their designees to
coordinate the work of the TAs and provide the needed peer support in their
daily operation. Their duties vary from department to department. Some
common duties include:

• Organise departmental briefing or orientation to new TAs.

• Coordinate the work of TAs and their use of TA room.

• Develop system to arrange timeslot of tutorials, TA office hours and the like.

• Organise class observation for new TAs.

• Plan, design, implement and analyse students’ evaluation of TA performance.

• Organise social and recreational activities.

21 The term “TA” (teaching assistant) will be used for the remainder of this particular discussion, though
actual nomenclature varies across campuses.
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• Attend regular meetings with PGC and EO to plan, organise and discuss TA
related issues.

• Collect statistics related to TAs work.

• Organise PG seminar series and edit conference proceedings.

• Set up course homepage and department homepage.

• Provide one-to-one assistance to TAs.

• Organise regular meetings with peers and faculty members.

• Have ongoing communication through email and/or personal contact with
other TAs.

• Organise peer review.

At the institutional level, the teaching assistant coordinators (TACs), through
the formation of the TAC Committee, meet regularly throughout the academic
year to plan and organise support services to all TAs at the university. Working
groups are formed to work on several major areas that include:

• TA training and development, e.g. organizing or ientation, workshops,
informal sharing sessions.

• TA evaluation (feedback from students), both paper and online modes.

• Information and resource service to TAs, e.g. creation of a TA homepage and
online discussion group.

• Recognition to good TAs and dissemination of effective practices, e.g.
organizing a Certificate Presentation Ceremony, publicity of TAs’ work, Best
TA Selection, etc.

In University A the value that is attached to the work of TAs and the structures that
assist them in carrying out that work are signified by the following:

• A Certificate of Accomplishment for successful completion of TA work.
• A TA Excellence Award for the best TAs.

These are presented at a high profile public ceremony that is attended by university
leaders.

University B
University B has recently established a comprehensive programme of initial training
for postgraduate students with teaching responsibilities. While it is not mandatory,
students are strongly encouraged to attend, and both the enrolment figures and the
feedback from those attending indicate that it is a valued initiative. The programme
consists of a sequenced set of course activities spread over several months, the main
sections of which are as follows:
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Module 1: Learning to teach at University B

Four two-hour sessions

Module 2: Developing teaching skills

Introduction to teaching, microteaching, peer classroom observation
and feedback, final reflection session (eight hours in class)

Module 3: Three electives (from a list of about six), each consisting of two
two-hour sessions

There is an option for those attending to complete a teaching portfolio, which is
assessed by staff of the educational development unit, and a certificate of
accomplishment is awarded to those who attain the required standard. Students
may also opt to not submit a portfolio, and gain a certificate of attendance.

The overall philosophy behind the programme can be gauged from the following
statement on the programme Web site:

Aim

The aim of this programme is to introduce you to some education concepts
and to help you to develop some basic teaching competencies. During the
interactive programme, you will take part in discussions about teaching and
learning, which focus on student centred approaches. You will be introduced
to a variety of methods to use with your classes at University B. You will have
the opportunity to observe experienced teachers, to practise teaching and to
give and receive written feedback. Participants will work co-operatively with a
learning partner as well as independently. This programme is a first step towards
a formal teaching qualification, for those who are interested in pursuing this
and is evaluated through either the submission of a teaching portfolio, or a
reflection essay ...

Goals

• To identify the learning needs/differences of students at University B.

• To develop teaching methods which take account of the students and the
subject.

• To examine ways of evaluating student learning.

• To practice giving a short lesson in a topic of your choice.

• To receive feedback on your teaching from a variety of sources.

• To observe an experienced teacher in your subject area.

• To become proactive and demonstrate the skills of life long learning through
working independently, or with a Learning Partner.

• To value yourself as a teacher and to approach teaching in a reflective and
thoughtful way.
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Programme

The “Learning to Teach” programme is a flexible, interactive programme,
designed especially for teaching assistants – postgraduate studentship holders
who are required to teach. The programme focuses on teaching in the university,
and basic teaching skills are set within theories of student-centred approaches.
Because the programme is interactive, you will be expected to work together
with other participants, to contribute your ideas and take part in a range of
activities.

University C
University C advises all postgraduate students with teaching responsibilities to attend
workshop sessions that are organised by the educational development unit.
Interestingly, postgraduate students attend the same programme that is organised
for new, inexperienced regular staff members (see University A, Section 5.1.2); as
such postgraduate students are seen as real teaching staff.

5.1.2 Newly appointed/inexperienced academic staff

Conceptually and practically there are two requirements for staff in this group:

1. A set of pre-service (or very early-service) activities designed to equip staff with a
minimum set of survival competences and confidence.

2. A more extended programme, throughout the early teaching experience that aims
to build on the above requirement.

University A
To some extent, all universities have implemented such programmes. University A
has a particularly well-developed set of activities that can be described briefly as
follows.

Under the general heading of “Introduction to University Teaching,” two levels of
courses are offered.

Level 1 is a certificate course with 18 hours of class contact, held prior to the
start of each semester, which aims to provide participants with new skills and
ideas for their first few weeks of teaching.

New lecturers are required to attend.

Teaching assistants, research assistants/associates with teaching duties and
research students who assist with teaching as part of their training are advised
to attend.

The course content, in outline, is as follows:
• Meeting students for the first time.
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• Understanding the University A student.
• The active classroom: Why and how.
• University A resources that support student learning and your teaching.
• Planning for active learning.
• Teaching and presenting with confidence.
• Getting and responding to feedback.
• Marking essays and assignments or The active laboratory: Why and how.

A Certificate of Attendance is awarded on successful completion of the Level 1
course.

Level 2 is a certificate course that is offered once a year during semester 1,
requiring completion of Level 1 as a prerequisite. There are 46 hours of class
contact, with a Certificate of Accomplishment awarded to those who complete
an acceptable teaching portfolio, which requires an additional approximately thirty
hours of work.

The course is mandatory for new lecturers.

Teaching assistants are welcome to attend, as are research students with teaching
duties, provided that sufficient places are available.

In outline, the course content is as follows:

• The role of the teacher in the 21st century.

• Developing as a “professional” teacher.

• Learning and learning outcomes.

• Teaching at University A: Policies, guidelines and processes.

• The active classroom: Teaching methods and learning activities (including
microteaching/classroom observation).

• Assessing students’ learning.

• Using technology to support students’ learning.

• Self-selected EDU [educational development unit] workshops.

A majority of universities in Hong Kong offer similar courses/support sessions for
new and inexperienced staff (though not in the systematic fashion described above)
– however, not all do so. The content of courses or sessions varies a little across
different institutions, however, the major emphasis in all cases is on equipping staff
with the basics of teaching: lecturing, small group teaching, assessment, etc.

5.1.3 Academic staff at large

Integral to the quality assurance and improvement procedures and practices
described in Chapter 4 is an emphasis on the maintenance and improvement of the
teaching quality of academic staff at large. All of the mechanisms that generate
evaluation information have the potential to be used by staff for the maintenance
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and improvement of teaching standards. So too do the wide variety of activities and
resources on campuses that are used to disseminate information and ideas about
good practices. Although these matters have already been extensively discussed in
Chapter 4, it is worth briefly summarising the categories of activities by which staff
engage in ongoing professional development vis-à-vis their teaching – while these
activities, with the exception of student evaluation of teaching (SET), are not
mandatory, the culture on campuses is now such that it is the norm for staff to
engage in at least some of them:

• Feedback on individual teaching performance via SET, staff appraisal, peer review,
etc., together with appropriate follow-up activity.

• Attendance at workshops, seminars, etc. organised on campus, usually by the
educational development unit.

• Participation in sessions organised by a computer centre (or similar body) on
campus, designed to facilitate the inclusion of Web-based (and other technology-
oriented) approaches in courses and teaching.

• Participation in teaching development grant projects.

Finally it is worth briefly mentioning the need for staff training when “radically
different” course and curriculum structures are introduced. For example, a faculty
in University A has converted its curriculum to an integrated, problem-based mode
that is quite different from what existed previously. In recognition of the fact that
different attitudes to teaching and teaching skills are demanded by the new approach,
an in-house Problem-based Learning (PBL) Educator Programme has been
established. This will “be gradually made compulsory for all PBL tutors as a process
of staff development”. In tandem, a PBL Survival Guide has been made available as
a handy reference for teachers who run PBL tutorials.

5.2 Creation of an adequately resourced unit responsible for
development and enhancement activities in teaching and
learning

All higher education institutions in Hong Kong have an educational development
unit (EDU), established to specifically initiate and support quality assurance and
improvement (QA&I) activities in relation to teaching and learning. The Teaching
and Learning Quality Process Review Panel made many comments in its reports
about the extent to which EDUs were a vital element in overall education quality
work (EQW) structures. There is great variation in the size, structure, culture, etc.
of specific EDU arrangements, largely due to the different sizes, cultures, histories,
and missions of the institutions. Nevertheless there is a good degree of commonality
of overall purpose – and of very broad structural elements – that lead to EDU
effectiveness. These are discussed below in the two following sections on the
embededness of EDUs and the responsibilities devolved to them.
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5.2.1 Embededness of EDUs

EDUs are most effective when they are an integral part of the overall QA&I system.
They have a role to play in acting as change agents and initiating new approaches, but
this can only be sustained in the long term if there is an established framework for
collaboration between EDUs, departments/faculties and committee/management
structures. Typically, this is accomplished by having ex-officio EDU representation
on faculty boards, university committees with a brief in relation to QA&I for teaching
and learning, and special working parties/panels (e.g. for teaching excellence awards).
It is important too that EDU representatives do not simply play the role of critical
commentator, but take on roles under the umbrella of policies and strategies in the
formulation of which they have played the role of experts. Essentially, they become an
executive arm of the appropriate university bodies, taking on devolved responsibilities.
This is the next principle discussed for the effective operation of EDUs.

5.2.2 Responsibilities devolved to EDUs

Responsibility for institutional initiatives has to be devolved if it is to become action.
EDUs play the important role of taking on the responsibility for appropriate
institutional initiatives concerning EQW. The broad commonality of approaches to
EQW across campuses has already been mentioned, so it is not surprising that EDUs
across Hong Kong institutions undertake a similar range of activities. The EDU
activities on a typical campus include the following:

Offering courses in teaching methods for staff
In one way or another, all EDUs carry out this role. The means by which this is organised
for different staff constituencies has been discussed in the first section of this chapter.

Developing and supporting teaching development grant (TDG) projects
A useful indirect role that EDUs play is helping in the formulation of project proposals
so that they have an enhanced likelihood of achieving their aims – and playing a
role in the selection of projects to be funded. So far as direct support is concerned,
there are two basic approaches:

• Having an EDU staff member as part of the project team, in collaboration with
members from academic departments; the EDU staff member is then able to
contribute professional expertise.

• Having an EDU staff member as a consultant to the project.

One approach to TDG projects that has been useful is that of “umbrella projects”,
where a number of departmental subprojects with similar aims and goals are gathered
into one coordinated project, often with an EDU staff member as the project leader.
University A has adopted this approach for a project designed to implement
pedagogically sound Web-based approaches, while University B has used a similar
approach for promoting assessment strategies that optimise student learning.
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General support/consultation services for staff
This role is self-evident. The scope is limited by staffing, especially given that typical
academic staff/EDU staff ratios are several hundred to one.

Providing advice and support in relation to feedback/evaluation procedures
So far as informal procedures are concerned, all units offer support – it is a subset of
the consultation referred to in the last paragraph. For student evaluation of teaching
and similar institutionalised procedures, there is variation across campuses. On some
campuses, procedures are treated as an administrative function that is carried out
by the Registry or a similar agency. On others the EDU is responsible for the whole
process, including administration, analysis and reporting. There is no consensus as
to the most useful arrangement; on balance though, EDUs are in a stronger position
to be able to provide authentic frameworks for the interpretation of evaluative
feedback and contingent actions.

Dissemination of good practices
Section 4.3.2 discussed the ways in which information about good practices and
useful initiatives might be shared across campus, and noted the central role that is
typically played by EDUs in this respect.

Engagement in scholarly work
In Chapter 1 a brief reference was made to the notion of “the scholarship of teaching”,
arising out of the work of Ernest L. Boyer and his colleagues at the Carnegie
Foundation. The conventional wisdom that is now emerging from the debate and
activity fuelled by this idea is that there are four conceptually distinct, though
overlapping, “scholarships” that form the basis for intellectual activity in universities:

1. The scholarship of discovery – what constitutes research in the traditional sense.

2. The scholarship of application – the interpretation and use of research knowledge
in new and practical contexts.

3. The scholarship of integration – combining insights and ideas from disparate
disciplines/fields of endeavour in order to provide new and useful conceptual
frameworks for further scholarly enquiry.

4. The scholarship of teaching – disciplined enquiry into the ways in which education
and teaching is organised and carried out, in order to enhance student learning.

If teaching is a primary function of universities, then it follows that the last of these
scholarships should be at least as prominent and as valued as the other three. Though
this is probably not yet the case, there are signs that progress is being made.22

22 For example, the UGC supported a major conference in Hong Kong in 2002 that focused directly upon
the scholarship of teaching.
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EDUs are in a strong position to promote and model the scholarship of teaching,
and it is the norm in Hong Kong that staff within EDUs are engaged in two related
sets of activities:

• Activities that are integral to the scholarship of teaching, and disciplined enquiry
into their own practices and/or more conventional higher education research (in
both cases, scholarship requires that the results of the activities are made public
and become subject to the critical scrutiny of peers).

• Support/consultation in respect of other academic staff who are engaged in the
scholarship of teaching.

Development of university policy and strategy relating to teaching and learning
It is important that policies and procedures that are developed concerning teaching
and learning should be informed by the best current research and informed opinion.
Usually, EDU staff are in the strongest position to provide these perspectives – and
as noted above the embededness of EDU personnel in the committee and policy-
making structures of universities ensures that there is the potential for this to occur.

Professional support for strategic institutional initiatives
Strategic development vis-à-vis teaching and learning inevitably involves doing things
differently. Equally inevitably, this involves the requirement for academic staff to
engage in new ways of carrying out teaching functions. If this is to be successful,
staff need to be exposed to both information concerning the new approaches
(research evidence, case studies, practice guides, etc.) and training activities aimed
at facilitating new practices. Again, EDUs are potentially in a strong position to
provide this support. Some examples of the useful roles that EDUs have played in
this respect are referred to in the next section.

5.3 Establishment of institutional arrangements to ensure that
research into teaching and learning is taken into account

Professions are characterised in part by the fact that they draw upon a relevant body
of knowledge. Teaching in higher education, if construed as a profession, is no
exception, and there is now an extensive body of scholarly knowledge that needs to
be taken into account in the conduct of university teaching that is carried out in a
professional manner. In particular, external benchmarking, the work of educational
development units (EDUs), and various other education quality work (EQW)
activities are important in ensuring that teaching and learning arrangements are
informed by relevant scholarly literature. Beyond access to knowledge per se, there
need to be structures in place for the translation and conversion of this information
into practical activities. Some of these structures are formal, while others are integral
to the much more intangible – yet immensely important – culture that exists on
campuses in relation to teaching and learning. The Teaching and Learning Quality
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Process Review (TLQPR) Panel referred to this culture on many occasions, together
with its importance for ensuring that vigorous EQW and the search for ongoing
improvement are the norms. Another way of looking at this is in terms of the
scholarship of teaching referred to in the last section: when academic staff construct
their professional identities to include the idea of the scholar teacher, the use of
relevant scholarly literature follows naturally.

All universities in Hong Kong have examples of good practices that are informed by
and serve to contribute to the literature of higher education. Some of this is outlined
below. What varies somewhat across campuses is the extent to which there are
procedures in place for ensuring that the best of these practices can inform other
teaching and learning activity on campus. Ideally there would be ongoing
institutional effort to ensure that there was minimal variation in the quality of EQW
across units. This was stressed very strongly by the TLQPR Panel in its reports as
was the fact that, generally, there are mechanisms in place to guarantee that any
cross-unit variation is reduced. All of this has been described in earlier sections that
relate to quality assurance and improvement activities. In this current section, the
focus is on specific educational environments and teaching/learning arrangements
that are emerging as quality frameworks and cultures mature on campuses.

There is some danger in this, as there may be a tendency to interpret these descriptions
as prescriptions, which would not necessarily be useful. It has already been stressed
that higher education institutions vary widely in their cultures, histories and missions
– as well as in terms of more obvious characteristics like size and disciplinary
emphases. Good practices are inevitably context dependent, and it is not useful to
interpret successful initiatives in one location as teaching tips that will necessarily
work in another. What is possible is to offer some broad principles and to describe
some case studies in which academic entities have developed their own specifics in
line with these principles.

The subsections that follow focus on the following:

1. A description of two institutional initiatives: the first is an in-depth attempt to
redevelop all curricula around pedagogically sound principles, and in particular
the concept of the “active classroom”; the second is an institutional mentoring
scheme for year-one students designed to promote the idea of the university as a
learning community.

2. Outlines of problem-based learning adopted in two faculties in two separate
institutions – both concerned with health professionals – that have taken PBL as
the basis for their curricula.

3. A description of some approaches to teaching and learning that are consistent
with the relevant literature and are increasingly acting as models of good practices.
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5.3.1 Two institutional initiatives

Curriculum revision in University A

University A is in the process of revising its curricula as a result of two factors:

1. What is essentially a “technical” requirement that the total number of credit units
needs to be reduced in line with University Grants Committee (UGC) funding
formulae.

2. The recognition that curricula could usefully be developed, in a structural
pedagogical sense, to more closely approach the optima that are suggested by
external benchmarking of best practices, relevant literature in higher education,
and the evolving mission of the university.

The following is an edited description of the overall rationale for the initiative, taken
from an intranet Web site that has been constructed as one of the resources in support
of the institution-wide development.23

Background

The University is taking a major, strategic initiative to revise the curricula of
its academic programmes for the 2005-08 triennium. Revised programmes
are expected to be implemented in September 2005. As a result, departments
are required to take necessary action to review their academic programmes at
their earliest convenience and to submit revised programmes for endorsement
in early 2005.

University A has instigated this curriculum revision in response to [recent UGC
initiatives] and in accordance with our mission to achieve excellence in
professional education.

Two recent messages from the UGC have implications on our curriculum
design:

a. The UGC will adopt [a new funding model] starting in the Triennium 2005-
08 which suggests a need to reduce the credit requirement of undergraduate
programmes to a 90-credit model.

b. While the final report of the second-round TLQPR on University A has been
very positive and favourable, the Review Panel has also made
recommendations on some areas where we could further develop. One
important recommendation is that a stronger alignment should be developed
between methods of student assessment and intended learning outcomes.
Consequently, two changes are called upon for all our programmes, one in
terms of adjusting programme components to fit a reduced credit
requirement, the other in terms of improvement in curriculum philosophy
and pedagogical design.

23 The description has been edited to focus on the pedagogical rationales that are intended, rather than the
texture of the curriculum content, which is one focus of Chapter 6.
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... in order to more holistically and vigorously address the issue of alignment
with intended learning outcomes, it is beneficial for our University to embark
on an explicit reorientation of our curriculum philosophy to an outcome-
oriented model, and to adopt the concept of constructive alignment to guide
our teaching and assessment design. It is an international trend in higher
education to move towards outcome-based education. It is also a trend for
professional bodies to require professional education courses to demonstrate
achievement of intended learning outcomes.

Goal and intended changes

The goal of the strategic action described above is to revise our academic
programmes to become outcome-oriented programmes for the development
of all-round students with professional competence.

Specifically, this necessitates the following categories of changes:

1. Adjusting programme components to fit new credit requirements.
...

2. Adopting an outcome-oriented model to curriculum design.

3. Clear articulation of intended learning outcomes and designing teaching
and assessment methods which align with intended outcomes.

4. Integration of Strategic Objective 1 [relating to the development of students’
generic competences] into the formal curriculum.

5. Formalization of work-integration education (WIE) requirements for all
undergraduate programmes.

Focus of efforts

The major emphasis of the revision is on reviewing and enhancing educational
philosophy and pedagogy.

While the reduction in credit requirements can be achieved with immediate
effect, the shift in educational philosophy takes time. This curriculum revision
exercise therefore should not be seen as a one-off initiative. Instead, further
enhancement of the revised programmes should continue after their first
implementation in 2005-06. [QA&I procedures] are important mechanisms
for ensuring continual quality enhancement.

The general guidelines outlined above indicate the broad intentions. The specific
directions for pedagogical development are outlined below with reference to extracts
from policy and resource documents that have been produced in support of the
initiative.

The University A philosophy of teaching is based around the following five headings,
each of which is expanded upon in policy documents. As an example, the full entry
for area (3) is included:
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1. The all-round development of students beyond the professional context.

2. Student-centred learning and a caring and supportive learning environment.

3. The importance of good teaching:

The university recognizes that students benefit from dedicated teachers who
possess a strong knowledge base and effective teaching skills, and who are
actively engaged in research and scholarship, including scholarly inquiry
into learning and teaching. It is also believed that the learning environment
is further enriched by encouraging teachers’ involvement with the broader
economic, social, intellectual, and educational life of the community.

4. Technology as a tool for the enhancement of learning and teaching.

5. Partnership with professionals and the community.

One of the major concepts that underpins and guides the University A initiative to
develop curricula across the campus is that of the “active classroom”, which is
explicitly derived from relevant research and writing on how students learn in higher
education. As a precursor to the formulation of the characteristics of the “active
classroom”, a policy paper outlines “advances in understanding of student learning”
as follows:

Advances in understanding of student learning

• Students have “multiple intelligences”.

• Information is not knowledge. While information can be transmitted,
knowledge must be “constructed” or made sense of by students.

• Students learn the most from actively engaging in meaningful learning tasks.

• Both in-class and out-of-class activities and experiences are important in
determining how well students learn.

• The “seven principles of good practice in undergraduate education” derived
from a synthesis of over 20 years of research:

1. Encourages student-staff contact.
2. Encourages cooperation among students.
3. Encourages active learning.
4. Gives prompt feedback.
5. Emphasizes time on task.
6. Communicates high expectations.
7. Respects diverse talents and ways of learning.

There is a need for a paradigm shift: from a teacher-centred to a student-centred
approach.
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Later in the policy paper, the perspectives and directions that guide the curriculum
renewal (and that form the required basis for programmes to report on how these
directions are being implemented) are listed as follows:

A systematic review of the literature and good practices in the university and
other higher education institutions worldwide suggests six major directions
for changes that are needed for promoting the development of the Active
Classroom:

• Interactive classes: A shift from a didactic form of teaching towards a more
interactive form of teaching and learning where students are actively engaged
in meaningful learning tasks inside and outside the classroom.

• Enquiry-based learning: A move from an expository mode of teaching to more
enquiry-based learning approaches (for example, problem-based leaning,
case-based learning, resource-based learning, etc.) where students learn
through systematic exploration and investigation of problems or cases on
their own, with appropriate support from their teachers.

• Experience-based learning: Instead of learning primarily from what is taught
in class, students are increasingly encouraged to learn from real-life
experiences outside the classroom, through participation in community
service learning projects, community-based classrooms, workplace
experience, etc. They learn by investigating and dealing with real problems
in the work setting, interacting with prospective clients as well as other
professionals in the field, and reflecting on their own experiences.

• Collaborative learning: An increasing emphasis for students to work
collaboratively on various types of tasks to help develop their own
understanding from, as well as respect and skills in, working with others.

• Authentic and challenging assessment: A shift from relying mainly on closed-
book written examinations focusing on “bookish” knowledge, to adopting a
wider range of innovative methods of assessment that challenge students to
think about and reflect on their learning experiences, demonstrate their
competence in authentic tasks, and to develop the ability to assess their own
as well as other people’s work – a skill that is much needed for students’ future
personal and professional development.

• Integration of technology in teaching and learning: A move towards an
integrated use of information and communication technology (ICT) in
learning and teaching, not merely for disseminating information such as
lecture outlines, content, or notes, but as a means to increase accessibility, a
tool to provide enhanced learning experiences for students, and a flexible
channel to facilitate interaction and communication between students and
teachers, and between students and their peers.
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Further activities at University A that have been organised in support of the
curriculum development exercise overall include:

1. A series of workshops organised by the EDU, on the different aspects of the
curriculum renewal exercises in which departments are required to engage.
Workshop foci include:

• Specifying intended learning outcomes.
• Aligning teaching and learning methods with intended learning outcomes.
• Aligning assessment with intended learning outcomes.
• Curriculum mapping.

An extensive set of online resources has also been established in support of these
Workshops, and for the general support of departmental efforts in developing
curricula.

2. The ongoing online publication of a series of practical “guides”, entitled Activate,
containing tips, suggestions, practical experiences, etc., that is designed to assist
staff in the conversion of programmes in line with the frameworks that have been
advised.

3. In-department workshops/seminars by the EDU.

4. Workshops/seminars for reviewers.

A mentoring scheme in University B
In the “seven principles of good practice in undergraduate education” referred to in
University A’s policy document, it is noteworthy that the first two principles
refer to:

1. Encouraging staff-student contact.
2. Encouraging cooperation among students.

This cooperation and collaboration is usually construed to occur within the formally
organised environments within which teaching and learning occur. However,
encouragement and facilitation of a general culture of contact, collaboration and
cooperation can only enhance the climate for learning, within the spirit of these
two principles. It is also consistent with the notion of “transcendence” that forms
one of the foundational features of University A’s “active classroom” concept.

University B has promoted staff-student contact and cooperation among students
through a formalised mentoring scheme that has been in operation for about seven
years. It focuses on first-year students, and aims to promote and develop a general
culture of contact, collaboration and cooperation. There are two components to
the scheme:

• All first-year students are randomly assigned a senior student mentor. The
requirement is that the student pairs meet regularly, with the senior student acting
as an experienced “buddy” who can help the junior colleague adapt to the social
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and academic environment of the university. There are no formal requirements,
and the student pairs are free to work out their own arrangements. The scheme is
organised and operated by the student office.

• Each first-year student is also allocated a “staff friend”, which is different from the
system of academic advisers that also operates on campus. In total, every staff
friend has five or six students in his or her charge, and the basic aim of the
arrangement is to enable a social group friendship to develop, involving both staff
and students. Each staff member is allocated a small amount of money (~ HK$100
per student) that is used to fund activities like picnics, visits to the movies, etc.

Evaluation feedback suggests that both of these arrangements are highly regarded
by participants.

5.3.2 Problem-based learning in two faculties

Problem-based learning (PBL) is now generally accepted as an arrangement that
incorporates many elements of the ideal student-learning environment. Originally
it was developed in response to concerns that graduate professionals were not adept
in using the disciplinary knowledge that they had acquired in the world of
professional practice. In particular, many were not good at the analysis and solution
of day-to-day professional problems. Hence PBL evolved out of a concern to produce
more competent professionals. The features of PBL are now well known, however,
it may be useful to briefly outline some of these:

• The curriculum is organised around sets of real-life problems that are cross-
disciplinary, rather than being organised around sequenced and discrete sets of
discipline-bounded content. The problems set are broad, with students being asked
to construct their own “frameworks of knowledge” within which the problems can
best be solved.

• It follows from the above point that integration across traditional disciplines is a
mandatory feature of PBL. One consequence of this is that staff have to learn to
operate outside of traditional departmental intellectual boundaries.

• Teaching and learning arrangements strongly emphasise group work. Typically,
after the presentation and initial discussion of a problem, students work in groups
to develop provisional perspectives and possible solutions. Following this there is
a tutorial, led by a staff member, during which perspectives are broadened,
misconceptions addressed, and issues for further exploration are identified.

• In tandem with these arrangements, more conventional lecture, laboratory, etc.,
sessions are usually organised.

• Assessment of student learning is a critical issue (see the reference in the last section
to constructive alignment, and also the discussion in the section that follows the
current section). Commonly, students are presented with simulated professional
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situations, and asked to take appropriate decisions and/or act upon those decisions
within the simulated environment.

Two faculties, in Universities A and B, were commended by the TLQPR Panel for
having moved significantly and usefully in implementing PBL curricula. The
arrangements in both faculties are very largely consistent with the description given
above, and there is a good deal of commonality in their fundamental arrangements,
though inevitably there is variation in the ways in which the principles are used to
construct practices. Below, some of distinctive features of these two faculties are
outlined, stressing the culture and organisation of the arrangements that support
PBL and the EQW surrounding it. It is likely that any radical restructuring of
curriculum with a faculty (or even department) would depend for its success upon
similar elements:

• There is a very strong emphasis on benchmarking against overseas institutions
that are acknowledged as leaders in the field of PBL in the professional discipline.
In establishing the new curricula, the faculties in both Universities A and B were
guided by overseas benchmark models. As programmes have developed, the
benchmarking has continued through visits to overseas universities, together with
advisory visits from staff of those sister institutions.

• In both cases there are faculty structures that stress the importance that is attached
to teaching and learning – and the PBL guiding principle. It is noteworthy that
both faculties have established dedicated units, staffed by senior personnel,
specifically to support teaching and learning in the faculty. For example, University
A has an overall Undergraduate Education Committee, with the Faculty Professional
Education Unit as an advisory/executive arm. Feeding into this committee are the
following subcommittees:

– Professional Skills and Interpersonal Skills Sub-Committee.
– Community-based Teaching Sub-Committee.
– Professional Ethics and Law Sub-Committee.
– Student Selected Modules Sub-Committee.
– Student Assessment Sub-Committee.
– Quality Assurance Sub-Committee.
– PBL Sub-Committee.
– Year-specific coordinating sub-committees.

University B has a Curriculum Development and Review Committee, again with an
elaborated structure (rather different from that of University A) that also reflects
the emphasis that is placed on teaching and learning.

• Both faculties emphasise staff development and training. This manifests itself in a
raft of in-house workshops, seminars, discussions, etc. Very broadly, these activities
fall under two headings:
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– Skills workshops, for example, the PBL tutor development workshops that are a
feature of University A and assessment item writing workshops that are held in
University B.

– Strategic planning workshops, which aim to facilitate the sharing of perspectives
on teaching and learning arrangements, and the planning of directions for useful
modifications, for example, the curriculum retreat programmes organised by
University B.

• There is a “culture of evidence” and a strong emphasis on EQW in both faculties.
The collection of feedback from a wide variety of stakeholders is the norm, as is
the promulgation of this data, together with discussion concerning its implications
and action based on that. Student feedback, as in all other contexts, is especially
influential. External review and benchmarking, together with the solicitation of
feedback from relevant professional bodies, is also common.

• There is a marked emphasis on the scholarship of teaching, and research and
development into the teaching of the discipline is accepted as a valuable and valued
pursuit. Attendance at conferences concerned with the teaching of the discipline is
common. Faculties have also been involved in collaborative ventures to organise
local and international conferences that focus on the scholarship of teaching within
the discipline. Both faculties play an integral role in international efforts to promote
the quality of teaching and learning within the discipline.

• There is an emphasis on fair and valid assessment that is aligned with and promotes
intended learning outcomes (see also Section 5.4). For example, the faculty in
University B has developed a computer-based teaching aid for staff (arising out of
an earlier series of workshops) that aims to develop skills in the construction of a
wide variety of assessment methods.

• While this is not peculiar to the two faculties concerned, there is a pronounced
emphasis on the use of computer and Web-based systems for course management
and student support.

5.3.3 Some approaches that model environments for the promotion of
desirable student learning outcomes

This subheading begs the question of what desirable student learning outcomes
consist of. To attempt to answer this question here in any kind of depth would be
presumptuous, given the range of literature concerned with the concept of student
learning in higher education. However, it may be worth briefly referring to a few
features of the conceptual map that has emerged:

• Understanding is characterised by the outcomes of “deep” approaches to learning,
in which students attempt to construct meaning out of what they are learning by
relating it to real-world experience. This is contrasted with rote memorisation,
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which is the result of “surface” approaches in which students “learn” material as
content that exists within a book.

• Valued learning outcomes are those in which students are able to relate disparate
blocks of information as meaningful and connected intellectual structures.

• Valued learning outcomes occur when students can utilise their learning and
understanding in practical applications, especially in problem-solving.

• Desirable learning outcomes include generic competences like problem-solving,
communication skills, ability to function in a team, critical thinking, etc., as well
as the more focused disciplinary skills and knowledge that conventionally constitute
a curriculum.

During the TLQPR exercise, the Panel encountered hundreds of examples of teaching
approaches within programmes or departments that were commendable for the
extent to which they embody aspects that are conducive to the promotion of desirable
student learning outcomes. To do justice to all of these would be impossible. Instead,
this section will present brief descriptions of some approaches that may be especially
useful, together with references to particular institutions where appropriate.24

Problem-based learning approaches
In its pure form problem-based learning (PBL) involves an integrated approach across the
whole range of subjects or disciplines that make up students’ courses of study. The ways in
which this are implemented in two institutions were described in the last section. In a
more limited but still useful way, PBL approaches are being used in many departments
across Hong Kong to integrate subjects within programmes and align students’ learning
towards the professional practice that they will encounter after graduation.

Personal response systems
Essentially, a personal response system (PRS) is a technology that allows students to
vote on various options in class, and immediately display on a projection screen the
results of votes cast. Most commonly, it is used to display students’ choices in
multiple-choice questions that are posed in the classroom. Use of the technique is
in line with the principles for maximising desirable student learning outcomes when
it is used in the following ways:

• Students are presented with a problem in class, asked to work on this individually,
and then register their chosen solution from one of a number of options presented.
Consolidated student responses are then displayed.

24 Computer technology and Web-based teaching has deliberately been excluded from the discussion in Section
5.3.3, not because they are unimportant, but because the focus has been on educational and pedagogical
technologies that are used in the construction of environments for the promotion of desirable student learning.
Computers and software systems are tools that are useful in the support of those, as for example when
computer simulations are used to model environments that students can manipulate or Web sites are used
to support off-campus student learning. It is important that appropriate support mechanisms are in place to
ensure that staff are well-versed and competent in the use of such tools and their appropriate use. In one way
or another all campuses have established such support mechanisms that operate effectively.
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• Normally, there will be a range of student responses to the problem, with not
everyone choosing the correct response. Students are then asked to discuss their
individual answers with a neighbour, and where differences occur try to explain
how they arrived at their solutions.

• After a short time, students are asked to re-register their choices of solutions to the
problem. Typically ~ 100% of the class will register the correct answer on this
occasion.

This pedagogical approach relies on the fact that students learn best when they are
actively engaging with material through using it to solve problems, and when they
interact collaboratively with peers on focused learning tasks. Although it is possible
to construct such situations without the use of PRS hardware, the technology makes
the approach more efficient.

University A has institutionalised the PRS approach through equipping a wide variety
of teaching spaces with the necessary technology and establishing a pool of response
devices (similar to TV remote controllers) that students can borrow for extended
periods for a small deposit. While the system is not universally used on campus, it is
used enough to have an impact in some departments. Other institutions are adopting
the approach in a more limited way.

Peer teaching
Integral to what was described in the last section, is the notion of “students teaching
students”, or peer teaching. The old adage that “the best way to learn something is
to teach it” is in fact consistent with much of the research that points the way to
desirable teaching/learning approaches. University B has instituted the ploy of peer
teaching in a variety of ways, via a large-scale teaching development grant, to the
point that a significant number of courses/departments now formally and
systematically incorporate peer teaching as part of their overall teaching strategy.

Case studies and simulations
Pedagogically, these amount to attempts to mirror the real world and ask students
to operate within it. Again, the fundamental aim is to have students apply disciplinary
knowledge in a practical setting in order to deepen understanding and develop
practical/professional skills and insights. In Hong Kong universities it is possible to
find many examples of such approaches that were commended by the TLQPR Panel.

Simulations are found in disciplinary situations (such as science and technology)
where it is possible to construct a tight model of interacting variables that can be
quantified and used to develop a simulated reality. Students learn by modifying
variables and observing the effects on other system elements.

Case studies are normal in situations where it is not possible to construct such tight
models (e.g. the social and business sciences), where variables are less well defined
and described in more qualitative terms, and where there may not be optimal
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solutions. The role of the teacher is significant in mediating and guiding, helping
students to decide on appropriate actions and interpret insights.

Final-year projects
On several occasions the TLQPR Panel commended the requirement for final-year
students (usually Honours students) to complete a project, which some institutions
have put in place. These were often referred to as “capstone experiences”. That is,
the projects provide a potential opportunity and a requirement for students to engage
in in-depth intellectual enquiry that integrates a significant proportion of the material
that has been covered in their undergraduate years. There is also the potential for
such projects to foster generic skills such as problem-solving, interpersonal skills,
etc. that are being given increased prominence in the curricula of many institutions.

Autonomous learning
Against the background of a reduction in the total number of credits in the
curriculum, University A is actively pursuing the introduction of a greater emphasis
on autonomous learning as a guiding principle in selected teaching/learning. Whilst
this idea is integral to many of the other approaches discussed in this section, it is
nevertheless a useful concept in that the consequences of its adoption are consistent
with much of what the literature has to say about preferred environments for student
learning. Some “is” and “is not” descriptions of autonomous learning, taken from a
University A discussion document are as follows:

Autonomous Learning in Higher Education is:

• Where the learners are actively involved in decisions about their learning,
including what is learned, when, where, and how it is learned, how it is assessed
and by whom.

• Active rather than passive.

• Where the learners are enabled to take responsibility for the process of their
learning, and can learn without the constant presence or intervention of a
teacher.

• Where the teacher provides or facilitates access to the necessary resources for
the achievement of learning outcomes.

Autonomous learning is not:

• Leaving students to fend for themselves.

• Unsupervised learning and something that is only for bright students.

• Simply removing structured teaching; it may require a greater, but different,
degree of structure.

• Extra readings, assignments or projects, without feedback and assessment to
check students’ accountability for their own learning.

• Something that students can be expected to develop unaided.
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Workplace attachment/field experience
Conventionally, and in terms of requirements for eventual professional accreditation
for graduates, work experience (WE) has been a fundamental component of
curricula. In fields such as medicine and the health sciences, engineering, and
teaching, it is taken for granted that WE of some form should be an integral part of
curricula. Against this background, two trends concerning WE are noticeable across
Hong Kong universities, which we discuss below.

Re-conceptualising and re-engineering of the role played by WE to better capitalise
on its potential for fostering desirable student learning outcomes

Historically, to caricature the situation somewhat, WE has consisted simply of
requiring students to spend some time in the workplace with the hope that they will
absorb useful skills and knowledge, and deepen their understanding – by osmosis
as it were. Generally, programmes for WE have not been characterised by their
attention to details that are common in other areas of the curriculum: specification
of learning outcomes, planned teaching/learning sessions, attention to the roles of
students and teachers, focus on assessment and feedback, etc. That is now changing,
as is evident from the comments of the TLQPR Panel. In brief outline, some of the
major changes that are occurring are the following:

• More systematic organisation of the WE, with emphasis on desirable learning
outcomes, and the ways in which the “curriculum” of the experience can be
organised to promote these outcomes.

• Clearer specification of students’ responsibilities vis-à-vis the achievement of the
learning outcomes.

• Development of partnership arrangements between universities and workplace
locations, with specification of roles and responsibilities of the two institutions
concerned and the role of the supervisor in each, in relation to the support of the
students concerned.

• Greater emphasis on the assessment of learning outcomes as a result of the WE
and the part to be played by workplace and university supervisor in that assessment.

University A has established a Field Experience Centre that is dedicated to the
support, evaluation and ongoing improvement of its professional students’ WE.
WE is a significant, central and mandatory component of the curriculum for all
students, and is ongoing throughout the duration of their programme. A particular
strategy of the centre has been to establish productive and mutually beneficial
partnerships between the tertiary institution and the many workplace locales that
are utilised by its students. In supporting partnership, the university has provided
intensive mentoring courses for more than 700 workplace supervisors. A handbook,
constructed in consultation with workplace providers, guides the partnership
arrangements and provides a coherent and integrated approach to WE. It specifies
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the symbiotic roles that the institutional and the workplace supervisors play in
enhancing the professional development of students. The university has employed
the concept of a learning community, such that the institutional supervisors,
workplace supervisors and students work in close collaboration during WE to
enhance the professional skills of everyone involved.

Extending WE across a wider range of programmes

As suggested in the opening paragraph of this section, WE has normally been associated
with a particular range of (professional) programmes. However, the potential of WE
for enhancing student learning is now being introduced into a wider range of curricula.
In particular, as part of a general development of policies in relation to curriculum,
University B is making work-integration education (WIE) a mandatory component
for all students on campus, across the total range of disciplines offered. The philosophy
underlying this is described by the university as follows:

The university believes that learning and teaching should not be conceptualised
as only a classroom-based activity. In collaboration with appropriate partners
the university strives to establish learning environments that engage students
to acquire experiences in a wide range of community, workplace and
professional settings. The university encourages partnership between teachers,
students and related professional groups with the aim of meeting mutually
agreed learning goals.

Departments and programmes are given considerable flexibility in determining the
extent, duration, form and location of the mandatory WIE component of the
curriculum; however, it is stipulated that WIE must be credit bearing. The overall
framework of pedagogical rationale is presented as follows:

Mandatory WIE activities should be “structured”, as follows:

• There should be intended learning outcomes set for the workplace learning.

• Work experience should be purposefully designed to provide intentional
learning aimed at the attainment of the intended outcomes, instead of leaving
learning to occur incidentally as a side effect of work.

• Appropriate mechanisms of support provided by University B and workplace
supervisors should be devised to ensure that effective learning does take place.

Mandatory WIE activities should be “measurable” in terms of the following:

• Students should be required to document their workplace learning experience
using instruments appropriate for demonstrating attainment of WIE learning
outcomes, e.g. reports, reflective journals, portfolios, etc.

• Assessment of the attainment of intended learning outcomes and the provision
of student feedback should be built in.
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The literature concerned with student learning in higher education has been referred
to on several occasions. Relevant work suggests that assessment procedures are critical
in determining how students will approach learning tasks, and that these procedures
have a profound effect upon students’ final learning outcomes. This is addressed in
the next section.

5.4 Constructive alignment of intended learning outcomes,
teaching and learning arrangements, and methods for
assessing learning outcomes

For much of its history the literature on the assessment of students’ academic
achievements has thrown the spotlight on the mechanics of testing and reporting
test results. The two major concepts within this paradigm have been:

• Validity – the concern that tests measure what they are intended to measure.

• Reliability – the concern that parallel tests administered on two different occasions
yield similar results.

A further concern of this kind of research has been the predictive capacity of students’
grades, so that selection could be fairly based upon test scores; and underlying this is
the notion of fairness. All of this is extremely important, and it is fair to say that
within universities in Hong Kong the technical aspects of student assessment are carried
out very conscientiously and professionally, within a well-organised administrative
apparatus (check markers, subject boards, boards of examiners, etc.). Certainly, the
Teaching and Learning Quality Process Review (TLQPR) Panel was of this opinion.

A more recent emphasis within the higher education literature concerned with
student assessment has been the extent to which assessment methods are not neutral
instruments for measuring and reporting on student learning, but are in fact very
significant in promoting what students learn and how they go about learning it. In
other words, student assessment methods can enhance or subvert intended learning
outcomes. As one example, the literature strongly suggests that the traditional three-
hour examination, where students have no knowledge of examination questions,
encourages rote memorisation/surface learning, together with partial and fragmented
coverage of subject matter that is limited to what students guess they may be asked
about in examinations. As a response to such studies, more recent literature has
emphasised the idea of constructive alignment between intended learning outcomes,
teaching methods, and assessment. In particular the necessity for ensuring
constructive alignment of intended learning outcomes and assessment has been
highlighted for its significance: it is important to ensure that assessment enhances,
rather than subverts, what is intended.

While they were able to find several good examples of systematic approaches, the
TLQPR Panel nevertheless frequently expressed the opinion that there could be more
attention paid to a tighter alignment of assessment methods with intended learning
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outcomes. (Section 5.3 dealt essentially with material that relates to the constructive
alignment of teaching methods and learning outcomes.)

Below, three examples of moves in this direction (commended by the TLQPR Panel)
are presented.

The first example is that of University A in which the culture has evolved to a point
where the predominant focus in quality assurance and improvement has shifted
from an emphasis on teaching to an emphasis on learning. As part of that shift there
is now a wide range of assessment methods on campus, the traditional three-hour
examination is no longer typical, and there are widespread unit efforts to align
assessment methods with intended learning outcomes. Particular approaches include
the following, with a consequent decrease in the importance of the usual kind of
end-of-course examinations:

• Peer evaluation of student group projects.

• Open-book examinations.

• Portfolio assessment.

• Emphases, and associated activities, that focus on the criterion-based assessment
of professional competences.

• Arrangements where students produce successive drafts of assignments which are
modified in the light of feedback from teachers and peers.

University B has initiated a cross-institutional effort to raise awareness of issues
relating to assessment, and to encourage approaches that foster desirable learning
outcomes. A wide range of activities is promoted through a teaching development
grant project that is centred around the learning orientation potential of student
assessment. Almost all units on campus are involved, as are staff in other tertiary
institutions in Hong Kong. Activities have included the following:

• Local conferences for the discussion and dissemination of ideas about beneficial
assessment practices.

• The use of visiting experts in residence on campus as support personnel for
approaches that are being tried out, and in other relevant capacities.

• Development of an online resource, consisting of descriptions of assessment
practices that have been piloted and which may have the potential for enhancing
learning outcomes.

• Publication of a source book containing a conceptual framework and examples of
good practices.

University C has mandated that, as part of a major curriculum development project
involving all programmes on campus, programme leaders are required to describe
and justify the ways in which constructive alignment of assessment methods and
learning outcomes have been achieved. In support of this exercise a Web site containing
support material has been established. The educational development unit on campus
has also organised a series of workshops for programme leaders.
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