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Editorial

Weicome to this first edition of the new SEDA magazine, Educational Develop-
ments. Our hopes for the magazine are that it will grow over time into a thought
provoking and informative source for those engaged in the process of change in
higher education.

Educational development has established itself both as a distinctive professional
area within higher education and as an approach to improving the quality of the
student learning experience through the actions of individuals, departments and
institutions. However, these actions do not occur within a vacuum and increas-
ingly the national and international policy context impinges on the previously
largely autonomous activities of many of us.

This first edition reflects the diversity of our constituency and the pressures or
challenges facing them - in the classroom, at an institutional or policy level, and
in our growing international presence. We lead with Graham Gibbs' keynote from
the last SEDA educational developers’ conference in which, having outlined the
English Funding Council's support for institutional learning and teaching strate-
gies, he provides a particularly challenging view of the possible nature of
educational development five years' hence. Graham's vision is of a mainstream,
more devolved, more accountable and strategic approach to supporting institu-
tional aims and policies. Any such shift from working with individuals to support-
ing organisational development would be very uncomfortable for some but it
would certainly put us at the centre of the action in the current educational
climate.

Patricia Weeks also provides some challenges for us as an organisation in terms
of supporting and assessing development work, including the Fellowships
scheme, at a distance; involving non-UK members more in committees and the
Executive; and participation in other activities such as conferences, networks or
joint research activities. The technology is there; we just need to see how to use
it more to achieve Patricia's view of the 'global SEDA community'.

Increasingly the work of educational developers is involved with establishing and
managing projects under funded initiatives. Carole and David Baume provide a
useful guide to some of the current initiatives. We will return to other areas in
future editions.

Brian Smith and Jennifer Rowley give us some personal viewpoints and ideas on
teaching and learning, and the supervision of undergraduate dissertations. A
challenge for those interested in educational developments is to consider the
implications of these articles for other delivery modes and different contexts
within higher education. In addition to the usual book reviews, we are also
looking to review other learning resources and Stephen Bostock provides a first
input with his review of Virtual Learning Environments.

This magazine is the result of a merger of the SEDA Newsletter and The New
Academic, though with a particular emphasis on the work of 'educational
developers'. As such, we make no apologies for the more 'newsy' content as it
does reflect what is going on in our community at the moment.

We haope you find enough to interest you in this first edition. Please let us know
if we are addressing the interests, concerns and needs of 'educational develop-
ers' in the widest sense. What might we be missing? We do warit to represent
our membership and the increasing numbers who make use of our services and
take part in our activities. To do this we need your contributions.

Ranald Macdonald FSEDA, Co-Chair, SEDA
James Wisdom, Co-ordinator, Publications

SEDA

STAFF AND EDUCATIONAL
DEVELOPMENT ASSOCIATION
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Learning and Teaching Strategies: the implications for
educational development

Graham Gibbs

Director of Research, Centre for Higher Education Practice The Open University

... Continued from page 1

The Teaching Quality Assessment (TQA)
focused attention on the goals and suc-
cess of entire degree programmes and con
the infrastructure that supported, or failed
to support, the guality of teaching. A small
number of institutions, often those facing
the largest scale challenges, started de-
veloping institutional strategies. The Dear-
ing Report (NCIHE, 1997) was emphatic
about the immediate need for Learning
and Teaching Strategies in all institutions.
A commissioned report to the HEFCE on
improving teaching argued that both insti-
tutional learning and teaching strategies
and discipline-specific networks con-
cemed with teaching, were necessary if
either project-based initiatives (such as
the Teaching and Learning Technology
Programme) or institutional initiatives
(such as Enterprise in Higher Education)
were ever fo lead to wide scale embedded
change (Gibbs, 1997). By 1998 the
HEFCE wanted to develop an initiative
around the implementation of strategies
hut was not confident that there was
enough good practice in the sector to build
on. A research study was commissioned
to find out if higher education was ready
for such an initiative (Gibbs, 1999). It
showed that at the start of 1999 nearly
50% of institutions had a strategy and
submitted documentation. However while
a small number of institutions had well
developed strategies that they had worked
with for some years, most documentation
omitted much of what a strategy would
eventually need to contain. For example
there were many pclicies in place but few
mechanisms to implement policies, moni-
tor the extent of their implementation or
evaluate their impact. Few strategies had
a coherent rationale, were linked to institu-
tional missions, or were an integral part of
institutional planning and management.
While educational development activities,
such as programmes for new lecturers,
were often menticned, educational devel-
opment was rarely described as having a
strategic role. Most of the other 50% of
institutions reported that they were in the
process of developing such a strategy.
Only three institutions reported that they
had no intention of developing a strategy,
and all three have since changed their
minds. The sector was ready, but in need
of support.

In May 1999 the HEFCE announced the
£90m 'Teaching Quality Enhancement
Fund', much the largest component of
which was financiai and practical support
for institutions to develop and implement
institutionai learning and teaching strate-
gies (HEFCE, 1999). The funding is an
entitlement (ie. not competitive): all institu-
tions that submit a strategy in January
2000, and an accempanying plan specify-

ing what additional activities they will un-
dertake with their funding, and accompa-
nying measurable targets, will receive their
funding allocation, based on student num-
bers. Institutions that would like to spend
longer developing a strategy may submit
outline plans for an 'emerging strategy' but
are still entitled to full funding. The funding
is for three years in the first instance. What
happens after that will depend on how
successful the initiative is in moving insti-
tutions forwards. Details of the initiative
and all HEFCE publications can be found
on the HEFCE www site hitp://
www.hefce.ac.uk/.

The HEFCE commissioned the Centre for
Higher Education Practice at the Open
University to produce a guide to good
practice, based on institutions' existing
documentation and on case studies from
visits, explaining what a Learning and
Teaching Strategy might lock like and how
it might develop over time (HEFCE,
1999b). This has been sent to all institu-
tions and, subsequently, reprinted twice to
meet demand from institutions to support
internal seminars and meetings. Five re-
gional seminars for Pro Vice Chancellors
(PVCs) and heads of educational develop-
ment units have been mounted (attended
by 265 staff from 141 institutions) fo ex-
plain the initiative and to discuss the most
appropriate form of Learning and Teach-
ing Strategies in different kinds of: institu-
tions. A www site has been mounted to
share documentation and practices assc-
ciated with Learning and Teaching Strate-
gies.

As educational developers are asked to
work with their PVCs (Teaching and
Learning) to develop and implement an
institutional Learning and Teaching Strat-
egy they may face a number of chal-
lenges.

Providing a coherent
educational rationale for the
strategy

The best Learning and Teaching Strate-
gies start with a clear educational ratio-
nale. In the USA this may be based on the
‘Seven Principles of Good Practice in Un-
dergraduate Education' and in Australia it
might be based on the student learning
research which underpins the use of the
Course Experience Questionnaire which is
used for quality assurance (QA) in all Aus-
fralian institutions. At present most Learn-
ing and Teaching Strategies from English
institutions lack such any such rationale,
and PVCs are not often in a good position
to write one. It is already falling on educa-
tional development staff to invent such a
rationale - and it is not easy!

Analysing the context and
providing convincing
rationales for action

Learning and Teaching Strategies need to
undertake an 'environmental scan' and
analyse the challenges and changes the
institution faces which will have implica-
tions for teaching and learning. |If this
analysis is not well argued it can be diffi-
cult to convince staff to take the strategy
seriously. Judging from the often uncan-
vincing pre-ambles in documentation, the
weak diagnosis of problems, and some-
times the complete lack of a case for
needing any kind of strategy, senior man-
agement may need help with this analysis.

Providing evidence of a
conceptual argument behind
choice of tactics

The MacFarland Report's (ibid) analysis of
what is changing in higher education
seemed impressive at the time and still
stands up today, but the case which it then
went on to make for the use of IT to
achieve improved cost-effectiveness, and
to solve all other known problems, ap-
pears even more deeply flawed today than
it did then. Even where there is an impres-
sive analysis of the context there may be a
weak case for proposed teaching tactics to
address the problems. Educational devei-
opers have a role in helping to select the
most appropriate tactics to achieve partic-
ular strategic ends.

Concentrating on strategy
rather than on tactics

Educational developers are used to deal-
ing in tactics, especially at the level of
classroom practice. They are less used to
thinking strategically and matching
institution-wide initiatives to the achieve-
ment of institutional goals. They may be
used to helping teachers to implement
policy but they may be less used to devel-
oping policy and devising mechanisms for
implementing it. They may have superb
interpersonal skills and training skills but
little organisational development exper-
tise.

Being proactive

Leading new initiatives may seem like a
great idea, even if we don't have much
experience of doing it, but this may well
involve stopping doing some of what we
are used to doing - such as being respon-
sive to requests. Being strategic may in-
volve saying no to requests for assistance

wuna eada damais ra e
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with some kinds of innovations or use of
tactics, or saying no to a lecturer from a
department which has prioritised changes
other than the ones the lecturer is inter-
ested in. It may involve rationing help and
effort in line with institutional priorities
rather than following one’s nose or the
noses of cur most frequent and valued
clients.

Operationalising goals and
setting targets

Educational development has seldom had
to evaluate its impact in quantitative ways
or to think about operationalising its goals
or setting measurable targets. It has been
content to account for inputs (how many
workshops run on putting a teaching port-
folio together) rather than oufputs (how
marny people submitted teaching portfolios
as part of cases for promotion) let alone
oufcomes (has the culture changed so that
teaching is valued to a greater extent?).
We have a lot to learn about how to spec-
ify the outcomes of our efforts in useful
and convincing ways, and how to measure
the achievement of these outcomes.

Becoming involved in
monitoring and evaluation of
the strategy

Educational developers are used to help-
ing teachers to evaluate their teaching or
their courses. They may even have got
involved in evaluating departments or cur-
ricula, especially if they have been directly
involved in TQA. But few have been in-
volved in institutional evaluation. American
institutions often have an 'office of institu-
tional research’ or some such function
which is capable of answering the ques-
tions prompted by recently published per-
formance indicators (Pls) for England,
such as: "Why is student retention worse
here than elsewhere?".However in Amer-
ica these offices are usually separate from
faculty development centres who do not
have the capacity to address such ques-
tions. When | was at Oxford Brookes Uni-
versity every time there was a question
like this someone had to find a small pot of
money and put it out to tender as a re-
search project {and the Psychologists usu-
ally ended up doing it rather well).

In future, educationai development will
need to be able to perform this function for
the institution, and its traditional grass
roots evaluation function may need to be
left to teachers to do for themselves. Edu-
cational development will also need to
monitor the implementation of palicy. For
example most institutions appear to have
a policy that part time teachers shouid
have a mentor, but few implement this
policy and even fewer know if it has been
implemented, let alone know if this has
had any positive impact on teaching or
student learning. Part of being strategic
involves following through on policy and
menitoring implementation and impact.

Re-organisation and
rationalisation of support
functions

It is not unusual for institutions to
re-organise portfolios of responsibilities so
as to have a single person in the senior
management team responsible for all as-
pects of the Learning and Teaching Strat-
egy. In some cases this has led to the
creation of a new senior management po-
sition. New PVCs with new portfolios
nearly always re-organise what they are
responsible for. In any case Learning and
Teaching Strategies are about joined up
thinking and this includes coherence of
support functions. Educational develop-
ment units’ positicn in relation to the li-
brary, student services, personnel, IT ser-
vices and so on will be scrutinised (again).
One centre established twenty years age
has already been 'rationalised’. Some in-
stitutions are making substantial strategic
investments in the supporting infrastruc-
ture, such as in 'learning resource cen-
tres', and this can make additional
changes in teaching possible and changes
demands made on educational develop-
ment.

Scme of the issues raised above may
seem more like threats than opportunities?
but the balance overali is undoubtedly
positive. The following issues offer
tremendous scope for educationai devel-
opment to have a real impact.

Increased funding

There will be substantial sums of money
available, up to £2m per institution, and
most of this will be spent on educational
development activity, if not all on educa-
ticnal development centres. Institutions
are alsc committing matched funding, in
some cases., While this is funding for only
three years in the first instance the initia-
tive may be extended and there are likely
to be other knock-on effects. When the
Enterprise in Higher Education pro-
gramme stopped many institutions re-
tained staff, functions and even whole
units that had previously been supported
by external funding, and the same may
happen again. We are likely to see a step
change in institutional investment in edu-
cational development.

Institute for Learning and
Teaching (ILT)

The HEFCE has encouraged institutions
to consider ways to support membership
of the ILT. Support for the development of
teachers' portfolios, for programmes for
new teachers and even for accreditation
and membership fees, are all likely in
many institutions.

Recognition and reward

A central purpose of the HEFCE's
"Teaching Quality Enhancement Fund', of
which the Learning and Teaching Strategy
initiative is a component, is to redress the

balance of attention between research and
teaching. And central to this is recognition
and reward for excellent teachers. While
the HEFCE will mount its own national
reward scheme it recognises that institu-
tions have to leam how to do this for
themselves if values are to change. There
are many new and interesting schemes
being put in place which go beyond includ-
ing teaching amongst promotion criteria,
for example:

®  Teaching Fellowships for spreading an
innovation to other departments
{Sunderiand University);

e reward for innovations related to the
institution's Learning and Teaching
Strategy, and a role in implementing
the strategy (Napier University)

e Readership posts for scholarship of
teaching or for leadership of change in
teaching {University of East London);

e salary increments or one-off special
financial awards for particular teaching
achievements in the previous year, as-
sessed through annual appraisal
(Open University}.

There is plenty of scope for developing
new recognition and reward mechanisms
and now there is also funding to imple-
ment such mechanisms.

Staffing

Institutions are planning to place new staff
in educatiocnal development centres or to
second departmental staff to centres.
They are establishing new posts (such as
Readerships and Research Fellowships to
support pedagogic research) and setting
up new organisational structures for those
with teaching responsibilities {such as
subject-based Teaching Co-ordinators
who lead Faculty Teaching Development
Groups). Using the funding to provide ad-
ditional educational development exper-
tise is very common. A key role for estab-
lished educaticnal development staff may
be to train, mentor and support a larger,
more distributed team than in the past.

Infrastructure changes

Institutions are being encouraged to
re-think many features of their infrastruc-
ture and systems, for example:

e what a teacher's duty consists of,
other than class contact hours;

® how time to develop new courses or
new course materials can be built into
teachers' duty allocations or into
longer term departmental business
planning;

® how teaching and learning space can
be reconfigured;

e what categories of full-time (FT) and
part-time (PT) staff the institution
needs to support different teaching
functions, leading to the creation of
new types of posts with new terms and

Page 4
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conditions, and new demands for
training and monitoring;

e policies on appointment, probation and
appraisal which give more prominence
to teaching;

e refurbishment of quality assurance
systems, and accompanying specifica-
tions of course documentation, so as
to implement the Learning and Teach-
ing Strategy.

Educational development after
five years of Learning and
Teaching Strategies

If institutions take Learning and Teaching
Strategies seriously, then within about five
years educational development will proba-
bly look very different than it does today. It
may be:

¢ mainstream, and necessary to help
the institution to meet HEFCE condi-
tions of funding. As a consequence it
will be more integrated into university
structures, funding and policy and the
Head of Educational Development will
find her or himself as a member of the
senior management team, or very
close toit;

e more devolved and Faculty or
Department-based, to implement
Learning and Teaching Strategies
which will have become largely de-
volved. In Australia this has threat-
ened the existence of central units that
could not adapt fast enough and could
not be helpful enough to departments;

® more accountable, with explicit targets
and guantitative monitoring and evalu-
ation reported to the HEFCE in order
to retain funding. It will be harder for
institutions to maintain an educational
development commitment which is
substantially less than at other institu-
tions. In Australia publications such as
'The Quality of Australian Higher Edu-
cation' (1998) have provided bench-
marks which expose lack of institu-
tional commitment to teaching, where
it occurs;

® less 'maverick' with less freedom to
pursue personal interests and less
scope to respond to the idiosyncratic
interests of teaching enthusiasts but
with a more planned strategic focus,

Overall, educational development will
have more of an institutional role, con-
cerned with the performance and develop-
ment needs of the institution as a whole,
rather than with individual teachers. For
example, programmes for new teachers
may be reconceptualised as tools of long
term organisational development, growing
the change agents of the future, rather
than as staff development for individuals
who now know how to give a lecture.

Whether any of this comes to pass, and
whether educational developers are on
board if it does, will depend in part on the

extent to which educational developers get
actively involved in the construction of
Learning and Teaching Strategies in the
early stages, when the mould is set. Seize
the day!
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We have been keen for some time to
develop the research side of SEDA's activ-
ities and ic promote the scholarship of
staff and educational development.

Elsewhere in this edition you will find an
announcement for the latest round of
SEDA Small Grants. These are to he
awarded on the basis of proposals that
best address the theme 'The scholarship
of educational development and its appli-
cation'.

Eighteen months ago we also formed a
joint Educational Development Research
Network together with the Society for Re-
search into Higher Education (SRHE). As
well as a successful conference last spring
and two well-attended meetings in Lon-
don, we are currently talking to publishers
about a number of possible publications.

Our next meeting is planned for Monday
17 April in the Adsetts Centre at Sheffield
Hallam University (SHU). Two and half
years' ago SHU undertook a study of their
recently built learning centre - the Adsetts
Centre. The report of that study was enti-
tled 'An evaluation of the functioning of the
Adsetts Centre as an Integrated Learning
Centre'. The aim of this meeting will not be
s0 much to look at the findings of the
evaluation as to examine the rationale,
methodology and outcomes of the study.
As such we will be locking at it as a case
study of research and evaluation in a spe-
cific area. At an earlier meeting Graham
Gibbs made a similar presentation around
the theme of training new teachers in
higher education.

We hope this meeting will provide an op-
portunity for those who find it more difficult
to get to London to participate in the net-
work. The meeting is likely to last from
10.30 am (registration} until about 3.30
p.m. Further details will be distributed on
the Ed-Dev-Resnet and SEDA mailbase
lists as well as in a number of mailings.

| have alse had an offer to hold a meeting
at Middlesex University, which will be
gratefully taken up. If other institutions
would also like to host a meeting of the
SEDA / SRHE Educational Development
Research Network then please let me
know.

Ranald Macdonald FSEDA
Convenor, SEDA / SRHE Educational
Development Research Network

Details of the Ed-Dev-Resnet mailbase,
including joining instructions and message
archives, can be found on their website at:

http:/fiwww.mailbase.ac.ulllists/ed-dev-resnet/

www.seda.demon.co.uk
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When Good Teaching Becomes Outstanding ...
The Pursuit of Excellence

Dr Brian Smith

Physics Department, University of Sussex

Outstanding teaching, like outstanding
sex, is difficult to define satisfactorily, and
if we are totally honest with ourselves,
even harder to achieve on a regular basis.
Both are the subject of myths and dreams:
both are profoundly moving experiences
for the participants: and both defy capture
in a series of "how to” steps in an instruc-
tion manual.

It is also true that good, let alone outstand-
ing, teaching is not something that can be
generated with a hundred percent guaran-
tee of success. Of course, the likelihood
on given a occasion can be greatly in-
creased by creating an environment in
which learning can flourish - in which all
the controllable factors are designed to
facilitate the chosen objectives for the ses-
sion, and teachers and taught are all com-
mitted to positive outcome. But even then
the success or otherwise of a teaching
activity depends on the chemical reaction
that takes place in the group - the unique
combination of personalities, motivations
and connections, which largely determines
the quality of the educational experience.

A teacher can prepare the contents of a
session with due diligence, be consum-
mately skilful in steering the processes in
class, but the outcome is never totally
predictable. Making such assertions is un-
doubtedly heretical in our rationalist soci-
ety, but surely it is luck as well as judge-
ment which determines the extent of which
teaching is successful? But if this is the
case, why is it that some teachers are
consistently more likely to generate out-
standing sessions than others? And what
can be done to increase the chances of
success? Before we can even begin to
answer such guestions we must first es-
tablish criteria for distinguishing between
teaching that is ‘competent’ and teaching
that is ‘outstanding'.

Let us start by taking for granted that the
primary function of teaching is to facilitate
fearning. Certain practical aspects can
then immediately be identified as impor-
tant and dealt with rapidly. For example, it
is obvious that teachers should be well
prepared for classes and arrive in good
time - it doesn't always happen! It is also
helpful if the physical setting is appropriate
for the intended activities in terms of basic
factors such as seating arrangements, A/V
support equipment and room ventilation.
Unfortunately, this is often not possible,
and classes are then obliged to operate
under less than ideal conditions.

Teachers should ensure that students are
aware of the aims and objectives for each
session - a task easily carried out, but
often neglected. These and other similar

practical details affect classes negatively,
because if they are not right they create
dissatisfaction. In that sense they are simi-
lar to the hygiene factors in Herzberg's
motivation theory. But conversely, the
overall quality of the learning experience
and its lasting impact on individuals in a
positive sense depend far more on factors
related to the teaching process itself
(Herzberg's motivators).

So what does distinguish outstanding
teaching from the (merely) competent vari-
ety? This is not the first time that the
question has been posed, but finding a
satisfactory answer seems especially im-
portant in the present climate because of
the unusually high profile that teaching in
Higher Education is currently enjoying. |
suggest that the following criteria ought to
be included when attempting to distinguish
between the two.

A competent teacher presents informa-
tion and plans class activities using
concepts and language familiar to stu-
dents. But the outstanding teacher
goes further, by repackaging the infor-
mation and introducing experiences
which are highly motivating as they are
directly linked to student interests.

The practice is similar to that of the profes-
sional journalist who appreciates the im-
portance of engaging with the reader, lis-
tener or viewer by pulting themselves in
their shoes. The knack is being able to
identify with the student perspective with-
out losing sight of the basic course objec-
tives. To accomplish this feat without low-
ering standards requires considerable skill
in the classroom, and extensive prepara-
tion beforehand.

A competent teacher is aware that stu-
dents develop skills by actively partici-
pating in activities and reflecting criti-
cally on their own progress. The out-
standing teacher encourages individu-
als to learn also from the experiences
of others - to extend the range of their
knowledge and understanding vicari-
ously by sensitively observing, noting
and reviewing the activities of col-
leagues.

So often individuals switch off when the
focus of attention is not on themselves, or
lose interest when the immediate personal
relevance of what is taking place escapes
them. Mutual awareness and concern is
the first step towards genuine collective
learning, a powerful but rarely triggered
learning dynamic, when the whole be-
comes greater than the sum of its parts - a
phenomenon sadly not often encountered
in classroom situations.

A competent teacher endorses collabo-
rative student work while being able to
detect and discourage freeloaders. The
outstanding teacher not only encour-
ages collaboration, but insists on it.

Symbiosis is created within a group when
it progresses beyond the mere pooling of
information to the point when individuals
become fully interactive. At this stage the
group dynamic becomes powerful, and
collective learning becomes both exciting
and unpredictable. On these rare but pre-
cious occasions the teacher should be
open to abandoning the session plan so
as to go with the flow. The exhilaration
associated with such an experience will
wear off but the effect on participants is
likely to be long lasting.

A competent teacher recognises that
the preferred learning style will differ
from student to student. An outstand-
ing teacher facilitates ‘deep learning’
and also understands that there is of-
ten an emotional element which en-
courages or inhibits the capacity to
learn. ‘

Deep learning integrates what is being
learned into what is known already. The
emphasis is on making sense of what is
being learned in terms of existing facts,
feelings and frameworks. Studies have
shown that even in a subject such as
mathematics progress may be halted by
emotional blockages over quite basic con-
cepts such as fractions or negative num-
bers. Recognising and dealing with influ-
ence of non-intellectual factors on learning
is an important piece of learning in itself,
which needs to be shared with students.

A competent teacher nurtures stu-
dents. The outstanding teacher also
weans them so that increasingly they
become independent.

Letting go can be difficult, even painful at
times, but it is an important part of the
teaching and learning process. Students
need to develop into autonomous learn-
ers; confident and skilful in using the
whole range of resources available to
them, including their teachers. Introducing
this developmental element into course
design adds to its complexity and also to
the work required in preparation.

The above discussion has been couched
in terms of ‘competent’ and ‘outstanding’
rather than ‘excellent’. This has been done
for two reasons. The first is that the notion
of excellence is extremely hard to define.
There is a sense in which it is a by product
of outstanding teaching rather than exist-
ing as an entity in itseif. For a full discus-
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sion of the concept of excellence as ap-
plied to university teaching see the review
article by Lewis Elton in the International
Journal for Academic Development, vol-
ume 3, number 1, May 1998.

Secondly, the published lists of criteria for
teaching excellence tend to be couched in
phrases such as ‘produces textbooks and
teaching materials’, or ‘demonstrates a
continuing commitment to the quality, de-
velopment and improvement of teaching
and leaming’. It is not until an attempt is
made to translate these generalisations
into more practical terms that they become
genuinely useful. We may argue about
which practical criteria should be used but
having reached a decision, it becomes
much easier tc evaluate behaviour by ref-
erence to defined norms and competen-
cies rather than depend on abstract princi-
ples for guidance.

A competent teacher will be remembered
with affection by the students. An out-
standing teacher may not be remembered
at all but the learning experience is likely
to have changed student lives in some
deep and significant way, perhaps in
terms of knowledge, maybe attitude, prob-
ably motivation. Again, assuming that it is
learning rather than teaching that is impor-
tant, this should be reflected in the choice
of criteria.

Qutstanding teaching requires consider-
able effort and is expensive in terms of
human resources. The final question must
therefore be - to what extent can it be
afforded in our current educational sys-
tem, in which ‘quality’ is increasingly taken
to mean ‘adequate for the purpose’ and
staff-student ratios show no signs of im-
proving? In spite of the recent hype given
to teaching the realistic answer is probably
‘not a lot'. We will no doubt continue to rely
for examples of outstanding teaching on
that relatively small band of enthusiasts
who, at possible risk to their cwn university
careers, are prepared to channel their en-
ergies into demonstrating what might be
accomplished if we really were fully com-
mitted to its provision.

A new issue of the International
Journal for Academic
Development (1JAD)

IJAD is the International Journal for Aca-
demic Development. ('Academic Develop-
ment' is taken to mean both staff develop-
ment and educational development in
higher education.) [JAD is published twice
each year by Taylor & Francis for the
international Consortium for Educational
Development (ICED), an international net-
wark of nationail educational development
organisations. The I1JAD editors are Chris
Knapper of Queens University, Ontario,
and the Society for Teaching and Learning
in Higher Education {STLHE); Patricia
Weeks of Griffith University, Queensland,
and the Higher Education Research and
Development Society of Australasia
(HERDSA); and David Baume of The
Open University and SEDA.

Volume 4.2 of IJAD has just been pub-
lished. SEDA institutional members and
Fellowship holders automatically receive
copies as part of their membership. All
SEDA members are also invited to sub-
scribe to the journal at the much reduced
rate of £22 (rather than the normal per-
sonal subscription rate of £28).

Please contact the SEDA Office by fax on
0121 415 6802 or by e-mail at
office@seda.demaon.co.uk if you wish to
take advantage of this offer.

Issue 4.2
Papers in the current issue are:

The Impact of Individual Consultation
on Student Ratings of Teaching

Sergio Piceinin, Carolina Cristi, and
Marcia McCoy

Ninety-one professors over a seven-year
period consulted with an academic devel-
oper in a Canadian University. The paper
shows how the changes these professors
made to their practice increased student
ratings of their teaching. A valuable paper
showing that academic development
works!

Australasian Academic Developers:
Entry into the profession and our own
professional development

Kym Fraser

A survey of 71 developers in Australasian
institutions reviews their career paths,
qualifications and professional develop-
ment.

On Becoming an Academic Developer:
A personal journey

Lorraine Stefani

The emergence of a profession of aca-
demic development brings benefits and
risks. One lecturer's journey into academic
development charts these.

These two papers, from Australia and
Scotland respectively, provide fascinating

and complementary accounts of the pro-
cess of becoming an academic developer.

Educational Development in
Economics

Hilton J Fransman

A survey of the independent learning skills
of students in Scuth Africa, their expecta-
tions of lectures and their perceptions of
economics, led to the development of in-
dependent learning materials.

Leading the Horse to the Water:
Teacher training for all teachers in a
faculty of Health Sciences

Marie-Louise Schreurs, Herma Roebert-
sen, Peter AJ Bouhuijs

High-level leadership, financial reward to
departments, careful programme design
and a career structure favouring teaching
all contributed to high participation in train-
ing for teaching at the University of Maas-
tricht.

Faculty Development: Experiences and
issues in a Norwegian perspective
Kirsten Hofgaard Lycke

How has faculty development developed
in Norway? How have national priorities
and international debate on academic de-
velopment influenced it?

The Application of Gestalt to Organisa-
tional Interventions in Universities

Boh Matthew and Pele Sayers

Gestait, originally developed for coun-
selling and therapy, has applicaticns in
academic development. It can address
some of the problems of working effec-
tively within a University in England.

The Work of an Academic: Jack of all
trades, or master of one?

David Staniforth and Tony Harland

How can a University provide effective
academic development cn teaching and
learning for academics whose interests
and responsibilities also range widely over
research and administraticn? From the
experience in England the authors of this
paper advise a focus on the similarities
between teaching, research and adminis-
tratian.

The issue also contains book reviews
{edited by Ray Land of Edinburgh Univer-
sity), and news about ICED and its mem-
ber organisations.

Writing a paper for IJAD

The journal is interested to receive papers
and proposals for papers about any as-
pect of academic development.

For the notes on guidance for authors
please contact David Baume by e-mail at
a.d.baume@open.ac.uk
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Educational Developments - 1.1

A Personal Response to "SEDA Goes Global"

Dr Patricia Weeks FSEDA

Educational Designer, Multimedia Unit, Griffith University

As | sit here at my desk on this beautiful
warm sunny summer Queensland day
reading my November 1999 SEDA
Newsletter | am particularly interested by
the article "SEDA Goes Global' by Shirley
Earl. My interest in this article lies mainly
in the fact that | have just recently had the
good fortune to be a part of the SEDA
Recognition team for a university in Aus-
tralia. One, in fact, which Shirley dis-
cusses in this article. My interest also lies
in the fact that | am one of the "Global
SEDA" people and | welcome the introduc-
tion of video conferencing, which Shirley
also discusses, to improve my communi-
cation with other members of SEDA.

Shirley's article describes and discusses
how SEDA tries to meet the needs of its
international members by organising a
combination of electronic negotiation and
video conference (VC) training for a recent
Australian recognition. Shirley notes that
“cultural differences began to appear”
when trying to organise VC training.

| agree there are cultural differences.
Some | have noticed in relation to the
SEDA requirements for both Teacher Ac-
creditation and the Fellowship are:

e The SEDA scheme is not well known
or well understood in wider academia
outside the UK.

® Graduate and Postgraduate Certificate
students are sometimes not aware of
the underpinning SEDA philosophy,
values and principles. They are not
easily made transparent and visible.

® Language can be a barrier. For exam-
ple, in Australia we talk mainly about
"diversity" and less about practicing
equal opportunities. In Singapore this
statement appears to mean more
about religion and less about gender.

® |n the British system an external ex-
aminer is a requirement for courses in
higher education. This is not a re-
quirement in Australia and so it makes
it difficult for those of us trying to have
our courses recognised to know who
to put in the box marked "External
Examiner”.

® Most graduate certificate programs in
Australia would not teach their stu-
dents how to perform their teaching
support and academic administrative
tasks. Therefore is it appropriate for us
to ask our students to demonstrate
that they are capable of doing this?
Likewise, how can we assess them?

This list is not exhaustive. It is merely a
selection "off the top of my head" of the
cultural differences | have noticed over my
years of involvement with SEDA. | believe

all these cultural differences can be over-
come through discussion and negotiation.
If left as they are, for some the differences
may continue to be off putting.

| would hope that if we talk to each other
using VC on a more regular basis then
maybe we can overcome the isolation
some of us may feel from our UK counter-
parts. In this way, hopefully we can begin
to understand each other better. This will
be a two way process. Firstly, SEDA will
be able to communicate to international
members their requirements and sec-
ondly, international members can explain
the cultural differences to SEDA. Maybe
then we can begin to break down some of
these differences.

How | wish that the electronic medium for
training had been available when the
course | previously co-ordinated was
recognised. It would have made life much
easier. | also wish it had been available
when | prepared my portfolio for my SEDA
Fellowship - how | would have loved to talk
to someone about it and not just by e-mail.
Shirley's article declares the training (after
several setbacks) to be a success for the
institution undertaking recognition and |
know from talking to the participants this
end that the VC training was very useful
for them.

I suggest that using VC training prior to
recognition will help participants to under-
stand that the scheme is developmental,
transparent and rigorous. It will help them
to understand exactly what is expected in
the mapping document and during the
interview process. Having so few exam-
ples on our doorstep means that we can-
not (figuratively speaking) go next door to
see what is meant for example by showing
variety, depth and breadth. But examples
could be shown during a VC training ses-
sion and questions could be asked and
answered immediately instead of leaving
them until in some situations it all be-
comes too hard. 1 can think of a couple of
people from my own institution who have
considered going for the SEDA Fellowship
but without a support network here it is
difficult to keep the momentum going (not
that | am suggesting it is easy in the UKI).

In my own role now at Griffith University,
Gold Coast we use VC for meetings with
other campuses and the medium works
very well. | can see no reason why we
cannot extend that to regular international
meetings. Video conferencing is a more
personal way of communicating compared
with e-mail. It is easier to clarify points
immediately as often an answer will lead
to another question. It provides for a more
free flowing information stream. It is a way
of instantaneously sharing ideas and opin-
ions. Also, being able to hear and see
people helps to put names to faces and

improve communication. With e-mail as
you cannot see the person, you have no
idea what they feel and sometimes there is
a delay in getting a response.

In the past, when nominations for execu-
tive officers have been cailed for by SEDA
it is obvicusly, because of associated
costs to either them or their institutions,
out of the question for anyone who is not
UK based to put up their hand for the
position. But why not? As we have the
option of communicating by VC SEDA
could encourage nominations o its execu-
tive by those who do not live in the UK. In
this way, surely the cultural differences
and other barriers would gradually begin
to disappear as they could be discussed
openly as and when they occurred and
SEDA would truly "go global".

| have had the good fortune last year to
visit Temasek Polytechnic in Singapore to
undertake the external examiner role for
their SEDA accredited course. Whilst
there, | also assessed a Fellowship portfo-
lio - how much easier all of this would have
been with video conferencing before hand.
In one of the SEDA newsletters | read
where someone had demonstrated their
ability to uphold the SEDA Fellowship val-
ues and principles by creating an elec-
tronic reflective portfolio - again, what a
good idea, especially for those of us who
live so far apart from each other.

Personal visits to other institutions are
highly effective but have to be limited due
to the extensive travel involved. | com-
mend Shirley Earl and her SEDA col-
leagues for instigating the first VC training
in Australia for SEDA recognition. She and
we have followed it up so we now have a
small trained core of potential SEDA
recognisers here. With loose groupings of
SEDA folk associating with different uni-
versities and colleges around the world,
virtual communication for all of us through
electronic technology such as VC is likely
to be among the suite of options favoured
by global SEDA participants.

Where possible, | believe the use of tech-
nology will help to open up the communi-
cation channels with others early on in
their SEDA recognition or Fellowship pro-
cess. Nothing | hope will completely re-
place face-to-face visits. All of my experi-
ences with either having SEDA UK per-
sonnel visiting my institution or my visiting
other institutions have been so rewarding
and so good for my own professional de-
velopment that | would not have missed
them for the world. Surely in this age of
information technology we should model
using it and see how it can help SEDA to
become a more flexible, internationally fo-
cused professional association and help
each other to build our "global SEDA com-
munity".
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