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The Learning and Teaching Support
Network (LTSN): the implications for
educational developers

Cliff Allan, LTSN Programme Director

Introduction

This article describes the background to
and nature of the new Learning and
Teaching Support Network (LTSN} and
considers the interaction between the net-
work and educational developers in the
light of overlapping and common inter-
ests.

Background

The arrival of the LTSN on the HE scene
represents both an evolutionary step for-
ward in terms of developing existing
subject-based activity concerned with dis-
seminating aspects of good teaching prac-
tice and innovation, and a new attempt to
provide a means for bringing some coher-
ence and co-ordination to the wide variety
of disparately located and sourced devel-
opments in learning, teaching and assess-
ment in HE,

The LTSN has been established within a
strategic context of increased emphasis on
the importance of learning and teaching
reflected, for example, through the estab-
lishment of the Institute for Learning and
Teaching (ILT) and increased Funding
Council support for activity concerned
with the enhancement and improvement
of learning and teaching (ie. the HEFCE's
Teaching Quality Enhancement Fund).

20000000 OCOPOOTOOCGOCOCROCRROCROOCORROOOOOCROODROQROBROE®

Although the funding councils have a
history of supporting development and
enhancement activity the desire to rede-
fine their funding strategies in this area
provided an opportunity to reform the
purpose and nature of their support. Fol-
lowing consultation with the sector 3 key
strategic issues emerged:

a. The need to recognise that a great
deal of good practice and innovation in
learning, teaching and assessment already
existed in the sector and that greater ef-
fort and support was required to promote
and transfer this more widely.

b. Recognition thar there is a substantial
subject-specific element in most issues re-
lating to learning, teaching and assess-
ment, and the fact that academic staff
tend to think about such issues predomi-
nantly in terms of their own discipline.
Therefore, dissemination and transfer ef-
forts may be most effective at the subject
level.

c. The need to rationalise the number
and disparate nature of separate and
sometimes overlapping national initia-
tives by creating greater coherence and
co-ordination between funders and pro-
grammes.

Continued overleaf ...
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Educational Developments - 1.2

Therefore, the need for a subject-based struc-
ture focusing on the promotion and transfer
of good practice and innovation in learning
and teaching, which could also provide a
means for co-ordinating and brokering the
wide range of other related development ac-
tivities, emerged.

This corresponded with the separate
sector-wide consultation on the review report
of the Computers in Teaching Initiative
(CTI) and the Teaching and Learning Tech-
nology Support Network (TLTSN), two
funding council initiatives set up 1o support
the development and application of commu-
nication and information technologies in
learning and teaching. The review recom-
mended that the funding councils establish a
subject-based support network for learning
and teaching to succeed the CTI and TLT-
SNs, with a broad focus across all learning
and teaching activity. It also recommended
the establishment of a generic learning and
teaching centre to provide support for all
aspects of learning and teaching that are com-
mon to many or all subject disciplines.

These two drivers resulted in the creation of
the LTSN in January 2000 comprising three
elements:

a. 24 subject centres - following a tendering
process 24 LTSN Subject Centres, each lo-
cated within one or more HE isntitutions,
were approved for support for an initial pe-
riod of 5 years. The Centres cover the 42
standard subject units as defined by the Qual-
ity Assurance Agency (QAA).

b. The Generic Learning and Teaching Cen-
tre - to be co-located with the ILT in York.

¢. A LTSN Programme Executive responsi-
ble for the direction and management of the
LTSN - contracted to the ILT in York and
accountable to the funding councils.

Purpose and functions of the LTSN

The main aim of the LTSN is to promote
high quality learning and teaching in all sub-
ject disciplines, and through the GLTC to all
institutions. The principal functions of the
LTSN will be:

e The creation and facilitation of networks
concerned with learning and teaching
practice. '

® The promotion and transfer of good prac-
tices in learning, teaching and assessment.

® Brokering knowledge, information and
expertise on learning, teaching and assess-
ment practices.

The roles of both LTSN subject centres and
the GLTC can be summarised as follows.

The core activities of each subject centre will
include:

e collation of information on all aspects of
teaching, learning and assessment
provision of training opportunities
advisory service to practitioners
practitioner support through mainte-
nance of networks and effective contacts

e liaison with relevant professional bodies
and subject associations

e advice on the implementation of C&IT in
learning and teaching

e ensuring that all practitioners are aware
of current and future pedagogic develop-
ments, including developments in the use
of C&IT

e collaboration with cognate subject cen-
tres to support interdisciplinary and mul-
tidisciplinary activity

e collaboration with the Generic Teaching
& Learning Centre to ensure that subject
centre staff are aware of broader peda-
gogic and technological issues.

The GLTC will:

e provide strategic advice to the sector on
generic learning and teaching issues

o disseminate good practice in the develop-
ment and deployment of new methods
and new technologies

¢ act as a knowledge broker for innovation
in learning and teaching,

o develop and maintain a major portal for
on-line learning and teaching resources,
case studies, examples of good practices
and evaluated methods and packages.

The core activities of the GLTC will include:

e collating information on generic develop-
ments in teaching, learning and assess-
ment

e advising and supporting subject centres
and HEIs on generic teaching, learning
and assessment issues, including the use of
new technologies

e maintaining an international outlook on
generic learning and teaching develop-
ments

® liaison with institutional learning and
teaching staff development activity

e liaison with the Joint Information Sys-
tems Committee (JISC), the Economic
and Social Research Council (ESRC) Ped-
agogic Research Initiative and other or-
ganisations managing research and devel-
opment projects in learning and teaching

e making available critical evaluations of
generic learning and teaching-related
C&IT materials.

Interactions with Educational
Developers

The LTSN is about co-ordinating effort and
collaboration at the discipline, subject,
multi-disciplinary and national levels. For the
LTSN subject centres, and the GLTC on the
national level, to become key sources of in-
formation on good practices, catalysts for
change and brokers of knowledge on teach-
ing, learning and assessment in HE they will
need to work closely with subject-based net-
works, educational developers, staff develop-
ers, agents of change, development projects
and institutional managers.

The LTSN will therefore be collaborative in
outlook and in method of working, Educa-
tional developers will become major collabo-
rators through multi-dimensional relation-
ships, for example:

At the LTSN Subject Centre level:

e Subject Centres are being encouraged to
include an experienced educational devel-
oper on their steering groups to con-
tribute to the strategic development of
the centre's services

e Educational Development Units in HE
institutions could encourage faculties /
departments and schools to establish key
contacts with their appropriate LTSN
Subject Centre and help co-ordinate such
contacts at the institutional level to max-
imise the input from LTSN subject cen-
tres to the institution.

e Such units could also advise LTSN sub-
ject centres on institutional L&T policies
and departmental approaches.

e FEducational developers could provide
knowledge of, and expertise in,
subject-specific good practices and inno-
vations which could be promoted and
transferred more widely by the LTSN
subject centres.

At the generic level:

e The GLTC Advisory Group will include
educational developers.

e GLTC professional staff may have an
educational development background and
therefore be already networked with the
communnity.

e Educational developers will form a key
network for the GLTC to work with in
terms of gathering information on good
practices, identifying key national devel-
opment themes and in joining project
groups to further key national develop-
ment themes.
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e Educational developers could provide im-
portant advice on, and means for, the
effective transfer of practices and innova-
tions promoted by the GLTC.

® FEducational developers can  help
strengthen cross-disciplinary approaches.

At the national LTSN level:

e The LTSN Executive will maintain links
with educational developer networks to
ensure co-ordination of effort.

e Educational developers could act as
"critical friends' in the formative evalua-
tion of the LTSN.

e Educational developers could contribute
to LTSN discussion and development of

issues such as 'what is good practice?’,
'how to transfer and embed innovation'.

These are possible ways to ensure interaction
to ensure that the common interests of the
LTSN and educational developers are bound
together and co-ordinated. The landscape of
support for learning and teaching is changing
and artificial barriers between different seg-
ments of interest must be avoided. The differ-
ent elements of the LTSN have been estab-
lished and invested in by the funding councils
to provide a focus and means for raising the
profile of learning and teaching at the subject
and national levels. Educational developers
and the LTSN must combine their expertise,
experience and networks to maximise the
present favourable national and institutional
pelicy context to jointly deliver this shared
objective.

Editorial

Continuing  Professional  Development
(CPD) to support good teaching is rising up
the agenda both nationally and in our institu-
tions. The theme figures prominently in this
issue of Educational Developments because
of SEDA's role in helping to bring about
improvements in student learning.

We have brought together a number of pieces
which show the work in progress on CPD.
We have reports of two recent meetings on
this topic (Heads of Educational Develop-
ment and our SEDA London & South-East
group); an account of the development of
Learning Advisers at Manchester University,
which shows the flexibility and usefulness of
SEDA's scheme for Professional Accredita-
tion in Higher Education; the outcome of
research into SEDA members' own CPD
requirements; and an important contribution
in which Helen Beetham has drawn on her
experience of the EFFECTs project at Ply-
mouth to shape the questions and themes of
this major issue. Meeting the agenda for our
colleagues will require SEDA members to
reflect on and develop their own practice,
and Ray Land's article on orientations to
educational development will contribute to
this process.

While the National Teaching Fellowship
Scheme will be keeping many of us occupied
for the next few weeks (details on
www.ilt.ac.uk/public/news.html), the UK is
not the first to try such approaches. The
Canadian experience can be found at
www.umanitoba.ca/academic_support/uts/
stlhe/index.html. We would welcome re-
sponses to these national developments, and
we print in this issue Colin Evans' reactions
to the ILT's emphasis on excellence.

At local level, many of us will be working
with colleagues who are making applications
to the ILT through the direct route. Good
and enthusiastic teachers are now setting
down, perhaps for the first time, why and
how they have developed in the way they
have. The professionalism of instinctive
self-evaluation, judgement and change is be-
ing expressed in the language of the reflective
practitioner. If this succeeds as a developmen-
tal process in its own right, can research into
practice and the "dual professional” be far
behind? This is a good time to share your
experience in this area.

At the institutional level we must surely be
looking for approaches which are both vari-
ous and appropriate. We are delighted that
Cliff Allen has set out the LTSN's agenda for
us, and it is good news that the ILT will be
taking the CPD discussion thoroughly and
with extensive consultation. Much will de-
pend on how positively PVCs, Heads of
Schools, Chairs of Teaching Committees and
others respond to the challenges of HEFCE's
Learning and Teaching Strategy. In the light
of the emerging subject centres it is perhaps
surprising that little has yet been heard of
Department-based approaches to pedagogic
CPD - another area on which we would be
pleased to receive contributions.

We learnt from that stumble during the cre-
ation of the current ILT scheme just how
dangerous was the pro-forma, box-ticking ap-
proach to the creation of a genuinely devel-
opmental culture. SEDA has a lot to gain
from, and give 1o, the next stage of this public

debate.
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An Alternative Perspective on CPD

Helen Beetham

Development Officer, University of Plymouth

What's the point of CPD?

It seems likely, in the short term ar least, that
ILT requirements will be designed to ensure
that all staff can demonstrate a threshold
level of CPD activity. The primary aim is to
establish a professional body with broad
membership and support, whose standards
are acceptable to individual members and are
not too onerous for institutions to assess. It
can only be good news for student learning if
individual members of staff are reflecting on
and developing their practice to remain in
good standing with their profession. While
we work towards the short-term goals, how-
ever, we should not lose site of the underly-
ing reasons why staff need professional devel-
opment opportunities.

Learning and teaching in HE is emerging as a
distinct profession at this moment in history
for a variety of reasons, of which an impor-
tant one is the need to respond collectively to
change. The pressures for change are well
known -massification, diversification, the in-
formation revolution, competition from
other providers, employability, lower unit
costs, a wide range of government agendas
such as lifelong learning and public account-
ability (1). Unlike many other professional
bodies, learning and teaching in HE will have
no time to establish itself as a stable commu-
nity of practice, working to recognised and
well-established standards. Almost the only
constant will be the need to change. CPD
will therefore have to support staff not only
in developing their own practice but in devel-
oping the collective practices of their profes-
sion. In business terms there is a need for
learning organisations' and a 'learning cul-
ture' (2) as well as individuals who are com-
mitted to their own learning within the given
organisations and cultures of HE.

For developers, the requirements for staff
CPD are assumed to flow from the require-
ments of student learning. Translating the
pressures for change into positive outcomes
for student learning over the next five to ten
years will require a range of new skills and
approaches on the part of university staff.
Collectively, they will probably need to:

o undertake more-or-less constant curricu-
lum (re)design and development;

® keep informed about educational policy
and pedagogical theory, and translate
these into practice within their own local
(institutional / disciplinary) context;

o develop a much wider repertoire of learn-
ing and teaching approaches (eg. distance
learning, design of interactive resources,
computer conferencing) and ways of
working (eg. project teams, specialist con-
tracts, hot-desking);

e secure resources, internally and exter-
nally, to support specific developments;

e work closely with other departments and
specialist teams, and with other bodies
within and beyond HE;

e continually review, monitor and evaluate
pedagogical practices - their own, and
those of their department / institution.

SEDA members can no doubt add more; it is
no coincidence that many of these activities
are currently carried out by educational de-
velopers.

We can be fairly sure that not all staff will
adopt this developmental role to the same (or
indeed any) degree. It is also true, though,
that unless a substantial number begin to
adopt it soon then the needs of students in
the coming decade will not be met. Just as
educational and academic development units
have become more central to the life of insti-
tutions (3) -and for much the same reasons
-the development agenda has become far too
large for us to manage on our own. CPD
which focuses only on individual develop-
ment is a luxury we probably can't afford.

What's in it for staff?

If that is the educational development
agenda, is there a professional development
agenda which supports it? Put another way:
why on earth would academic staff choose to
develop as developers when much easier CPD
options are certain to be on the menu?

Here I would like to draw on three recent
exercises, carried out among staff and educa-
tional developers, to suggest some answers.
The first took place during an evaluation
workshop for the EFFECTS project in July
1999 (4). Developers who were involved in
delivering new CPD programmes within the
EFFECTS framework identified factors
which had motivated staff to take part (5).
These programmes ask staff to undertake a
curriculum development project involving re-
view, design, implementation, evaluation and
dissemination of their outcomes. The second
exercise was a survey of the SEDA and EF-
FECTS mailbase lists, carried out by the
author during January 2000. This asked what

would motivate academic staff to contribute
case study materials to a national resource of
learning and teaching innovations (6). While
the question is fairly specific, it presumes
underlying CPD activities focused on innova-
tion and change. Finally, developers attend-
ing a SEDA workshop at the University of
Central London in March 2000 brainstormed
a list of factors motivating staff to undertake
CPD (7). The results are summarised below:

(1) Factors referenced in all three exercises:

e Trofessional advancement / career pro-
gression

e Academic credit

e Additional funding for specific develop-
ment projects

e Time off from other responsibilities to
focus on development

(2) Factors referenced in two out of three:

e Student learning outcomes

e Personal satisfaction, including intellec-
tual satisfaction

e General recognition and acknowledge-
ment (eg. from colleagues)

¢ Publication opportunities

(3) Factors mentioned in the e-mail survey

but not in the other exercises:

e Support, encouragement (eg. from educa-
tional developers)

e Simplicity / ease of documentation (ie.
evidencing CPD should not represent a
large additional investment of time)

e Networking / building a community of
practice which values professional devel-
opment

e Conditions of membership for ILT (but
staff would need to see the benefits first!)

None of these surveys asked academic staff
directly about their motivations, and this is
important work which remains to be done.
The larger number of factors mentioned in
the email survey may simply be due to the
greater amount of time for reflection afforded
by this medium, and in the context of the
other two exercises it may have been felt that
the 'support and encouragement of educa-
tional developers' did not need to be explic-
itly spelled out!

A number of tentative conclusions can at
least be drawn. Happily for developers (and
other optimists) there appear to be several
intrinsic motivations for CPD, among them
personal intellectual satisfaction, the im-
provement of learning outcomes for students,
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general recognition and the acknowledge-
ment of colleagues. The desire for more time
and resources to devote to development
could also be taken as a sign of intrinsic
commitment to this agenda, even if it reveals
a culture of special pleading rather than main-
stream activity. Surely CPD opportunities
should be available which exploit these exist-
ing motivations to the full.

Unhappily, the extrinsic factors seem to pre-
dominate. Of these, career enhancement is in
the hands of institutional decision makers
and the national funders whose allocations of
money send such clear messages about what
kinds of staff activity are valued. However,
there is every sign that the national agenda 1s
becoming more favourable to staff who spe-
cialise in learning and teaching and its devel-
opment, and SEDA members will continue
to push for institutional initiatives which
provide even greater career incentives such as
teaching fellowship schemes and second-
ments. Developers now need to be inventive
about the ways in which CPD schemes can
be tied in with these tangible rewards. While
the ILT will provide a crucial lever, it was
noted during all three exercises that - at this
point in time - the actual benefits of ILT
membership remain to be proven to staff.

As far as allocation of resources goes, educa-
tional and academic developers are increas-
ingly likely to have a voice within institu-
tions. There seems little reason why funding
for specific development projects should not
be tied - loosely or firmly - to CPD, for
example by weighting bids to institutional
innovations funds, or by designing develop-
ment opportunities specifically around the
needs of funded projects.

Academic credit is an issue firmly in the
educational developers' court, and the com-
munity now has considerable expertise in
galning institutional accreditation for pro-
grammes of professional development. Publi-
cation opportunities are also becoming more
widely available, for example through SEDA
and (hopefully) the new subject centre jour-
nals. Whether or not one approves of the
publication mentality, it is the case that the
more academically rigorous our CPD pro-
grammes, the more credibility attaches to
research and development activity in the field
of learning and teaching,

So what kind of CPD is needed?

Supporting staff in the transition to a more
developmental role, and ensuring a good fit
with their own professional development
agendas, will not be straightforward. Devel-
opers too will have to adapt. The following
suggestions are drawn from the experience of
developing a CPD programme in Embedding
Learning Technologies (ELT) for staff at the

University of Plymouth. This work was done
as part of the TLTP3 EFFECTS project,
which provides a national framework for the
development of similar programmes at other
institutions (8). The programme is now vali-
dated at masters level and has 16 members of
staff enrolled. Two other CPD modules {in
embedding Key Graduate Attributes and
Skills into the curriculum and in developing
links with employers) have also been accred-
ited as part of the same Integrated Masters
Programme.

The modules at Plymouth and the EFFECTS
programme as a whole are still undergoing
evaluation, so it is too early to say whether
they actually support staff effectively in
adopting a more developmental role. How-
ever, there are a number of features of these
programmes which make them particularly
well adapted to meet the needs outlined
above.

Informed by developmental values

SEDA has always insisted that the values
underpinning good practice should be made
an explicit feature of the development pro-
cess. As CPD becomes a mass activity, the
more readily measured outcomes are bound
to be emphasised over those aspects of pro-
cess which are difficult to evidence and assess.
For change agents, however, values are not
an 'optional extra’ but an essential piece of
kit -whe would set off into unknown terri-
tory without a reliable compass? The mod-
ules at Plymouth ask participants to focus
explicitly on their values and beliefs in under-
taking curriculum development, and all EF-
FECTS programmes use the SEDA values to
give participants some constant points of ref-
erence, at a time when their actual practices
may be undergoing radical change.

Specialised

Staff will need such a wide range of collective
skills in future that it seems probable that
individual roles will continue to diversify.
The CPD programmes which support staff
will therefore not be one-size-fits-all. An ad-
vantage of staff choosing to specialise in, say,
key graduate attributes and skills, transition
to HE or the use of learning technologies, is
that professional development acquires some
of the status of subject specialism. The schol-
arship of reaching (9) becomes more meaning-
ful when staff have voluntarily chosen to
pursue a branch of that field that is of per-
sonal relevance and interest.

Focused on innovation

Specialised programmes like ELT offer a
framework within which innovators, maver-
icks and enthusiasts can be supported, above
and beyond the requirements of competence.
Promoting innovation and diversity will be
vital, not only to the sanity of educational
developers () but to the long-term capacity of

the HE sector to respond to change. To allow
this, there need to be models of CPD which
are loosely structured, open ended as to final
outcomes, and individually negotiated with
participants.

Based around real development issues
Increasing numbers of academic staff at Ply-
mouth were already working on curriculum/
learning development projects with the sup-
port of innovations funds. For individuals,
we felt there were obvious advantages in
tying professional development opportunities
to work they were already undertaking and
from which they - and their colleagues and
students - expected to see tangible benefits.
From the point of view of student learning,
there are even greater advantages in ensuring
that such developments are effectively sup-
ported and carried through. This connection
also ensures that staff retain ownership of the
processes and outcomes of their own CPD.

Working through action research

Action research would seem to be particu-
larly relevant for professional development
which is also aimed at learning and teaching
innovation, as it ‘is carried out by practitioners
seeking to improve their understanding of
events, situations and problems so as 1o increase
the effectiveness of their practice’ (10). Qur
SEDA accredited course at Plymouth already
required new lecturers to complete an action
research project as part of their initial pro-
sramme. We wanted to extend this approach
to encompass a wider range of methodologies
in educational research -adding to the intel-
lectual challenges and rewards - but in a way
which would also value the practical experi-
ence of longer-serving staff.

Academically accredited

As staff pursue learning issues in greater
depth, and with greater scholarship and un-
derstanding, they may well expect academic
as well as professional recognition for their
efforts. We have accredited our CPD mod-
ules at masters level, as have all the other
programmes so far developed within the EF-
FECTS framework. This adds to the incen-
tive for staff, who may already have masters
credits from completing initial SEDA- or
ILT-recognised programmes. A focus on the
(action) research element and an expectation
that at least some participants will publish
their outcomes also contributes to academic
credibility. At Plymouth we already have one
article and several conference papers ac-

cepted.

Collaborative

The ELT programme brings together mem-
bers of staff with different roles in the embed-
ding and support of learning technologies,
helping to ensure effective collaboration. Na-
tionally, we have adapted the EFFECTS
framework so that individuals may provide

www.seda.demon.co.uk
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evidence that they have achieved a particular
outcome collaboratively with others, rather
than simply through their own efforts. At the
same time our involvement in a national
network enables us to collaborate as develop-
ers, sharing resources and best practice, and
helping one another deal with issues such as
accrediting our courses and integrating them
effectively with our respective institutional
agendas.

Critically independent ...

It is fashionable for developers in learning
technology (and no doubt elsewhere) to fol-
low Rogers' categorisation of staff into ‘early’
and "ate’ adopters and rail against individuals'
resistance to change'. While there are cer-
tainly closed minds in academia, there are
also reflective practitioners who oppose cer-
tain agendas because they fear a negative
impact on student learning. In designing the
Plymouth modules, my colleagues and I have
been very clear about allowing opportunities
to critique the underlying agendas from an
informed perspective, as well as offering ex-
amples of 'best practice' in carrying those
agendas through. There must surely be room
for CPD which is not tied to appraisal or
other institutional monitoring procedures,
which allows for open, scholarly exploration
and develops in a wide range of staff the
‘conscience of teaching and learning’ (11).

... but institutionally embedded

In consulting on the EFFECTS framework
we have been told repeatedly that we should
not make institutional development the re-
sponsibility of individual staff. Surveys of
systemic change in higher education (12) em-
phasise that it requires -in addition to staff
with appropriate expertise -leadership com-
mitment, a favourable departmental climate,
good information and interpersonal net-
works, appropriate reward structures, and of
course available resources. However, there
are two ways in which a CPD framework can
become a lever for change at institutional
level. First, the development team supporting
the framework may well have some central
influence, through which they can advocate
those institutional changes needed to support
local innovation (top down). Second, the
work of participants can be scaled up
throughout the institution, given effective
avenues of dissemination and large doses of
political will (bottom up). Both of these pro-
cesses help to keep institutional agendas in
line with the real experience of staff in de-
partments; both may be strengthened if the
CPD pathway(s) concerned are explicitly
cited in the mnstitutional learning and teach-
ing strategy, as we have worked to ensure at
Plymouth,

Implications for SEDA

While the ILT focuses on those forms of

CPD which can be reguired of staff, SEDA
may wish 1o focus on the needs of those who
are taking forward the learning development
agenda. Between the professional competence
expected of everyone and the learning and
teaching fellowships for the starry few, there
need to be credible reward structures for staff
who choose to specialise in learning and
teaching for some or all of their careers,
These staff will need specialist support, inte-
grated around the specific curriculum issues
which concern them, their colleagues and
students.

The question is how SEDA can help develop-
ers to offer these opportunities. The EF-
FECTS project - like the original SEDA
teachers scheme - shows the value of shared
frameworks for development. Developers in
institutions can see the benefits: generic
learning outcomes and values, guidelines for
the development of their programmes, a com-
mon rationale, a network of practitioners
with similar concerns and a body of support-
ing materials that have been proven in use.
They are free to interpret these in whatever
way meets the needs of their staff and stu-
dents.

Other specialist groups exist - for example the
subject centres - with an interest in develop-
ing frameworks and awards of their own. No
doubt more will emerge as new agendas ap-
pear over the horizon. These groups have
specific kinds of educational expertise, but
they do not have experience in managing
national schemes or in the core values and
objectives that inform effective educational
development. A body such as SEDA could
give coherence to a wide range of new CPD
initiatives, and help others to develop to meet
the changing needs of staff and students. At
the same time, the actual support structures
offered at institutions need to be effective.
Therefore there is an ongoing need to recog-
nise and support developers working in insti-
tutions, affirm the value of what they do, and
monitor the quality of the programmes they
provide to staff.

SEDA is currently talking with EFFECTS
and other organisations about future develop-
ments in accreditation. I hope this article has
shown why a scheme is urgently needed to
complement the agenda for universal stan-
dards of CPD which is being taken forward
by the ILT.

Notes

1. An excellent overview of these pressures is
given by Lueddeke, G (1998) UK Higher
Education at a Crossroads: Reflections on
issues and practice in teaching and learning,
IETI, 35 (2)

2. See for example Senge, P (1990) The fifth

discipline: the art and practice of the learn-
ing organization. New York: Doubleday;
Otala, M (1995) The learning organization:
theory and practice, Industry in Higher Educa-
tion, June.

3. Gosling, D (1996) What do educational
development units do? International Journal
for Academic Development 1 (1); Lueddeke, G
(1997), Educational Development Units in
Higher Education: much ado about some-
thing? Quality in Higher Education 3 (2).

4, For more information about the EF-
FECTS project see hup://sh.plym.ac.uk/
eds/effects/

5. Five institutional programmes were repre-
sented (Plymouth, Southampton, UMIST,
UNL and Oxford Brookes). Items are given
in no particular order.

6. The survey was carried out by email during
January 2000 to SEDA and TLTP EFFECTS
mailbase lists and received 47 responses.
Items are given in descending order of popu-
larity.

7. 22 educational developers were present,
including the workshop leaders James Wis-
dom (who facilitated this section) and Chris
Rust. Items are given in no particular order.

8. I am grateful to all of my colleagues, and
most particularly to Paul Bailey, for ongoing
discussions over the last 15 months which
have helped to clarify these ideas. They do
not, however, represent the policy of the
EFFECTS project or of the University of
Plymouth.

9. Boyer, E (1991) Scholarship Reconsid-
ered: priorities of the professoriate, Prince-
ton: Carnegie Foundation for the Advance-
ment of Teaching.

10. Kemmis, S and McTaggart, R (1988) The
Action Research Planner, Deakin Univer-
sity Press. See also McKernan, J (1993) Teach-
ing educational action research: a tale of three
cities. Educational Action Research 2 (1).

11. Boud, D (1995) Meeting the challenges, in
Brew, A (ed) Directions in staff develop-
ment, SRHE / Open University Press.

12. Higher Education Quality Council (UK,
1994) Choosing to Change, London:
HEQGC; Wright, Q and O'Neil, C (1995)
Teaching improvement practices: successful
strategies for HE, in Wright and Associates
(eds), Teaching improvement practices: in- ©
ternational perspectives, Bolton: Anker
Publishing, Both cited in Lueddeke, G (1997)
Emerging learning environments in HE: Im-

plications for institutional change and aca-
demic developers. [JAD 2(2).
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Against Excellence

Against Excellence

Colin Evans

Academic Staff Development Advisor, Birkbeck College, University of London

The Institute for Learning and Teaching
(ILT) has as its slogan Supporting excellence in
learning and teaching. 1 believe this is deeply
misleading as a statement of its real mission.
The Institute is in fact in favour not of excel-
lence but of high standards.

It’s not semantic quibbling: the pursuit of
‘excellence’ and the pursuit of high standards
are profoundly different strategies. On the
whole, in Britain, we have instinctively and
for deep rooted historical and educational
reasons gone for excellence, not high stan-
dards - a focus group would have to say that
if Britain were a plane it would be a Con-
corde not a 747, a Rolls Royce not a Honda
Accord.

When Tony Blair recently visited St Paul’s
community school in East London he wrote
on the board as a parting message ‘Only excel-
lence will do’. Logically this is absurd: he
could as well have written Al pupils must be
above average’. ‘Excellence’ means ‘standing
above the rest’. It implies competition - win-
ners and losers. The basic assumption under-
lying this strategy is that excellence redeems
(the religious reference is not fortuitous). Pro-
vided we can point to one example of some-
thing which is (or once was) ‘the best in the
world’ we need not be too concerned about
how everything else is working.

But I am not interested in whether my 747
pilot can loop the loop; I want him or her to
take off and land unobtrusively every time on
time and deal competently with emergencies.
I want to be able to call any qualified plumber
(not one who is brilliant and whose ‘phone
number is a closely guarded secret) and not
have a flood the next day. I want to be able to
o into asmy restaurant and get a good meal. 1
want standards. I want-them to be high but
above all I want them to be wide. The best
can be the enemy of the good and, over a
swathe of human activity, a swathe that cer-
tainly includes university teaching, good
enough is good enough. I think the ILT
believes this as well, but language is danger-
ous: choose the wrong word and the wrong
policy follows. Choose right and you influ-
ence policy - the ILT was, after all, careful to
put learning before teaching in its title al-
though its not what trips off the tongue.

The search for excellence ends up emphasis-
ing conventional, archaic and romantically
unreal criteria - speed in Concorde’s case,

ostentatious bulk in Rolls Royce's: in teach-
ing it means charismatic lecturing or one-to-
one tutorials. Or else you get a ‘flagship’
teaching room surrounded by a lot of grotty
accommodation.

This is a very real dilemma for university
teachers. Our life has been a sequence of
individual competitions in which we have
excelled. Each stage of the selection process
had its winners and its losers and we were the
ones who remained when the others were
filtered out. We taught students who were
themselves ‘excellent’.

But in a hugely expensive mass higher educa-
tion system it is no longer enough to produce
an élite. The task is therefore not to refine
the filtering process but to add value; and the
nature of this added value needs to be made
as explicit as possible.

In the early days of the ILT proposals, the
DIEE proposed sending around video-tapes
of excellent lecturers. Fortunately, this was
one of the proposals to get a unanimous
thumbs down from the sector. But many
universities believe that by giving individuals
‘excellent teacher” awards others will be en-
couraged to emulate and standards will rise.

My view is that this will have the effect of
splitting off and tokenising good teaching,
We project on to the star those aspects of

ourselves which we should be owning and
developing. The presence in an institution of
one ‘excellent’ teacher is only significant if all
the others have reached a high standard, and
prizes won't achieve that. If anything there
should be prizes for institutions which
demonstrate that aff their teachers have a
high standard and indeed this is HEFCE’s

current strategy.

The way to improve teaching standards will
be to get a working consensus on what the
criteria are (what most of us can agree as
being the appropriate behaviour of a univer-
sity teacher), try to specify high minimum
standards for those criteria and accredit and
recognise individuals and institutions which
attain them.

This is likely to produce more ‘excellence’. It
is more not less likely that those individuals
who are competitive, challenging and perfec-
tionist will innovate and be outstanding if the
emphasis is on widespread high standards.
You have to be very bright to shine in broad
daylight; it is easier to be a beacon on a
darkling plain. In a world of high standards,
excellence, in the form of a star, the uncate-
gorisable wonderful, will look after itself.

Colin Evans is Academic Staff Development
Advisor at Birkbeck College, University of Lon-
don and a member of the Institute for Learning
and Teaching in Higher Education.
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Educational Developments - 1.2

Creative Pathways to Professional Development

Catherine O'Connell, Enterprise Centre for Learning and Curriculum Innovation
Joy Anderson, Central Academic Advisory Service
Emma Coe, Enterprise Centre for Learning and Curriculum Innovation

University of Manchester

Context

The University of Manchester has been en-
gaged in an initiative to introduce explicit
frameworks, referred to locally as Personal
and Academic Development Programmes
(PADPs), to support students in assessing,
planning, recording and reviewing their de-
velopment to enable them to play a greater
role in directing their own learning.

Our early experiences of PADPs at the Uni-
versity had shown that students were unwill-
ing to engage in 'standalone’ schemes. Local
evaluation demonstrated that the processes
underpinning  PADPs - those of
self-assessment, action planning, recording
and reviewing - need to be "part of the cul-
ture’. More extensive research of students’
experiences of such schemes in schools
. (Rouncefield and Ward, 1998) echoed this. In
a recent survey, undergraduate students who
perceived their experience of recording
achievement in schools as a valuable and
useful one, described a process which was
tutor-supported through a constructive dia-
logue.

We saw that academic staff must play a cru-
cial role in incorporating elements of per-
sonal and academic development planning
into the teaching and learning process. How-
ever, student support and guidance functions
can be fragmented, spanning many different
roles and responsibilities within academic de-
partments. The activities associated with
learner support are not easily quantified or
defined and practice can be variable within
departments.

A two year development grant from the De-
partment for Education and Employment
(DEE) in spring '98, under its 'Recording
Achievement' development theme, provided
a catalyst for this area of work. The strategic
aim of this project was to embed PADPs at
the heart of student learning through effec-
tive integration within degree programme
structures and processes. Accordingly, the
majority of the project budget has been
aimed at supporting staff through the cre-
ation of new roles linked to learner supporr,
development of enduring structures for dis-
semination and the introduction of opportu-
nities for career development and recognition
linked to student support and guidance.

A Strategy Underpinned by Staff
Development

There have been three key strands to the staff
development initiative:

i) Creation of 'Learning Adviser' roles in
pilot departments. Funding was awarded to
seven pilot departments where a 'Learning
Adviser' was nominated to develop and im-
plement a PADP scheme. In many depart-
ments, aspects of recording and reviewing
exist already in parts of the curriculum (eg. a
learning log to support the year abroad, a
career management skills module, etc.) but
often these elements have evolved in a piece-
meal fashion and are not linked in a coherent
way. 'Learning Advisers', who are members
of academic staff in strategic roles, have been
instrumental in developing schemes in seven
pilot departments which build on existing
practice and improve co-ordination and link-
age in PADP practices in each year of the
programme. 'Learning Advisers' feel the fo-
cus of their role has added value within their
department as they have been able to draw
together a number of student support pro-
cesses to bring better co-ordination and im-
pact,

ii) Establishing a staff secondment scheme
to a central learner support service. The
University's 'Central Academic Advisory
Service (CAAS)' is a student centred service
offering advice and guidance on academic
matters to all students. CAAS has been host
to a secondment scheme for academic staff
who are keen to develop their expertise in the
area of student support and guidance. Secon-
dees are attached to CAAS for half a day each
week for a semester. They experience the
very varied range of student problems and
issues presented to CAAS Advisers, provid-
ing a different and wider perspective on stu-
dent development and support needs. This
scheme is designed to equip participants with
a thorough knowledge and understanding of
issues relating to student support and guid-
ance as a basis for developing PADP systems
in their own disciplines.

iii) Creating an Enduring Structure for
Dissemination through an Accredited
CPD award in Student Support and Guid-
ance. Thirdly, a significant part of the project
budget was allocated to develop a continuing

professional development (CPD) programme.
This forms part of the strategy for continua-
tion and embedding, We recognised the need
for value to be attached to the roles per-
formed by staff in intreducing PADP
schemes. Further it was clear that the models
and methods developed by pilot departments
were transferable but required some local
adaptation. There needed to be a mechanism
for transferring good practice and giving sup-
port and encouragement to ‘champions’ be-
yond the initial pilot departments.

Professional Development in Higher
Education Award (PDHE): an
enabling framework for CPD

The development strands of the project
aligned closely with the objectives and out-
comes, principles and values of the SEDA
PDHE Award. This CPD programme
would:

e Provide a model of CPD based on reflec-
tive practice (modelling the processes we
were trying to introduce to students).

e Offer an inclusive approach in bringing
together members of staff with different
roles associated with supporting students’
personal and academic development
(bringing more coherence and integration
to these roles).

e Give recognition to and greater focus for
the role of student guidance and support.

e Create a learning community of col-
leagues with common interest in develop-
ing more proactive systems for support-
ing student development.

e Emphasise the application of learning in
practice and foster an enquiry-based ap-
proach to this area of learner support.

Programme Design

The PDHE Award in 'Student Support and
Guidance' has been developed at the Univer-
sity of Manchester to:

® Provide a focus for developmental activi-
ties throughout the University and help
colleagues to spread and share good prac-
tice.

e Consider the changing context of student
support and guidance at local and national
level.
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