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Quality Assurance through
Quality Enhancement

Lewis Elton, University College London

“There s a real danger to the educational derelopers -

we are dften seen as only a part of the qualitocracy.”
Janes Wisdom

Thank you, dear Editor, for the warning
which you gave me when you invited me to
write this article, for if we educational devel-
opers should ever be seen as part of the
qualitocracy, we are doomed. So this article is
in part an explanation as to what our task
should be.

Historical background and
personal history

My interest in quality matters goes back to
my response (Elton 1986) to Christopher
Ball's question “What the hell is quality?” (Ball
1985), namely that quality for a professional
consists of the duty to maintain one’s own
standards and that of one’s profession. This
conviction that the basis of quality and its
assurance had to lie in professional integrity
served me well when in about 1992 1 took
part in the training of the assessors for the
Academic Audit Unit (AAU), which had
been set up by CVCP. The scheme produced
by the Director, Peter Williams, was very
promuising, which was probably why it was
treated with suspicion by both the universi-
ties and the Funding Council. Peter Williams,
consummate diplomat that he is, would
never admit to this, yet the fact that he is

now again in charge, even if at present only

“temporarily, gives hope.

The same conviction guided me four years
later, when 1 was asked to evaluate quality
assessment in Wales (Elton 1996). There was
real cooperation there between the universi-
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ties and the Head of the Quality Assessment
Division of the Welsh Funding Council,
Mike Laugharne, in a common aim to move
towards making quality a matter of institu-
tional self-assessment with external audit. I
pointed out at the time that this was a dia-
lectical development that was not easy but
also not impossible to bring to fruition, but
the opposition of the English Funding
Council was too strong and my proposals
were quictly scuppered. Instead, the AAU
was sidelined into a new organisation with-
out real power, the Higher Education Qual
ity Council (HEQQ), and a powerful Teach-
ing Quality Assessment Unit was estab-
lished within the Higher Education Funding
Council for England. An enormous growth
of bureaucracy followed and when in due
course the two units were amalgamated into
the Quality Assurance Agency (QAA), it led
one Vice Chancellor to remark that that
would save no more than one postage
stamp, since the two units now worked
from the same address. That power and in-
fluence can diverge is lustrated by the fact
that the current plans of the QAA have
been strongly influenced by lessons learned
from the HEQC.

Recent history of quality
assurance

It is important to understand past history in
order to avoid repeating it, this time as
farce. However, the Consultation Paper
(Higher Education Funding Council in Eng-
land et al 2001) which invited comments on
a new audit proposal was not encouraging,
for what has remained unchanged is the ad-

versarial attitude and the paper work, which
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were the proud achievement of QAA. The
problem with the paper mountain was not so
much that it was excessive - the Director John
Randall may have been quite right when he said
that the universities would have to evolve a
similar, although surely significantly smaller,
mountain if they were to assess themselves - but
that it was ineffective, as it led to a compliance
culture, which in fact failed to assure quality.
And the QAA, in contrast to the TQA which
was evaluated and found wanting, has not so far
been independently evaluated. What is sauce for
the gDOSe e

So now, according to the recent Consultation
Paper, we are back with audir, but what has not
changed is the adversarial awitude 1o the rela
tionship between universities and the QAA,
which led to the developing compliance culwure
in the first place. This was not spelt out in detail
in the Paper, but was implicit in its total lack of
discussion of fundamental principles. Although
the first two questions asked for responses on
‘the objectives and principles’ of quality assur-
ance (paras 7 - 11) and the audit model (para
12), these paragraphs tacitly assumed an agree-
ment on fundamentals which formed the basis
for the rest of the questions and so made radi
cally different approaches impossible within the
framework of the questions. If instead one ig-
nored the advice that ‘it would be helpful if [the
responses] could be structured to address the
listed questions’, then one was of course the odd
person out and easily ignored in what was sure
to be a statistical summary of the responses re-
ceived. A typical Givil Service way of avoiding
dissent.

A modest proposal

So let me give here my response, which starts
with the following assumptions:

1. Quality assurance should follow from qual-
ity enhancement, as has been outlined by
Biggs (2001). Assurance in itself is a negative
concept which can at best ensure that things
are done well, but it can never ensure that

things are done better or better things done.

2. An institution dedicated to quality enhance-
ment will provide quality assurance as a by
product; one dedicated to quality assurance
has no incentive to extend this to quality en-
hﬂﬂcement.

3. Quality enhancerment can only happen if it is
a credibly declared part of the mission of an
instirution. (If this should not be the case,
then the instirution would #se fato not be
pursuing quality enhancement.)

4. Tt is therefore at the mission and manage-
ment levels that an audit must take place in
the first instance,

5. Only if this audit throws up doubts should
there be audit trails into how the mission

works out in practice.

Underlying these assumptions lies the principle
of a collegial, as opposed to the current adver-

sarial approach, which in the first place trusts an
institution staffed by professionals to want to
carry out its work professionally. However, such
trust cannot and therefore never should be ab-
solute, as we are all weak vessels and might be
termpted to abuse it, and it is for that reason that
Yorke (1994) introduced the felicitous idea of a
‘modified’ trust, ie. a trust monitored by audit.
This audic must in the first place be buik into
the internal management of an institution,
which thereby can verify whether practices are
in agreement with the declared mission. Simi-
larly, the external audit must start at the level of
mission (see 4 above),

Professionalism

What then are the conditions that have to be
satisfied for quality enhancement to be a normal
feature within a given institution? They arise
from the demand for professionalism which,
while normal in the research function of a uni-
versity cannot be taken for granted in its teach-
ing function. In fact (Elton 1993), the very op-
posite is the case; traditionally, university teach-
ing is at best a craft, where novice teachers
benefit from the experience of ther elders, who
of course themselves have 1o rely on the experi-
ence of their elders, all the way back to the first
universities in the middle ages. (This undoubt-
edly accounts for the continuation of out-dated
practices.) Often, university teaching is not even
a craft, because - once past the probationary
stage - university teachers rarely if ever receive
evaluative feedback on their practices. So the
prime and crucially important task for educa-
tional developers is - and here T am responding
to the Editor's concern - to provide not only
initial formution! for new staff, but continuing
professional development throughout an aca-
demic’s career. To fulfil this task, they must be
proactive and not merely reactive to needs as
expressed by management, although naturally in
such a way as to gain the latter’s support. The
guiding principle for it - and it is this which is an
appropriate matter for audit - is that university
teaching is as problematic an activity as univer-
sity research and requires very similar fostering,
through a basis of research, a knowledge of re-
search outcomes and their relevance to practice
and the development of good practice, This task
has been made easier, at least in theory, by the
work of the Institute for Learning and Teaching
(ILT) which in turn was based on the earlier
work of the Staff and Educational Development
Association, although the present ILT member-
ship regulations stll fall somewhat short of the

above guiding principle.

Another aspect of professionalism is a regular
and effective scheme of staff appraisal, where
appraisal is both from above and below in the
institutional hierarchy, and affects all staff from
the newest lecturer to the Vice Chancellor, as

I The French ‘formation’, as well as the German
‘Ausbildung’ have aspects of both training and
education, thereby demonstrating that these two
concepts are not in opposition bur support each

other.
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well as all academic related and non-academic
staff. Such a scheme must not be punitive, i,
the outcome of an appraisal must, in the first
place, be formative and lead to appropriate staff
development activities in connection with qual
ity maintenance, Since neither appraising nor
being appraised has ever been a normal profes-
sional activity in universities, the training of
both appraisers and appraisees is another neces-
sary staff development activity. Incidentally,
such appraisals should provide evidence also for
lack of teaching quality control, ie. the present
almost universal variability of the kind of teach-
ing which students receive (see eg. Tobin 1996).

To go beyond quality maintenance to quality en-
hancement requires two further areas of instiru-
tional developmen, ie. the encouragement of
innovations and effective change management,
But perhaps the most important indicator of in-
stitutional commitment will arise from the rec-
ognition of the importance of the teaching func-
tion and the reward schemes and promotions
for teaching excellence.

All this will cost money, but it may be hoped
that the sums which in the past few years have
been spent so unprofitably on paper mountains
would go a long way towards financing the pro-
posed changes. If universities should attempt to
retreat into a supposedly golden past, where
such matters as I have outlined were not consid-
ered necessary and where academics were largely
left 1o their own devices, they would have to
learn differently. My proposal does not consti-
tute the kind of easy way out that universities,
and in particular the Russell group, are appar-
ently now demanding (Baty 2001).

Genuine seif-assessment

The scheme which I am proposing consists of a
self-assessment, in which an institution declares
and evaluates its own practices, followed by an
internal and then an external audit. All of these
processes should be carried out collegially, with
the internal processes greatly strengthened
through the appointment of external consultants
and external auditors acting as consultants and
not as judges, as is the case in the Netherlands
(Vroeijenstyn 1995, p. 58):

The task of the review committee is to form
an opinion on the basis of information sup-
plied by the faculty and by means of discus-
sions held on the spot .. The concept
‘forming an opinion” should not be inter-
preted as ‘sitting in judgment and handing
down a verdict good or bad’ ... The aim of
external quality assessment is to detect, in a
dialogue with the faculty, strong points and

areas for concern.

Powers of universities and Funding
Agencies - need for trust as well as
independent agency

How might a scheme of this nature meet the
needs of appropriate stakeholders? The question
of stakeholders was raised quite rightly in the
Consultation Paper, para 9a;

Meeting public information needs, so that
stakeholders - and above all students - have
information which is up-to-date, consistent
and reliable about the quality and standards
of teaching and learning at different HEIs
and in different subjects.

Employers were not mentioned explicidy, buc
clearly they and students are the stakeholders
most in need of such information. Funding
Councils require this information only indirectly,
ie. they must ensure that the information satis-
fies students and employers, not that it satisfies
them independently. So clearly, the first step to
be taken is to find out what information these
two direct stakeholder groups really want in or-
der to influence their actions. Roizen and Jep-
son (1985) showed just how varied employers’
demands are - although ‘a large number of em-
ployers mentioned [certain] general skills’ (p.
154) - and more recent simplistic conclusions as
o ‘what employers want’ would do well to re-
visit that research. 'That these general skills
seemed in part at least to correlate with middle
class values 15 indicated by the conclusion that
‘Oxbridge graduates and those from other lead-
ing universities have a very much better chance
at “top jobs” than others’ (p. 168). This ten-
dency to recruit from the ‘best” universities for
the ‘best’ jobs seems in line with the Govern-
ment’s attitude to ‘best’ universities, which
might be called the Laura Spence principle, after
the student who, when rejected by Oxford, went
to Harvard. Such an approach completely con-
tradicts any considerations of fitness for pur-
pose and while it is true that the Consumer As-
sociation at times identifies ‘best buys’, it gener-
ally deseribes products in terms of a variety of
featu.res aﬂd iEaVCS it to consumers to ].'Ilake
their choice in the light of this more detailed in-
formation. Are students and employers really
less sophisticated than the average buyer of, say,
a toaster, and if that is so, what does that say
about higher education, which is supposed to
have as one of its functions the development of
the critical appraisal of evidence? One outcome
of this critical appraisal is surely the opposition
of universities 1o being assessed in terms of an
overall numerical grade, an opposition that
would be more credible if universities did not
apply exactly that approach to the reporting of
student performance in terms of degree grades.
This is another case of “What's sauce for the
goose, ...

What the scheme proposed in this paper sug-
gests is that if, and only if, universities are, and
are allowed to be, genuinely professional, then
this would be the best guarantee for students to
receive an excellent education. The provision of
information, which can never be more than a
minor part of that guarantee, would then at least
be produced in a balanced fashion, an approach
their staff at present are likely to follow when
writing a research article.

Conclusion

The present entrenched position of universities
and of the QAA indicate that we have here a
conflict situation. So far, the QAA has appeared
to be on top, but the universities’ defence via

compliance has been remarkably successful. If
in the furure, the universities should come out
on top, there is a serious danger of their revert-
ing to a less than glorious past. Both sides will
have to accommodate, if there is to be a resolu-
tion of this conflict, and only if that resclution
can be achieved can real quality improvement be
obrained.
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Editorial

When Phil Race opened the recent Developing
the Developers conference in a shower of teach-
ing taxonomies and post-it notes, you could be
forgive for thinking that not much had changed
since the first SEDA Annual Conference six
years ago. You would be wrong. From Phil’s
new take on Bloom’s taxonomy of teaching
verbs to Carol Baume’s summary of the current
national scene, it was clear that much had
moved on. Three kinds of change could perhaps
be identified: (a) educational developers were
engaging more thoughtfully with the research
issues than ever before; (b) new kinds of devel-
oper were emerging, often with a specialist in-
terest in for example new technologies; and (c)
developers were becoming more closely in-
volved in the strategic thinking of their institu-
tions. Kyriaki Anagnostopoulou and Michelle
Haynes' session on ‘Managing Ch@nge” seemed
to accommodate all three themes, with a bonus
point for twenty-first century spelling.

Each of these new demands - the focus on re-
search-led practice, the increasing specialisation
among, staff working as ‘developers’, and the
strategic focus on institutional change - require
specialist resources. This issue of Fdurtional
Deuelgprents aims to provide some timely materi-
als for educational developers and their allies.
Graham Gibbs’ article on the Impact of Institu-
tional Learning and Teaching Strategies (page

12) details some of the strategic changes that
have taken place, and that remain to be under-
taken, in the role of staff and educational devel
opers. In a survey of 134 institutional strategies
he finds evidence of ‘extraordinarly rapid’
change. Developers have become more
‘strategic’, ‘proactive’, ‘mainstream’ and
‘accountable’ in their institutions, bur at the
same time have sacrificed a degree of tactical
autonomy. The devolution of budgets for devel-
opment away from central services poses prob-
lems for coordination of effort, even while it
supports a more diverse ecology of develop-
ment practices.

Lewis Elton’s article {page 1) explores of a fur-
ther paradox of the growing strategic impor-
tance of educational development: its tendency
w be identified with management initiatives,
particularly around issues of ‘quality’. Elton's
call for quality assurance measures based on a
commitment to quality enhancement and colle-
gla.llty suggests one way in which a strategic

nment with ‘management’ can be used to
promote developmental values. His words are
invaluable as a guide to current Funding Council
politics as well as a call to arms. Gina Wisker's
article on page 8 provides a view of how a single
institution has supported educational develop-
ment within the broad strategic environment

described by Gibbs and Elton.

Within the broad theme of specialisation, Judith
Vincent (page 5) considers some staff develop-
ment issues in Foundation Degrees and Gradu-
ate Apprenticeships. These two initiatives sug-
gest new ways of bridging higher education and
the world of work, respectively at the beginning
and end of a traditional undergraduate pro-
gramme. If these initiatives are to benefit stu-
dents, they require staff and educational devel-
opers to work with other specialists in areas
such as key skills, course design and work-based
learning. Tina Overton (page 15) looks at a sec-
ond growing area of specxahsm in learning and
teaching - problem based learning - and reviews
some web resources to support educational de-
velopment in this area,

Finally, two articles look in more detail at educa-
tional development practice itself. Helen Gale
reviews a SEDA ‘Networking the Networks’
meeting and asks some difficult questions about
why networking is such an obviously ‘good
thing’. And a research study reported by Helen
Beetham sets out to ask ‘How do representa-
tions of our practice enable change to happen?’
Like teaching staff, it appears that educational
developers too must examine the nuances of
our own practice if we are to survive the present
educational climate and surf the whitewaters of
continuous change.

Copyright

Copyright for all published material is
held by SEDA unless stated otherwise.

Contributors may use their material
elsewhere after publication without
permission, but the following note
should be included: “First published in
Educational Developments, issue
number and date”. Permission is
required for use by a third party

The publishers have endeavoured to
find ﬁhe copyright holders of all
material in this magazine. If we have
infringed copyright, we shall be
pleased on being satisfied as LO the

fi

accuracy in all published material.
However, the Editorial Committee and

the publishers cannot accept any
liability for any inaccuracy accepted in

good faith from reputable sources.

ressed are those of :
authors.

Opinion's exp

The SEDA Fellowship

Accreditation for Professionals who work in Staff and Educational
Development in Higher Education

SEDA Fellowship Support Days
26th February 2002 and 6th june 2002

These events are designed for:

e those considering the Fellowship
o those recently registered

. those compiling their portfolios

o and existing Fellowship holders, who may use this opportunity to consider their CPD.

Whatever stage you are at, these days are designed to give you the opportunity to dedicate
some time to progressing your Fellowships plans and reflecting on your continuing

development.

It is a time to meet other Fellowships candidates and holders, look at existing portfolios and
CPD plans and discuss the common questions and problems faced in compiling them. This
will help you plan the work needed for your submission and if appropriate, prepare for the
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Foundation Degrees - some staff
development issues

Dr Judith Vincent

Dean of Students, Thames Valley University

In the summer of 2000, HEFCE issued invita-
tions to universities to bid for funding for two
new developments in vocational education,
Foundation Degrees and the Graduate Appren-
ticeship. David Blunkett first announced the
Foundation Degree in his speech at Greenwich
in February that year in which he looked for-
ward to an HE system that would ook very
different to the system which evolved in the
second half of the twenteth century. The
Foundation Degree is intended to prepare stu-
dents for employment within a particular sector
by drawing on relevant National Occupational
Standards in its design, embedding key skills,
enabling students to demonstrate their skills
within the workplace, and involving employers.
It shares these characteristics with the Graduate
Apprenticeship (GA), though the two are aimed
at different markets. The Foundation Degree is
designed as a qualification below honours de-
gree level while the GA, first piloted in 1998, is
now intended to focus on provision at honours
degree and higher levels. As we now begin to
move towards delivery of these two new initia-
tives, some of the staff development implica-
tions of building the new HE system for the
twenty-first century are beginning to emerge.

Thames Valley University (ITVU) is the lead
higher education institution (HEI) in a consor-
tium funded to design and deliver three proto-
type foundation degrees and TVU is also funded
w develop frameworks with the relevant Na-
tional Training Organisations (NTOs) and im-
plement three Graduate Apprenticeships. Th
University sees opportunities in these develop-
ments to fulfil objectives in the Government’s
wider agenda, such as social inclusion, enhanc-
ing employability of individuals and working
with employers to meet the labour market needs
of the local and regional economy. We intend to
develop the foundation degree primarily for
people who want a qualification and career de-
velopment through work-based learning while
continuing in their existing employment. We
are targeting it at mature students, typically

those in their mid or late twenties who have not
previously considered HE but who are now
looking for career progression within their exist-
ing company or employment sector. From an
employer’s perspective, the foundation degree
can enable a company to ‘grow its own’; devel-
oping the skills of existing employees through
this route can be a cost-effective option to fill
ing skills gaps at the intermediate level. The GA
we intend for students moving into their first
graduate employment; it may be particularly
useful to employers who recruit students from a
wide range of disciplines and from non-
vocational areas, or to Small and Medium-sized
Enterprises which do not run a graduate training
programme. The GA’s offer of a range of op-
tional units from occupational standards or
NVQs and higher level key skills enable it to be
tailored to the needs of specific job roles and to
an individual’s requirements. To students, these
new initiatives provide a genuine choice of
routes. Each gives a different emphasis to voca-
tional or academic skills, but each provides op-
tions to transfer from one route to the other as
interests or needs change, as the diagram below
illustrates.

Both of these new developments rest on the
premise that these courses must differ from
those already existing in some fundamental
Ways.

As a first step to the development of foundation
degrees at TVU, we designed a template specify-
ing the characteristics of foundation degrees and
providing guidance to course design teams. The
headings within our template are as follows:

Use of occupational standards
Worlebased learning
Utilisation of e-learning tools
Key skills

Progress Files

AP(E)L opportunities.

Diagram to illustrate how individuals may transfer from one route to the other

Foundations degrees validated by TVU are ex-
pected 1o include all of these features, The head-
ings are derived either directly or indirectly from
the requirements set out in the HEFCE invita-
tion to bid to develop prototype foundation
degrees. The provision of work-based learning
oppertunities for all students and the mapping
of programme and module outcomes against
national occupational standards, for example,
are HEFCE requirements. The use of e-learning
tools however was a local decision taken in or-
der to provide convenient and flexible delivery
and communication channels to learners who
may be studying in a variety of contexts, and to
share resources within the consortium. The tem-
plate was designed by the TVU consortium
Foundation Degree Development Group. The
membership of this group is drawn from the
employer, HEI and FE college (FEC) members
of the consortium; NTOs and the three proto-
type subject areas are also represented. The
work of this group, which brings together a
wide range of perspectives and different kinds
of expertise, has resulted in a model we feel
confident distinguishes the foundation degree
from existing HE level 1 and level 2 qualifica-
tions and should ensure consistency of ap-
proach across subject areas.

Many academic staff from the University and
the partner FEGs will have litde or no experi-
ence in one or more of the areas of the tem-
plate, and very few staff will feel experienced
and confident across all six areas at the outser.
Staff development issues arose immediately at
the design stage. For example, all foundation
degrees must include key skills: to ensure consis-
tency across courses, the consortium requires
QCA Level 3 standards in each of the six key
skills to be embedded in the learning outcomes
of each foundation degree course. Most HE
staff were unfamiliar with the QCA standards,
and amongst the FEC partners expertise in key
skills assessment and portfolio development was

largely held by key skills specialists and not

Graduate

-
~ Apprenticeship Eﬁ?@@mnt
Bridging ~ Honours Honours
Modules Degree Degree
E Foundation
Employment Degree

i
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Useful Web Links

Foundation degrees have a web site of their own:
http:/lwww.foundationdegree.org.uk

More on graduate apprenticeships can be found at:

http:ﬂwww.dfes.gov.ukigraduatea'p ]

nticeships

National Occupational Standards can be found through ch Natlonal Training
Organisation, which in turn can be found throughftﬁe National Council of National Training

Organisations, at:
http:/fwww.nto-nc. org

Key Skills specifications can be fou'

and Curriculum Authority:

49
http:/iwww.keyskillssupport.net

Information about Progress Files is at:
http:/iwww.ltsn.ac.uk/genericcentrel/projects/pdp/

widely shared by subject specialists. Course de-
sign teams needed considerable support from
key skills specialists in the processes of mapping
key skills across the course modules and in writ-
ing learning outcomes which would enable stu-
dents to generate appropriate evidence of attain-
ment of key skills. Similar issues of unfamiliarity
amongst academic staff arose in relation to the
mapping and embedding of occupational stan-
dards as learning outcomes.

Each element of the template has required care-
ful consideration of course teaching and learn-
ing strategies and each has thrown up a new set
of development issues. Both the University and
the partner FECs are in the early stages of intro-
ducing virrual learning environments. While the
potential of Virtual Learning Environments
(VLEs) to support students through features
such as on-line self-assessments, inter-active
course materials and discussion groups has been
recognised and welcomed, most teaching staff
have as yet little experience of the use of these
tools and how to integrate them effectively into
the desien and delivery of courses. The intro-
duction of successful e-learning and teaching
strategies within courses presents a formidable
staff development task on its own. However in
this development it has had to be cross-
referenced with other design issues from the
template,

Effective utilisation of the VLE can be expected
to enhance the experience of work-based learn-
ers. Work-based learning is central to the
course design; it has been important, therefore,
to remain focussed on this experience and not
view foundation degree students as remote
learners on conventional courses and e-learning
and work based learning as simply delivery
methods to increase the flexibility of learning
opportunities. The foundation degrees need
exploit fully learning in the workplace as a dis-
tinctive kind of learning experience and specifi-
cally related to the achievement and assessment
of learning outcomes based on national occupa-

tional standards. The approach to work-based
learning established in the template is based
upon the following principles:

e  Work-based learning must form part of the
teaching and learning strategy of all founda-
tion degree courses.

o All modules must be designed so that they
are capable of delivery and completion
through worl-based learning.

o  Work-based learning should be regarded as
a new learning skill; all students should re-

ceive support and academic credit for the
development of this skill

e All students should normally have a work-
place mentor while undertaking work-based

learning.

While some of the consortium’s prototype foun-
dation degrees are in areas where there are al-
ready strong partnerships with employers and
existing experience of work-based learning, oth-
ers are in areas which have previously been pre-
dominantly college-based. To tackle this diver-
sity of experience between course teams, a sub-
group of the Foundation Degree Development
Group was formed with employer, HEI and
FEC members from the three prototype degree
course teams; the group developed guidelines
and codes of good practice to ensure the sharing
of existing good practice and expertise. The
sharing of expertise within the Foundation De-
gree Development Group provides a powerful
staff development opportunity, pulling together
as it does such a range of expertise from the FE,
HE and employment sectors. The consortium is
now beginning to collect this experience so it
can be disseminated and used to inform future
development of other foundation degrees. The
template, the guidance on work-based learning
and other similar products devised by the De-
velopment Group are being collected together
into a Foundation Degree Handbook for future

designers and deliverers of TVUFvalidated
Foundation Degrees.

As well as developing guidance on particular
parts of the template, it has also been necessary
to ensure that its various elements are appropri-
ately linked. The principle that work-based
learning should be recognised as a learning skill
and given support and academic credit, for ex-
ample, is being realised by integrating this with
key skills development and the introduction of
Progress Files. An electronic progress file is
being piloted with the first cohorts of founda-
tion degrees students. The personal develop-
ment plan section of the progress file will in-
clude the student’s negotiated learning agree-
ment which can be shared by electronic means
with the course tutor and the work-place men-
tor. The personal development plan and learn-
ing agreement will be reviewed regularly and can
be used in appropriate goal setting by the stu-
dent, the development of reflective learning
skills and the management of the student’s pro-
gress. Use of the personal development plan
with tutor and mentor support will enable the
student to generate evidence towards claiming
competence against the key skill of improving
one’s own learning and performance. Again,
however, the tools and the learning approaches
implied here are not familiar to all members of
staff in the consortium institutions or to the
work-place mentors. There has been little time
to address such issues prior to the launch of
these new degrees.

Devising and implementing a staff development
strategy and action plan for foundation degrees
has been greatly complicated by the timescale
for the introduction of these new degrees. The
invitation to bid for the development of founda-
tion degrees was issued in July 2000. Bids had to
be submitted by October, and news that the bid
was successful was not received until late No-
vember. The first meeting of the TVU Develop-
ment Group did not take place until January, the
degrees were validated in July and enrolment of
the first students took place in September. Staff
development in the first six months had 10 fo-
cus on the needs of the course designers. In
addition, the shormess of the umescale has
meant that in many cases it has not been known
till very late exactly who would be teaching on
the new courses. [t is going to be important to
the success of these new degrees that the de-

signers’ vision of the foundation degree is
shared by all stalf involved, in FE Colleges, the
University and in the employer organisations.

Not only that, but support in realising that vi-
sion needs to be available to that whole range of
staff in these disparate locations. How this is to
be carried out in the longer term is not yet clear.
During the prototype stage, funding to support
staff development is available and the consor-
tium Foundation Degree Development Group
is able to assist in the planning how the staff
development programme is delivered, to whom
it is delivered and generally oversee co-
ordination between the consortium partners.

Once we move beyond the funded prototype
stage, it is not clear how the necessary support
to the next round of new foundation degrees
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can be provided. If there is no funding to sup-
port this work or to co-ordinate the work of
HEIs and FEGs it is difficult to see how such a
radically different award can continue to move
forward. There will be a danger that the foun-
dation degree will slip back to resemble existing
undergraduate provision if staff are not sup-
ported in the introduction of new learning and
teaching methods. There is also a danger to the
quality of the provision if there is not adequate
and appropriate staff development across the
HE and FEC providers to support the introduc-
tion of this new award.

There are many challenges that lie ahead in
terms of staff development to ger Foundation
Degrees safely off the ground, and the Govern-
ment’s timescales do not seem to take account
of this. However, these are very exciting devel-
opments, The foundation degrees and related
developments such as the graduate apprentice-
ships have the potential to reshape vocation
education and bring about the fundamental
changes in the system that David Blunkett en-
visaged in his Greenwich speech. But to effect
such a change will require HEIs to address a
number of inter-related and complex curriculum
development issues, all of which have consider-
able staff development implications. Their com-
plexity and the amount of time needed to intro-
duce very different learning and teaching strate-
gles must not be under-estimated.

International Conference Announcements

STLHE Conference 2002
Fostering the Spirit of Inquiry
12-15 June 2002
Hamilton, Ontario
http:/ilwww.mcmaster.callearning/stlhe2002/

4th World Conference of ICED
Spheres of Influence: ventures and visions in educational development
3-6 July 2002
Perth, Western Australia
http:/iwww.csd.uwa.edu.auficed2002/f

HERDSA Conference 2002
Quality Conversations
7-10 July 2002
Perth, Western Australia
http://www.ecu.edu.au/conferences/herdsa

TLHE Symposium 2002
Teaching and Learning in Higher Education
4-6 September 2002
Singapore
http://www.cdtl.nus.edu.sg/tlhe/

SEDA Membership 2002

SEDA membership runs from January to December each calendar year and is available in three categories:

Institutional:

Institutional members receive regular mailings of SEDA information, including details of forthcoming SEDA conferences and events,
copies of all SEDA papers and specials published during the membership year, ten copies of each issue of Educational
Developments magazine, two copies of each issue of SEDA’s journal Innovations in Education and Teaching Infernational and one
copy of each issue of the ICED journal International Journal for Academic Development.

The fee for Institutional SEDA membership for 2002 is £650.

Individual:

Individual members also receive regular mailings of SEDA information, including details of forthcoming SEDA conferences and
events, as well as information on new SEDA papers and specials. They also receive one copy of each issue of Educational
Developments magazine and one copy of each issue of SEDA's journal Innovations in Education and Teaching international.

The fee for Individual SEDA membership for 2002 is £75.

Associate:

Institutional members may also apply for associate membership for any number of individuals within their institution. Associate
members receive regular mailings of SEDA information, including one copy of each issue of Educational Developments magazine,
details of forthcoming SEDA conferences and events and information on new SEDA papers and specials, via the institutional contact
in individually named envelopes so that they can be put straight into the internal mail system. Many institutional members have found
this a particularly valuable way of keeping departments, faculties and individuals with staff and educational development
responsibilities informed of SEDA events and activities.

The fee for Associate SEDA membership for 2002 is £45 per person. - & -
Details of how to apply for SEDA membership can be found on the SEDA website at: *\o/®
http:/fwww.seda.ac.uk LAY A

SEDA

STAFF AND EDUCATIONAL
DEVELOPMENT ASSOCIATION

Alternatively, a full information pack can be obtained from the SEDA Office
(contact details on the back page).
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Educational Developments - 2.4

Learning and Teaching Strategies in Action: Fellowships
and Learning Research at Anglia Polytechnic University

Gina Wisker FSEDA

Director of Learning and Teaching Development, Anglia Polytechnic University

When deciding how best to use the HEFCE
learning and teaching funding to ensure sup-
ported quality learning and teaching, many uni-
versities will have similar choices to those taken
by the Learning and Teaching Unit at Anglia
Polytechnic University (APU).

Qur decisions were, of course, in line with both
the University’s Learning and Teaching Strategy,
and the expectations of HEFCE, who recognise
the strategy and fund much of its implementa-
tion. The University and its schools also fund
significant elements of our developments from
their own resources. We set up a Learning and
Teaching Unit with a Director of Learning and
Teaching Development (Gina Wisker) and a
small administrative and support team. We de-
cided that we wished to offer a variety of ser-
vices to support the variety of learning and
teaching needs around the university.

Issues specific to APU have been taken into
consideration. The university is split site and
regional, involving partner colleges and NHS
trust contacts spanning a radius of over 120
miles in the East Anglia, Essex and Cambridge
areas. It has profiles in successful Widening
Participation activities, work related professional
learning, and internationalisation.

The decision was to divide energies and funding
into several strands:

1. Learning and Teaching Fellowships
2. Learning and Teaching Research
3. Advisers in the Schools

4. A central programme involving workshops,
consultancies and support for Quality As-
surance Agency (QAA) Teaching Learning
and Assessment (TLA).

1. Learning and Teaching
Fellowships

Three levels of Fellowships were advertised
internally: Learning and Teaching Fellowships,
Senior and Principal Learning and Teaching
Fellowships.

The six Senior Learning and Teaching Fellows
were appointed for three years and are working
on projects covering the following areas:

o Identifying and Promoting Excellence in
Teaching

Fellowships are aimed at encouragmg some or all

Fellows are expe
or learning and te

of the following

 undertake substantial work in lea
research. Some fellowshu%
- working together, and se :_grai have also costed in researcher

ment and /
ative teams

» Developing, innovating/problem solving using active research and other models.

= Working with the rest of the Learning and Teaching team in action research formats as

an action learning group
development work.

o Working with others in relation to needs identificatic i§
facilitation of others uptake of the development via grouy

dissemination of fir

« Publications in approved 1

y, nationally and internationally.

- fellows meet several times a year for sharing and

research and

m and conference presentations.

s Those involved in cognate development are encouraged to work together in sub groups

in action learning format discussing information and sharing ideas

deliver internal workshops ang;t

e Leamlng and

¢ Impact of Carriculum 2000 for APU

e Extending Open and Distance Learning
using the new technologies

e Development of a learning and teaching
strategy for the creation and operation of
flexible learning environments.

Fellows are appointed twice a year with March
and September starting dates. Most projects last
a full year and are awarded up to £5000.

The first appointed Learning and Teaching Fel-
lows (approx 20) worked on project areas in-

cluding:
e Mentoring

o Learning and Teaching styles and outcomes
of International Degree Access students

o Using video to support development of
quality teaching

o Developing use of games, role-play, scenar-
ios and related techniques in teaching of
History, Politics and so on

e Making a variety of videos by filming Eng-
lish Language at various levels

» Researching Student Feedback systems.

Subsequently two Principal Learning and Teach-
ing Fellows have been appointed to work half
time with the Learning and Teaching Unit. One
has a regional base and comes from a parner
college where he is also working on an e-
learning project, and the other leads the univer-
sity’s ‘E-Learning Taskforce’. For a full List of
projects see our web site at hetp:// www.anglia.
ac.uk/lw/

Support and development for the
Fellows

The large shifting fellowships team is very excit-
ing and dynamic to work with. They not only
have their own innovative ideas, experience and
projects, but share these with other fellows in
organised sessions, and encourage other col
leagues to become involved (some of whom

then later bid for fellowships).

We have an initial induction meeting establish-
ing a group dynamic, clarifying processes and
sharing ideas and projects. New Fellows then
share work with established Fellows in a series
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Learning and Teaching Strategies in Action: Fellowships and Learning Research at Anglia Polytechnic University

of structured support, planning and develop-
ment sessions. These usually comprise “What's
on top’, reporting of the projects and other
school, national or international developments;
planning towards our twice yearly conferences at
which fellows disseminate and run workshops;
and a development session, at which we ‘teach’,
‘train’ or ‘facilitate’ each other rackling such is-
sues as project management, consultancy, games
and simulations, Cuwrriculum 2000 and writing
for publication. Fellows are also encouraged to
present and publish their work both inside and
outside APU, facilitated by writing reports and
by individual supporr.

The aim behind development sessions, individ-
ual meetings and the encouragement of teams
working together on related projects is to fidly
endad good practice and change by building a
‘people culture’ and a culture of supported,
positive learning and teaching development.

2. Learning and Teaching Research

Many of the fellowships involve learning and
teaching research as an element which ensures
that projects are underpinned by research into
student learning and the links between teaching
and learning, and that effects are evaluated.
Other staff are involved in this research also.

The research is centred around three core
groups; Postgraduate learning - with PhD stu-
dents; International Business Studies students;
and the Disciplinary Group (comprising under-
graduates in English, Women’s Studies, Law and
Dip Social Work). The PhD research is in its
fourth year, the discipline research is in its third
year and the international business research, its
first year.

In each of the three different research projects
an action research format is used comprising
questionnaires and focus group interviews. In
the PhD research, research provides informa-
tion on the possible dissonance between re-
search-as-learning approaches, research meth-
ods chosen and hoped-for research outcomes.
In each instance the action research is shared
with the students and informs staff understand-
ing of how students learn and how various
strategies we pursue can better enable students
in their learning,

The first two projects have led to several confer-
ence presentations, eg. at EARLI (European
Association for Research in Learning and In-
struction) and the ISL (Improving Student
Learning) - and fed into at least two publica-
tions: Good Practice Superusing Postgradnate Studernts
(1999), and Good Pracice Work ing with International
S tuderts (2000).

Some of the current research areas include:

1. Discipline-based, Undergraduate Learning
Styles Action Research

2. Postgraduate Student Learning

3. Good Practice in Working with Interna-
tional Students

SEDA Paper 112

November 2001
ISBN 190243515 X

Active Learning in Seminars: Humanities

P Davies

A pack of 12 A4 double-sided resource cards for lecturers and tutors which give
very practical suggestions for ways of making students more active in seminars.

The cards are an excellent resource for planning the delivery of your curriculum, and
include additional white card sheets which are fully photocopyable, making them a
good individual and departmental investment.

A teaching resource for departments,
developers alike the cards deal with two key areas: seminar ‘genres’ and areas of
potential difficulty. Plus there is also advice on enhancing video sessions, interactive
lecturing and self- and peer-assessment.

Price: £30.00 sterling per set, or 5 sets for £100

To order your copy please contact the SEDA Office. Details of all SEDA's
publications can be found on our web site at:

http:/fwww.seda.demon.co.uk/pubsmenu.html

I.l
*\g/®
' AWA]

SEDA

STAFF AND EDUCATIONAL
DEVELOFMENT ASSOCIATION

lecturers and tutors, and educational

4. Researching Our Teaching

5. Internationalising the curriculum and em-

ployabilicy

6. Enhancing the language for study skills of
International Postgraduate Students

7. Student Retention

8. ESF - Empower.

3. Advisers

Each school has an adviser for learning and
teaching development and this role involves co-
ordinating, supporting, liaising and encouraging
learning and teaching development across their
schools and in relation to the rest of the univer-
sity. Now they are becoming more established
in their posts, they are running workshops, sup-
porting colleagues writing their Institute for
Learning and Teaching submissions, supporting
TLA for QAA visits. Advisers are also sup-
ported with development sessions and regular
meetings which help build networks and prac-
tices of sharing.

4. Central Programme - Videos and
Publications

To support staff new to teaching and their roles
at APU, the Learning and Teaching Unit has
produced to date, 2 booklets to date:

Suruung the First Year: Preparing to Teadh is a brief
introduction to teaching for those embarking on
their new career at APU. Short and succinct,
the booklet is full of easy-to-read bullet points
and boxes of tips. Topics include preparing for
your first class and facilirating active learning.

Swuruung the First Year Settling In provides staff
members with brief information on APU at a
glance, when you need it in a hurry and don't
want to be hampered with intricate detail. It
covers such issues as how to change your con-
tact details on the Intranet staff list, where to get
a free panic alarm and what to do when your

equipment malfunctions.

We are currently putting together videos to sup-
port all staff in their learning and teaching roles,
with the first couple on lecturing and working
with small groups.

It has been exciting and enjoyable working to-
gether 1o build these various roles and networks.
We hope they all bear fruit as mllasgues perceive
the genuine opportunities to recognise and sup-
port leamning and teaching development, and
stucents appreciate and benefit in their learning
from the shared, embedded good practices aris-
ing from projects, fellowships, advisory roles,
materials development and the learning and
teaching research we are all involved in.

References

Gina Wlskeranﬁ N‘ ck Sutcliffe (Ed.) (1999)
P i

gham. SEDA Paper 110

Gina Wisker can be contacted at:
g.wisker@apu.ac.uk

www.seda.ac.uk
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Educational Developments - 2.4

Would You Recognise a Network If You Bumped into One?

Review of the 5th SEDA “Networking the Networks” Meeting
17th-18th October 2001, Manchester

In Ocrober this year 25 paricipants gathered at
the Manchester Conference Centre to ‘use time
and space for personal and serendipitous net-
working’.

Under Sally Fincher’s thoughtful and incisive
facilication, delegates from Learning and Teach-
ing Support Networks (do you see the LTSN as
one or many networks?) and from Educational
Development Units began to unravel some of
their issues about networks.

Planned as a one day activity, but spread over
two days, ie from lunch time on one day to
lunch time on the next, this worked as a good
model for such an event.

The first afternoon began with what would nor-
mally be regarded as an opening round ice-
breaker - Who are you? Where are you from?
What are your issues? - but developed into the
centre of the whole event.

Continual encouragement to commit our
thoughts to the ubiquitous post-it soon began to
build a wall of ideas. Further activity as we were
regularly motivated to ‘walk the wall' {below
right) began to show patterns within and colla-
tion of those ideas.

The question of types of nerwork and hence
definitions of the word ‘network’ began to
emerge. It became clear that there were differ-
ent kinds of issues for the LTSN staff in estab-
lishing national networks across institutions and
the education developers developing networks
within mstitutions. As usual, such a conference

produced more questions than answers and was
more thought provoking than problem solving.
However, it did give us some foci for our ques-

tions, which will prove useful to all and should
significantly help in the evaluation of networks.

What?

Oge of the most interesting sessions involved us
in uying to define a network and attempting to
suggest models of networks. Is it a solar system
or a Milky Way? Is it a website, a series of
events or a newsletter? Is it a noun or a verb? Is
it a honeycomb? Perhaps it’s an Indra’s net?
(See the web site for an explanation of that ref-

erence.)

Who?

There were practical issues of who are key con-
tacts’ and what you do when you ring up your
given key contact to be told ‘he’s on sabbatical
for 2 years’ () How do we reach beyond the
usual suspects? Is networking a fernale activity
while men get on with the real worl?® Are the
significant people in a network those on the
‘cusp’ who work in overlapping circles?

How?

This was the question that really underpinned a
great deal of our issues. Conventional and un-
conventional methods were discussed and of
fered as examples of successful networks. Vir-
tual networks - the establishment and mainte-

nance of - were to the front of our thoughts.

Participants are encouraged to ‘walk the wall’

The relationship between electronic and face-to-
face communication is an area where we could
perhaps use developing learning theories.

Within a network, the etiquette of joining, par-
ticipation and withdrawal and movement be-
tween those phases gave some different per-
spectives, The ways of animating a network led
to inevitable conclusions that there is no single
model of successful practice, but more an
awareness of a range of models which might
work at particular times given particular circurn-
stances.

Where?

On the second morning James Wisdom gave us
some useful insights into the functioning of
national networks based around projects such as
FDTL and developing those strengths and ex-
pertise into the current Subject Centres.

When?

During this session we developed the idea of the
life cycle, both of the individual within the net

work and of the network itself.
Why?

Why we all thought ‘networking’ was a good
thing to do or whar exactly was the value added
by a network was a question that we perhaps
should have dealt with in more detail. It was, of

course, the centre of deep and meaningful phi-
losophical debate in the bar that night!

What now?

So, we still don't know all the answers, but we
do have a wide range of questions and some
tentative frameworks for analysis. In particular I
think I will take away some significantly differ-
ent ways of evaluating the networks I take part
in and the networks I attempt to initiate and
maintain.

Our thanks to Sally Fincher and Su White for
the work they put in both in front of and behind
the cameras and to Kerry Phillips of SEDA who
was able to share her experiences of attempting
to network members, adherents and just hang-
ers-on of SEDA!

For further thoughts and developments in this

area see Sally Fincher’s web site:

http:/fwww.cs.ukc.ac.ukipeople/staffisaf/
networks/networking-networkers/main.html

Helen Gale
University of Wolverhampton
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Interview with Julie Hall - SEDA’s first Development Officer

Interview with Julie Hall - SEDA’s first Development Officer

At the start of 2002 thirty eight year old Julie
Hall will join SEDA's staff as a Development
Officer. Julie looks forward to working in Bir-
mingham where she was born and bred and
where she still has family. Julie says ...

Although I'll be spending sone of ny tine at
SEDA office Ill also be working from hone in
London and will be doing a lot nove traeling
aroind the cowrtry to SEDA meetings, siting
other SE DA amtacs etc My partmer Tim will be
taking ower move of the aare for the three diildren
and grung ne ‘my tm’ to ecplore @ new arreer
direction.

Julie’s degree was in English and Politics fol-
lowed by an MA in Urban Education.

This veinforeed my cormmmitrment to dssues of widening

which hare been a major foas o my
work at South Thames College oxer the past {2
~ears. Special needs #5 another foas. Tim lectures in
this area and I am a gowernor at my doildren’s pri-
mary sdhool which is one of the first ‘Beacon Schools
Jor Indusion”. It bas tmolwed me in the project to
design it to met the needs of a wide varge of disabil
ties. {t’s an exating brand new bulding and looks
like an IKE A sdhool.

Like many developers Julie has a range of re-
sponsibilities including ongoing Teacher Educa-
tion, staff development workshops on current
issues eg retention, assessment for learning and
a HEFCE funded project to produce an elec-
tronic and CD study skills package for first year
students.

My fost links with SEDA were as pant of the
dissentnation of a projet comied ot in cllabora
tion with London Galdball Uity We bad
nterveved 60 students avound Esues of retention.
We cine up with many of the facors you would
expet but also sone siaprises. For example, many
of the students at semester 1 were inpatient to gather
a body of knowledge and fedd walidated as a veal pant
of the acidenie commumity Ths stucly support at
this stage s someubat ignoved. It s only later
when studerts saw its wilie that they were able to
refer thenselies. [ wote about our finding in E di
ational Dewlopmenss, [isswe 2.1, Spring 2001]
and ran a sesston with co-worker A ndver Willians
from Landon Guildball Univarsity on ‘Good Prac
tice in Collaborative Progression’ at the SEDA
conference in Glasgow last Easter. This ws my
fost el comtact with SEDA and it wss a veda-
tion [ s bowled owr to discoer all these other
peaple who think and care about the sane thing as
I do and who share similar idess of howwe might g
abot addvessing them I bevame a SEDA person
at first sight.

SEDA took to Julie with equal conviction at her
interview where she talked about how her career
has been moving inexorably into educational
development over recent years. The panel was
impressed by her passion and commitment to
the issues and ability to convey her beliefs, val-

ues and enthusiasm as well as her skills in com-

Julie Hall (left) and Hazel Fullerton at the SEDA Annual Conference in Manchester 2002

municating with a range of people. The poten-
tial contribution from her considerable experi-
ence across the increasingly important areas
between FE/HE is particularly welcomed as
SEDA Executive had previously identified this
as a growing area of concern for staff and edu-
cational developers.

1 foel I can ise my nerwovkeing skills in liaising with
the different bodis SEDA works with as el as
brmgt)ganwzkrsmnbg o non traditional stie

Outside work, Julie’s interests involve walking,
travelling and reading. Most recent reads were
Francis Wheen's biography of Marx and ‘Fast
Food Nation’ - read when in the US last sum-
mer. Some probing also revealed that she is an
avid Birmingham City supporter and holds a
season ticket for her local football team Winr
beldon.

SEDA has always been a members’ organisation
and all the work has been undertaken by enthu-
siastic volunteers. However this has become
more difficult with the need to keep abreast
(and / or ahead of) so many developments at
the same time as all of us in the sector are be-
coming ever busier. This is the first time that
SEDA has offered a paid post. So what will Julie
be doing for SEDA? Well everything it seems.
At recent meetings when actions are identified,
there’s a chorus of “That's a good job for the
Development Officer!”. Although her appoint-
ment is part-time for eighteen months, Julie will
work full-time initially to get her feet under the
table and have some space to find another pan-
time post which she can fit around her SEDA
work. However even full-time won't enable her
to do the ‘everything’ that is being pushed her

way. Currently the chairs are working with her
to identify the key themes and those that she
can get her teeth into immediately. One of
these will be Equal Opportunities. SEDA feels
that as this is one of the most important SEDA
Values, we should draw up a SEDA equal op-
portunities statement to inform and underpin
this. As this issue relates closely to Julie’s ex-
perience she will be doing some of the work w0
pull this together and drawing input or comr
ment ffom O[hers th]s area.

Where possible Julie will also be involved with
liaising with the LTSNs and will accompany
members of the SEDA Executive Committee
who, between them, are planning to visit them
all. She has already worked with the Art and
Design LTSN on a project on retention,

This wis a redl apportunity to shave o finding
wtth other lecuers wrking at grassvooss lewd with
widering particpation I am looking forwnd to
stntlar cllaboratie entres and bulding on the
good work of SEDA I am wery pleased and exarad
to be taking up this post espeaally at this tine when
there seens to be a raal nomentum to CPD dedop-
ments and the widening partiapation agerda. My
many years of expeniene at the interface betueen
FE and HE has prouded ne, I think with sore of
the skills vequired for this dhallenging post induding
the ability to work sinudtaneously on a mevber of
projects while vetaining a serse of brmowr!

eaking to Hazel Fullerton
Chair of SEDA, at the 6th

 FSED.

Annual SEDA Conference for Staff and i

Educational Developers held in
Manchester in November 2002.

www.seda.ac.uk
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The Impact of Institutional Learning and Teaching
Strategies on the Nature of Educational Development

Graham Gibbs

National Co-ordination Team, Centre for Higher Education Practice, The Open University

Background

This paper takes as its starting polut some pre-
dictions made in 1999 about the way the use by
institutions of learning and teaching strategies
might change educational development as an
activity (Gibbs, 2000). Since then:

e the English funding council has allocated
£50m to support institutions to implement
strategies and all 134 English institutions
now have such a strategy;

o the Welsh funding council has undertaken a
similar initiative, though without guidance,
support or adequate funding;

o the Scottish Funding council has stated a
requirement (linked to funding) that institu-
tions have a ‘quality enhancement strategy’.

I and Trevor Habeshaw undertook an analysis
of the nature of learning and teaching strategies
in 1998, before these initiatives were started,
published in the form of a guide to good prac-
tice (HEFCE, 1999) and a more analytic article
(Gibbs, Habeshaw and Yorke, 20CC). I and Sally
Harmsworth then undertook a second analysis,
of all 134 English strategies, in 2000 in order to
understand what progress had been made, and
this was published in the form of a second guide
to good practice, containing 30 or so case stud-
tes illustrating new patterns of activiry {HEFCE,
2001a) and a research report (HEFCE, 2001b)
quantifying some of what was changing. T have
also undertaken visits and consultancies with a
wide range of institutions, from Russell Group
Universities to FE Colleges with large HE com-
ponents, and been involved in national meetings
in Wales and in Scotland. It seems clear that
educational development is indeed changing,
and extraordinarily rapidly.

The aim of this paper is to explore what has
actually happened as the i improvement of teach-
ing has become more strategic in nature, and
whether the predictions made in 1999 bear any
resemblance to how things have actually worked
out. Much of the evidence I have used comes
from documentation and this may exaggerate or
hide what takes place on the ground. It also
represents an ‘average’ picture and underesti-
mates the sheer variety of approach across insti-
tutions. In addition each institution started out
on this shift to strategic change at a different
point, and even for those that all started 1o
gether when they were offered funding, the rate
of progress has varied and so the past two years
represents a different point in the journey for
different institutions. Some of the gap between
thetoric and reality, and some of the variation
berween institutions, was discussed at a session
devoted to this topic at the SEDA staff develop-

ment conference in November 2001.

Predictions

Educational developers would be involved
in analysing the context institutions found
themselves in and the implications for
teaching, leamning and assessment, and
would provide sound educational rationales
for strategies so that they didn’t look like
‘management speak’ hanging unsupported
in mid air

In 1999 very few strategies had a clear and justi-
fied rationale and most looked as though they
were written by people who knew little or noth-
mg about teachmg and learning. It was hard to
imagine experienced teachers being convinced.
Unfortunately litde has changed. Even though
educational developers have sometimes reported
that they were involved in writing strategies, or
in some cases wrote the whole thing on their
own, most strategies still lack any kind of coher-
ent and convincing rational that would justify
the proposed goals or actions. In contrast the
University of Trondheim has published and
debated a book which provides the underlying
rationale for radical changes in their pedagogy,
and is now movmg on to workmg out how 1o
implement i, Educational developers may have
missed an important opportunity here and insti-
tutions may pay the price of trying to implement
unconvincing and poorly argued strategies.

Educational developers would progressively
find themselves concentrating more on
strategy and less on tactics

In 1999 ‘strategies’ were often little more than
loase bundles of policies, and educational devel-
opers were free to spend a lot of their time
working at the level of detail of individual teach-
ers’ practice or of course design, unencumbered
by institutional priorities or managed change
processes. By 2001 more than two thirds of all
learning and teaching strategies were genuinely
strategic and with a greatly reduced emphasis on
tactics.

Educational developers would be more pro-
active (and less reactive)

In 1999 institutions seemed unaware that for

ing to actually happen you needed to enlist
change mechanisms and take the initiative rather
than rely on individual teachers or course teams
to come forward and ask for support. Only 10%
of strategies mentioned any change mechanisms
at all and in these were mentioned an average of
1.5 mechanisms each. By 2001 76% of strategies
listed change mechanisms, with an average of
six change mechanisms each. Educational devel-
opers are being expected to go out proactively
and do things listed in the strategy (and to do

more of them of a wider variety of kinds) rather

than wait in their offices for enthusiasts to turn
up. While this may be an unfair picture of the
contrast, and in practice educational developers
have always been somewhat proactive, the dif-
ference in institutional awareness of how to
bring about focused change is very striking,

Educational developers would re-orient
themselves to new goals and targets

The proportion of institutions with clear goals
(such as improving retention or employablhry)
has doubled (to 50%) and the proportion setting
explicit quantitative targets agamnst which pro-
gress could be gauged has a]so doubled - but
only to 20%. However many goals are still
couched in such general terms (such as ‘student
centred learning’ or ‘flexible learning’) that it
would be difficule without further thinking and
analysis to operationalise these goals into targets
{such as a change in the in- o out-of-class hours
ratio from an average of 1:2 to 1:3 by 2005 while
improving retention and student satisfaction
ratings). 'This has left educatonal developers
with the problem of interpreting what is meant
and working to poorly articulated goals and has
allowed teachers and departments to claim that
they are already doing it anyway or that it is so
poorly articulated that they don’t know what to
do.

Educational developers would be involved
in evaluating the impact of the strategy

Educational developers have always been in-
volved in evaluation of teaching, wsually of
courses and sometimes of programmes. I as-
sumed that they would become involved in
summative evaluation of the entire institutional
shift taking place and undertaking and formative
evaluation of the change process, so as to feed
back into the development of implementation
of the strategy. While the proportion of strate-
gles mentioning evaluation has doubled (to
46%) only 3% of strategies had a well developed
evaluation component that could have guided
educational developers, or where you could see
what the evaluation activity might consist of.
There are a very small number of well devel
oped exceptions, such as the University of Cov-
entry, and I suspect we have a lot to learn from

them.

There would be re-organisation of support
functions

Some early learning and teaching strategies fo-
cussed on the joined up thinking’ involved in
rationalising student services, educational devel-
opment, the computer service, the library, the
widening access unit, and so on, into a more
coherent infrastructure pulling in the same di-
rection. In fact very little of this has happened ...
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so far. Perhaps the HEFCE’s ‘Strategy of the
Week’ approach to initiatives has simply left
people struggling to keep up with incompartible
and poorly scheduled external demands.

Educational developers would find them-
selves managing larger budgets

In England at least there has been a very signifi-
cant investment in educational development.
The proportion of instinutions that now have
‘innovation funds’, for example, has increased
from 9% to 49% in only two years, and many
institutions have added funding of their own
(though a few have cynically stopped internal
funding now that they have external funds).
There has never been such a rapid rate of
change in investment. However while some
educational development units are having the
time of their life, not all of this funding is being
channelled through them. Some is being man-
aged by new committees or groups and nmwich is
being devolved straight to departments. While
total funding has increased markedly the locus
of control has clearly shifted.

New types of educational development staff
would be appointed

This is perhaps the most significant change of
all for educational development. A third of all
institutions have made new types of salaried
appointments (such as e-learning co-ordinators)
and many more have established new roles for
existing staff - such as departmental teaching co-
ordinators. This recent change is not confined
to England - in Scotland a SHEFC funded pro-
ject (PROMOTE) has explored the proliferation
of these roles and how effective they are. At the
SEDA staff development conference about a
half of all participants were new to SEDA - an
astonishing proportion. These staff undertake
different and more narrowly focussed roles 1o
‘traditional” educational developers (with exper-
tise in a discipline or a technology, for example,
rather than being general purpose developers),
and have extensive personal and professional
development needs which must be met if they
are to perform these new roles effectively. Edu-
cational developers are finding themselves at the
heart of a network of these new staff they are
now responsible for supporting, while the role
of front line support for teachers is now being
performed by these new staff.

'orthcommg SEDA

SEDA / AISHE Joint Conference
Supporting and Evaluating Change
11 - 12 April 2002 —
~astle Conﬁ@g&nce Centre :

SEDA Summer Sdho

Educational Developers
19 - 21 June 2002
] Lancaster Hou otel

> detan's on all the
they become available

Emphasising Institute for Leaming and
Teaching membership to a greater extent

81% of institutions’ learning and teaching strate-
gies now commit themselves to supporting ILT
membership - often through dramatic policy
shifts (such as requiring ILT membership for
every level of promotion, right up to Professor).
In some institutions, such as the University of
Leeds, this has involved a major re-orientation
of effort from educational developers. If the
ILT's CPD requirements emerge involving any
rgour then educational developers will have
another big job on their hands.

Educational developers would be involved
in developing and implementing new
mechanisms for the recognition and reward
of teaching

Five times as many institutions have committed
themselves to rewarding excellent teaching as
two years previously and only a third of institu-
tions have now not built such mechanisms into
their learning and teaching strategy. In many
cases this is stll an aspiration rather than a fully
working system. Many of the schemes being
developed and implemented involve recognising
willingness to lead change in strategic directions
rather than rewarding past teaching of a person-
ally oriented kind. A project being undertaken
by the National Co-ordination Team at the
Open University is currently collating and dis-
seminating case material on the wide range of
new mechanisms being developed.

Educational developers would become in-
volved in spotting and addressing infra-
structure blocks that prevent innovation at
the margins from being mainstreamed

Almest no progress has been made in terms of
learning and teaching strategies recognising and
addressing what stops change from happening
50, at present, there is very little for educational
devclopers to become involved in. However
some institution-wide ‘teaching groups’ and
‘change teams’ involve close working relation-
ships with senior management (eg. the PVC
Teaching) and this passes up though the system
the frustrations and blocks of teachers which
senior management need to tackle. There is lirtle
evidence that educational developers are playing
a significant role in this,

Educational development would be seen as
mainstream rather than as a peripheral ser-
vice

Evidence about this is hard to glean from learn-
ing and teaching strategies, though the propor-
tion of institutions seeing staff development and
CPD as a central plank of strategic change has
increased from 6% to 91%. Some educational
development Heads have been moved into cen-
tral committees and groups, working alongside
senior management. [n other contexts educa-
tional development has effectively been by
passed and new frameworks put in place to co-
ordinate and manage change. This may depend
as much on the standing of key individuals as on
models of organisational change.

Educational development would become
more accountable, with targets and formal
reporting

In the past educational development has some-
tmes had the image of a nebulous process of
unclear and unmeasurable impact which is
probably a good thing but which could not be
expected to work to performance indicators in
the way others have to. Weakly focused reviews
wok place after about five years if there were
general doubts about the value of the exercise
but these managed to draw on litde evidence.
No more. Every English institution has to re-
port to the HEFCE annually on the delivery of
its operational plan, usually listing tarpets for
activities (inputs), sometimes listing outpurs and
very occasionally listing outcomes. Reporting to
the PVC Teaching or to new instirutional
groups has become much more formal and
more frequent. This has probably sharpened
planning but may have fostered an obsession
with volume of delivery over substance of im-
pact. Only when we have some smart targets
that reflect important goals and values will edu-
cational development be able to report in more
worthwhile ways on progress.

Educational developers will work less often
with mavericks and will have less autonomy

Funds for innovation are now clearly targeted
on Institutional goals. Educational development
units are signing contracts with departments to
deliver support work rtargeted at departmental
priorities. Workshop programmes are designed
around the mission and strategy priorities. Some
of the teaching enthusiasts have crossed the
table and are now part time developers. When
individual teachers turn up asking for help edu-
cational developers may have to turn them
away. Evidence about this is largely anecdotal
but developers appear to have traded autonomy
for influence, and those that have not done this
deal have been by-passed.

Conclusions

Some of my predictions were optimistic or just
plain wrong, Some of the changes I anticipated
are just too difficult and simply take longer. But
many have already happened - astonishingly
quickly and to an extraordinary extent. The
documentation may be a little ahead of practice,
but it is clear what is going on. The challenge
for educational development as a profession is
to be fully aware of the scale and nature of these
changes and 1o drive them or at least keep up
with them, rather than be left behind. We have
special expertise that is desperately needed. We
must engage with the new types of staff adopt-
ing new development roles and learn how to
engage effectively with middle and senior man-
agement in their strategic planning. Much of this
will be uncomfortable and few of us actually
know how to tackle these new tasks yet. But we
are clearly crucial to the large scale changes go-
ing on. Institutions are relying on us to deliver.
This is a step change in our profession and an
‘organisational crack’ within our institutions of a
kind we have rarely seen before. Lets get it right!

www.seda.ac.uk
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Bidding Announced for
FDTL Phase 4

 In October 2001, HEFCE announced their
invitation for projects to bid for funding

. Phase 4. Documents have

be to all HEIs and FEIs with

relevant HE courses. These are also

available to download from the HEFCE

website at: !

http:/lwww.hefce.ac.uk/Pubs/
hefce/2001/01_60.htm

The timetable for Phase 4 is as follows:

25 January 2002 - first stage bids to reach
HEFCE by midday at the latest

20 March 2002 - feedback and d
- from the HEFCE

-26 March 2002 - HEFCE / NG é@gnm
- %or successful stage one proj

‘17 May 2002 - submission date f
stage two bids

26 July 2002 - final decision made by .
the HEFCE .

From October 2002 - projects start
Further information can also be found on
the TQEF National Co-ordination Team’s

website at:

http:iwww.ncteam.ac.uk/projects/

fdtl/fdtid/

Contents of Vol 2 (2001) to date

Articles which appeared in issue 2.1 (February 2001):

Programme Specifications - what's the outcome?
James Wisdom

Widening Participation - what causes students to succeed or fail?
Julie Hall, Steve May and John Shaw

Improving Provision for Disabled Students
Barbara Lloyd-Smith

Widening Participation - so what, why and how?
Geoff Layer

Encouraging and Facilitating the Use of Electronic Information Systems
Professor Jennifer Rowley et al

Key Skills Online - a Key Skills resource for HE
Sue Drew

A Ramble Around Subject Centre Websites
Barry Jackson and Allan Davies

Effective Collaboration between a Staff Development Unit and a Subject Network
Rachel Hudson FSEDA

Articles which appeared in issue 2.2 (May 2001):

Problem-Based Learning: implications for educational developers
Ranald Macdonald FSEDA

Owning the Agenda for Quality
Dr Vivien Martin FSEDA

Online Resources to Help Students Evaluate Online Resources
Dr Stephen Bostock FSEDA

Large Student Groups: techniques for monitoring marking
Peter Cuthbert

ASPIHE Project
Mike Blamires and Sarah Gee

Articles which appeared in issue 2.3 (August 2001):

Developing Skills, Abilities or Capabilities: implications for educational developers
John Cowan

Learning Technologies Need Resourceful Tutors and Students
Kerry Shephard and Denis Wong

Problem Based Learning Initiatives
Jill Armstrong

Managed Learning Environments
Sarah Porter

Plagiarism: online tools to relieve the tedium of detection
Graham Alsop and Chris Tompsett

In Praise of Medians
Dr Stephen Bostock FSEDA and Mike Brough

Back issues of all the above are available from the SEDA Office, price
£4 per copy.
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Web Resources for Problem Based Learning

Web Resources for
Problem Based
Learning

Tina Overton
Director, LTSN Physical Sciences
University of Hull

Whilst preparing to present a workshop on
problem based learning recenty, I carried out
search on the internet for relevant resources
which might be useful to paricipants. The
Google search engine came up with 1.5 million
hits with no trouble at all. Of course, no aca-
demic is ever going to make even a modest at-
tempt at browsing a tiny fraction of those. What
follows here are brief summaries of the some of
the more interesting and useful aspects of sev-
eral sites on problem based learning (PBL)
which I discovered.

Most PBL websites give a definition of the key
characteristics of problem based learning and
extol the virtues of the approach. Most give ex-
tensive lists of links to other sites and, conse-

queutly’, almost any PBL website is a reasonable
starting point. Few attempt to give any sort of
realistic advice on implementation, overcoming
difficulties, preparing staff and students, or writ-
ing the problems for students to use. Even
fewer sites give examples of problems and many
that do so give materials which are, to say the
least, disappointing. Much of what is presented
as PBL is really no more than reasonably crea-
tive problem solving.

Most quality PBL sites originate in the USA,
Canada and Australia. Much of what is available
1s in Medical education but is often still applica-
ble to other disciplines. Many of the sites are
interdisciplinary and provide resources and ideas
which many practitioners may find useful.

1. The University of Adelaide’s Advisory
Centre for University Education is home to
the Leap into PBL’ website. (Its sister sites,
‘Leap into...~ lifelong learning, student oentred
learning and on:line learning, are also worth a
closer look,) This site is aimed primarily at the
university teacher who wishes 10 explore this
approach for the first time, but may also be use-
ful to the teacher who has dabbled with PBL.
The site alms to provide a structure around
which practitioners can build their own course,
It includes a step by step induction to PBL and
covers a wide range of issues such as training
staff, preparing students, assessment, evaluation,
dealing with non-participation, keeping the
groups going, and t;mctablmg sessions. It also
provides guidance on writing problems that do
not gloss over the effort and time involved. This
is a very useful and practical site and is a good
staring point, especially for the lecturer new to
PBL.

2. The National Center for Case Study
Teaching in Science is a real weasure trove of

case studies, most of which easily fall within the
PBL definition. ‘There are examples of cases
covering many areas of science and links to a
large number of sites which could provide ideas
for new cases. This is an excellent place to start
if you are thinking of writing your own prob-
lems.

3. The Problem Based Learning Initiative at
Southern Illinois University concentrates
mainly on medical education bur is very useful
for the basics such as the essential requirements
for PBL. If you are interested in medical educa-
don then they have a range of books, videos,
PBL modules and patient simulations to buy.
The bibliography is very comprehensive.

4. The University of Samford Center for
Problem Based Learning organises their site
under the headings Who?, What?, When?,
Where?, and Why? and all the subsections are
fairly standard stuff. The section which deserves
a closer look is How?, which provides free ac-
cess to the in-house journal ‘PBL Insight’, which
is a source of some useful articles and invites
submissions from authors.

5. The San Diego State University Distrib-
uted Course Delivery for PBL site provides an
online workshop in PBL which could form the
basts of do-it-yourself staff development. This
could be another good starting point for aca-

URLs for PBL We

1. http:fiwww.acue.adelaide.edu.aul
leaplleapintolpbl/ ‘

=

. http:/lublib.buffalo.edullibraries/

ttp:fiwww.pbli.orgicore.htm

4. http:/iwww.samford.eduipbll
pbl_main.html -

6. http:/lwww.udel.edu/pbl/

. http:/iwww.fhs.mcmaster.calpbls

9. http:/iwww.unimaas.nifindex_uk. h‘ém’?ﬁg

index_uk.htm

11. hitp:/lwww.hss.coventry.ac.ukipbl/

demics new to PBL. 'The ‘Learning Tree” section
provides comprehensive coverage of the subject
and is particularly strong on assessment, imple-
mentation and overcoming barriers and obsta-
cles. The site also includes an extensive bibliog-
raphy.

6. The University of Delaware site is ex-
tremely useful. The list of books has links di-
rectly to reviews or publishers. There are several
full text articles as well as back issues of the in-
house journal ‘About Teaching’ which features
many articles on PBL. There are also a number
of sample problems taken mainly from the sci-
ences. By far the most useful feature of this site,
and perhaps of any that T came across, is the
PBL Clearinghouse which is a searchable collec-
tion of many peer reviewed problems. The
Cleaninghouse is accessed via an email username
and password but these are easily available and I
was signed up within minutes. Once into the
Clearinghouse users can search by keyword, au-
thor or discipline. There is also an invitation to
become an author or reviewer. This is a really
excellent resource.

7. McMaster University in Canada has a long
tradition in PBL, One staff member, PK Ran-
gachari, has some very useful advice related to
writing problems in his “Writing Problems: A
Personal Casebook’. This casebook discusses
the many aspects of writing good quality prob-
lems and includes many examples drawn mainly
from the biomedical and biological sciences.

8. At Queens University Ontario, the School
of Medicine PBL site contains a downloadable
version of “The PBL Handbook” which is a use-
ful guide to many aspects of PBL. Although the
examples used to illustrate the handbook are
drawn from medicine, the book i generic
enough to ensure that it is widely applicable and
it could be potentially useful to those new to the
subject.

9. The University of Maastricht site contains
many links to other PBL sites. The advantage of
their list over many others is that the links given
here are categorised under several headings such
as goals and general description, bibliographies,
cases, and institutional sites, arranged alphabeti-
cally. The most useful list is that to links of full
text papers on PBL.

10. Maricopa Center for Learning and In-
struction hosts a searchable database of links
which is more useful than most as the search
can be refined, so producing a sensible number
of the more relevant links.

11. The final site T will mention is actually the
one where 1 started my search. The LTSN Ge-
neric Centre PBL site (hosted by Coventry
University) is in a fledgling state. It contains use-
ful links to other sites and is organised by disci-
pline, which should make it potentially very use-
ful. However, there is little material available on
it at the moment and the UK community need
to work with the Generic Centre and share re-
sources so that this UK-based site becomes as
impressive as some of the others I have men-
tioned.

www.seda.ac.uk

Page 15



Educational Developments - 2.4

Reviews

Books

Lecturing: case studies,

experience and practlce
Edited by Helen Edwards, Brenda Smith
and Graham Webb
Kogan Page (2001)
£19.99 pbk
ISBN: 0 74943519 4

In this book 17 academics tell us about critical
incidents in their careers as lecturers. The sto-
mies are written in a personal style and I found
that some of them were excellent: grabbing my
interest, making me want to hear the end of the
story, making me ask “What happens next?”. All
of the case studies follow a similar pattern:

e giving some background to what happened
and explaining the incident;

e inviting the reader to stop and think through
some questions. This gives the reader an op-
portunity to think through what has been
read, and what he or she would do in that
situation, providing for better learning and
more interest in what follows;

s  explining what actually did happen in the

given situation;

¢ and finally discussing what happened and
why, what could have been done in a differ-
ent way if the lecturer did not achieve the
results that were hoped for, or supporting
the actions with some theoretical back
ground.

The case studies come from Universities in the
UK, Australia and the US, and cover a wide
range of disciplines and class sizes. The book is
divided into four sections, looking at ‘Key com-
petencies in lecturing’, ‘Orchestrating learning in
lectures’, ‘Dealing with feedback’ and
‘Authenticity: living your values in lectures’.
Several of the case studies focus on problems
that occur when teaching large classes, and this
is one of the main strengths of the book I
would therefore recommend this book espe-
cially for new lecturers, or lecturers with little
experience of teaching large classes. I also think
the book could be a very useful resource in staff
development courses, since I believe the case
studies would offer most bepefit from being
read separately or perhaps in pairs. The reason
for this is that each case study brings up a num-
ber of interesting and important issues, and
some of the case studies are quite lmilic svan
though they have a different focus,

This is not a book that provides a recipe on how
to lecture. It provides ideas for how 1o encour-
age active student learning and shows examples
of the range of activities and flexibility that the

lecture format in general can offer -
thing we need to do is try. The authors of the
book have tried. They did not always succeed
the first time - but they learnt something from
the incident, and developed and improved as
lecturers.

the only

Klava Bolander
formerly University of Glasgow
now living in Stockholm

Action Learning: A Guide for
Professional, Management and

Educational Development
fan McGill and Liz Beaty
Kogan Page {2001)
£22 50 pbk
ISBN 0 749434 53 8

At the time I was reading this, I was planning a
long bicycle ride in Norway and was struck by
the similarities between this book and a travel
guide. Now some may take that as an adverse
comment, but I mean it as a real compliment.

This is a marvellous book, comprehensive in its
coverage and written in a style which makes it a
pleasure to a read. But I would not advise read-
mng it from start to finish; it should be used
when you wish to visit some aspect of action
learning. The book covers all aspects of action
learning from ‘what is i’ and ‘how does it
work?” 1o the skills need to be a good facilitator
of an action learning set. In all areas the material
is up to date, and a useful bibliography allows
areas of interest to be pursued in more depth.

Just like a travel guide, what you visit (or read)
will depend on your interest in using action
learning. So, what are the ‘must see’ bits of the
bool? Well, I suppose it depends on your ex-
perience. Beginners should read the chapters on
What is action learmingd and Howa set works. These
provide a clear and illuminating description of
the methodology. They could then follow with
an appropriate chapter from the final section of
the book, on the uses of action learning. In this
section there are chapters on learning and devel-
opment, (PD, Management Development,
Higher Education and individual, organisational
and social change. All the ‘uses’ chapters are
grounded in solid experience with a wealth of
well thought ideas for making the method work

in these various situations.

The more experienced reader may wish to re-
flect on the skills required of a facilitator in this
way of working. Perhaps my only criticism of
the book, and it's a minor one, is that this sec-
tion 15 a bit limited. My own experience has
been considerably enriched by reading about
{and experiencing) Gestalt and Transactional
Analysis as well the work of Rogers (which the
authors do refer to) and so I would have liked to
see a bit more in this section.

So, having used the guidebook all T can say is go
and visit - which can be translied as “buy this
are’. It really does deserve to be on the book-
shelf of every educational developer and, more

importantly, wsed by educational developers!

Bob Matthew
University of Glasgow

Educational Developments
is looking for a Book
Reviews Editor

After many years of generous service to both
The New A audernic and E drortional Deeloprrents,
Lesley MacDonald has suggested it is time
for us to find a replacement editor.

These are the main elements of the job:

You will need to maintain a list of volunteer
reviewers. When appeals are made through
the conferences or the mail-list, colleagues do
come forward because it is interesting work -

and they keep the book.

We are sent about 25 books a year from quite
a short list of publishers, so you will need to
keep track of who you have sent them to and
occasionally you may have to hurry them up.
They arrive directly at the editor’s office, not
via the SEDA office in Birmingham. You will
become an expert in jiffy bag technology.

We allocate about two pages (three or four
reviews) in each issue of £ ducationsd Dewdop-
mers. We have guidelines for reviewers.

\W}lﬂf everyone IOVES the fﬂvo\lmble reVieW,

we have had the occasional flurry around an

unfavourable or “unfair” review, so the task
may requite skills of tact and diplomacy.

The great benefir of the editorship is that you
keep right up to date with the literature.

Lesley would like to have completed the
handover by March next year so we would
welcome replies by Monday January 14th
2002.

If you are atrracted by this idea, the editorial
board of £ duestional Devdoprents would like

to hear from you, either via Kerry Phillips at
the SEDA office, or via James Wisdom at:

JamesWisdom@Compuserve.com
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SEDA News

SEDA Conferences go International

The idea of holding a SEDA conference outside
the UK has been mooted for some time and a
serendipitous meeting between myself and a
couple of delegates from The Republic of Ire-
land at SEDA’s 2000 November conference led
to an invitation to the launch of the All Ireland
Society for Higher Education (AISHE) a week
or 5o later. The visit allowed me to not only ex-
tend SEDA’s good wishes to our newly estab-
lished sister organisation, but also to discuss the
possibility of holding a joint SEDA/AISHE

conference.

In spite of the rain and the cold - not to men-
tion the strike by railway workers - aboutr 100
colleagues from all over the island attended the
launch ceremony at NUI, Maynooth, on 30th
November 2000. Hoping to impress the gather-
ing, 1 began by saying ‘Go mbeannai Dia
daoibh’ and concluded with ‘Go raibh maith
agaibh’” *. Perhaps what I lost in the way of ac-
curacy with my pronunciation, I felt I made up
for in having the courage to say a few words in
Gaelic. A similar kind of “foolhardiness’ led me
to promise that we would (hopefully) organise a
joint SEDA/AISHE conference in Dublin in
the near future. Thanks to a number of Irish
colleagues, this wish has come true sooner chan
we had anticipated, and we look forward to our
first international conference in Dublin from
11-12 April 2002. The Irish colleagues are also
excited about this joint venture and Barry
McMullin, President of AISHE, expressed the
following sentiments on learning that the con-
ference was going ahead:

AISHE & a new and bardy fledged orgarusation,
bt with strong aspirations for the futire develop-
mentt of teaching and learring in Irish Higher E di
aution. We wery meh weloone - indeed rely on - the
aciee support and cllaboration. of longer estalblished
and highly vegarded organssatiors, sudh as SEDA,
in bringing this wsion to frudtion. The joint Spring
anference of 2002 this represents the first conorete
nuarfestation of what we hope will be an adive and
ongoing exdharge between oy vespective memberships
and commmitis.

And now for the theme of the Dublin confer-
ence: Supporting and E uiluating Change. Again, ser-
endipity played a part. A Swedish colleague ap-
proached me at the Glasgow SEDA conference

- *Vlsuthls website fo

onference website provides further details about the ever
http:/fwww.seda.demon.co.ukf/dublin_01.html

Details of AISHE can be founﬂ

i:ommon Irish gre“ﬁﬁngs and farewells

Professor Robert E Stake, who will give a key-
note address at the spring 2002 conference

and suggested that 1 invite Robert Stake
(Professor of Education and Director of the
Centre for Instructional Research and Curricu-
lum Evaluation at the University of Illinois) as a
keynote speaker to one of our conferences. As it
happens, we, in Coventry University, are using
Stake’s model to evaluate the introduction of
WebCT across the whole institution, and one of
our colleagues has known ‘Bob’ for many years.
We are delighted to report that Professor Stake
was more than happy to accept our invitation.
The ttle of his presentation will be “The In-
credible Lightness of Education” - with sone la-
ment as o howessy it i for market fores to dhange the
natwre of @ wwesity - his words. In addition to
the Keynote address, he will also be running a
workshop, for a limited number of delegates, on
his particular ‘approach’ to evaluation on Day
Two of the conference.

The venue for the conference is Dublin Castle
in the heart of Dublin and close to Trinity Col-
lege. The Conference Dinner will be in the Ban-
queting Hall in Trinity College Dublin. Accom-
modation is available in the Jury's Hotel which
is located a few minutes walk from Dublin Cas-
tle. NB Accommodation in this hotel is limited

and you are advised to book early.

My thanks to Saranne Magennis and Terry Bar-
rett for their role in making it all happen.

Rakesh Bhanot
Chair, SEDA Conference Committee

http:/iwww. maths tcd. 1e!gaeilgeigeneral htmi#A1.1

Professional
Development and
Accreditation

SEDA’s accreditation work began with the
Teacher Accreditation Scheme, launched in
1992, followed by the Fellowships Scheme, for
staff and educational developers. SEDA’s third
accreditation initiative, led by Pat King and oth-

ers, was called Professional Development in
Higher Education (PDinHE).

PDinHE was intended to accredit what was
distinctive about doing any work - for example,
administration, management, technical or craft
work - in a higher education institution. It was
thus intended to complement other profes-
sional, vocational or academic qualifications
already held or currently being pursued. PDAF
(for Professional Development Accreditation
Framework), as it is currently called, is a new
overarching SEDA development and accredita-
tion framework PDAF will enable the more
rapid production of new development and quali-
fication frameworks to meet the needs of par-
ticular institutions and groups of staff. It can be
used for initial qualification or for continuing
professional development. Schemes are cur-
rently under development for administration,
developing leaders, supervising postgraduate
research and student support and guidance, to-
gether with a general scheme. The current
teacher accreditation scheme will join PDAF.

Like all SEDA’s accreditation work, PDAF is
based on a common core of values, this time
with an adaptable set of generic outcomes. The
PDAF Committee is currently considering how
the framework can combine lightness of touch
and co-operation with other relevant bodies,
low cost with appropriate developmental sup-
port and rigour. The first PDAF qualification is
for those who embed learning technologies.
More on the SEDA web site - htip:// www.seda.
acuk.

Ideas and offers of help welcome!

David Baume FSEDA
SEDA Accreditation Co-ordinator

E-mail: a.d.baume@open.ac.uk

Congratulations to Rhona
and Chris Sharpe on the
birth of their twin boys,
Dylan and Corrick.

SEDA’s warmest wishes are
sent to the whole family.

www.seda.ac.uk
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Up-date from SEDA Publications

It's been a busy and productive summer at
SEDA Publications - so this update on new
publications comes with very many thanks to
the writers and contributors, committee mem-
bers and SEDA office staff whose work has en-
sured an excellent batch of five new publications
to appear over the next few months.

Peter Davies has produced a SEDA first - but
one we intend to follow! His Active Learning
in Seminars: Humanities (SEDA Paper 112)
is a resource pack for lecturers and tutors filled
with very practical suggestions for ma.kmg stu-
deﬂts aCt]Ve lIl Senllﬂﬂ.rs The CXCrC]SCS l’lere W'll]
be useful for both new and experienced teach-
ers. The resource pack contains photocopyable
materials, and as such is ideal for Education De-
velopment Units and Department offices. See
page 9 for derails of how to order your copies.

Philip Frame’s Student Induction in Practice
(SEDA Paper 113) is a very welcome hands-on,
concrete addition to the wider body of more ab-
stract writing on the increasingly important topic
of student induction (and retention). His prac-
tice-focused approach makes this a good buy for
Heads of Department, student support col
leagues and first-year tutors, as well as colleagues
in Education and Staff Development who run
training in this area.

Alan Mortiboys has written a SEDA Special
($512) on The Emotionally Intelligent Lec-
turer. Having just read this, I find that it's still
resonating strongly with me and that my think-
ing about the questions it raised is impacting on
how I am evaluating my teaching. It's a short
and highly focused piece - very readable in an

hour or so. I think it would be excellent to have
copies for new faculty inductions and training,
for PGCert materials and for Development
Units - at Sussex we’ll be using it as a basis for a

Developers” away-day.

Alan Jenkins’ has produced a very timely SEDA
paper on Linking Teaching and Research
(SEDA Paper 115). It’s a compelling mixture of
research and trenchant analysis (no lazy or vague
understandings of research/teaching links sur-
vive the first two chapters) with a wide range of
case study materials illustrating how the links
have developed - or failed to develop - in differ-
ent institutional settings. Given that teaching /
research links, and the scholarship of teaching,
are moving up the educational agenda at pre-
sen, this paper provides a convenient way-in to
the debates for all those of us who need to be
up to speed and have a good sense of how to
move forward.

My job has been to look back at all the material
SEDA has gathered in the Innovations in
Teaching ... series. These publications were
originally produced to promote innovations in
specific disciplines, but looking back at them we
fele that there was a lot of useful and current
material of wider interest and application. To
ensure that this material is well disseminated,
SEDA Paper 114 is The Innovations Com-
pendium, and it also contains an introductory
section on transferring an innovation from one
area to another productively.

Neill Thew
Chair, SEDA Publications Committee

News ... News ... News

Carole Baume FSEDA has been
appointed the new head of the Open
University's North West Region, based in
M ter.

SEDA’s oongratulailons goto Garole and
we wish her well in her new‘?posi

SEDA Advisory Group

As reported in Educational Developments 2.2 (May 2001), the first meeting of
SEDA's new Advisory Group has now taken place. The remit of this new committee
is to offer advice to the SEDA Executive in relation to SEDA activities, processes and
strategic aims and issues discussed at the November meeting included the appoint-
ment of a new external examiner for the SE s Schemes and current
developments within the sector. -

The membership of the SEDA Advisory G

Gill Tucker, University of East London (Cha -
Cliff Allen, Learning and Teaching Support Network

David Baume FSEDA, The Open University, SEDA Exec Accreditation Co-ordinator
Professor Philip C Candy, Dept of Education, Training and Youth Affairs, Australia
Paul Clark, Institute for Learning and Teaching

Liz Elvidge, University of Cambridge

Hazel Fullerton FSEDA, University of Plymouth, Co-Chair of SEDA

Professor Nicky-Sinéad Gardner

Julie Hall, SEDA Development Officer

Professor Barry Jackson, Middlesex University, Co-Chair of SEDA

Mike Laycock, University of East London, SEDA Executwe Committee member
William Locke, Universities UK

Professor Mantz Yorke, Liverpool John Moores University

Su White, University of Southampton, SEDA Executive Events Co-ordinator

James Wisdom, SEDA Executive Publications Co-ordinator

SEDA Summer School
19th - 21st June 2002
Lancaster House Hotel

Following the success of this year's Sum-
mer School we are pleased to announce the
dates for the 2002 event. This three day
course is again designed for those who have
a professional role as educational and aca-
demic developers in higher education. It is
aimed at those with less than three years
experience and will support those who are
working towards SEDA Fellowship. Par-
ticipants may include staff in educational
development units, those who have a role
in LTSN Centres or those responsible for
co-ordinating teaching and learning devel-
opments in their departrent or faculty.

The course will be designed around work-
shop activities and participants will focus
on their own work, concentrating on devel-
oping the skills and conceptual framework
necessary to plan, run and evaluate educa-
tional development activities to meet the
needs of higher education institutions.

Sessions will be practice based and facili
tated by experienced educational developers
and grounded in research on learning and
teaching, The workshop element will in-
volve example case studies, role play and
collaborative problem solving supported by
a range of materials. The course will include
opportunity for small group work and tuto-
rial time with an experienced developer to

support action planning.

The fee for the three day event will be £475
per delegate (to include two nights accomr
modation, all meals and refreshments), al-
though days 1 and 2 may stand alone. Fur-
ther details (including a registration form)
will be become available in January 2002.

You are advised to register early as only a

limited number of places are available.

To register your interest in the 2002 SEDA
Summer School for Educational Develop-
ers please contact the SEDA Office at:

office@seda.ac.uk

Details will also appear on the SEDA web-
site as they become available:

http:/lwww.seda.ac.uk
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How Do Representations of Our Practice
Enable Change to Happen?

Helen Beetham

Research Fellow, SOURCE, The Open University

It is a commonplace of educational develop-
ment that learning and teaching tends to happen
behind closed doors. Although teaching obser-
vations are becoming more widespread, much
of what we know about how other people teach
and about what works in other people’s teaching
comes to us indirectly. Traditional, text-based
representations of learning and teaching practice
include case studies, guidelines, workshop mate-
rials and articles such as those found in Eduar
tional Dewelopments. Portfolios constitute another,
partimﬂa:ly motivated, kind of representation of
practice. With increasing technological sophisti-
cation we could use video recordings or web-
based multimedia materials. We could see edu-
cational software as a particular kind of repre-
sentation of practice, embodying as it does cer-
tain assumptions about what makes for effective
learning and how learning interactions ‘ought’ to
be structured.

There is surprisingly little research on whether,
and how, representations of practice are actually
useful in supporting change. Learning and
teaching development projects are invariably
asked to ‘disseminate’ their outcomes, often as
case studies, guidelines, web sites, software etc.
While dissemination is undoubrtedly a powerful
means of sharing expertise across the academic
community - in a way that would not be possi-
ble through local staff development pro-
grammes, or even through national conferences
and face to face events - the notion implies that
information alone is sufficient to motivate
changes in practice: once staff are aware of the
latest innovations they will naturally embrace
them with open arms. Educational developers
have no excuse for buying in to this myth. After
all, we devote much of our professional life to
persuading lecturers that students need more
than access to information if they are to learn.

The study reported here had two starting points.
First, evaluation of the EFFECTS project
(Beetham et al 1999; Beetham et al 2000; Harvey
and Oliver 2001) found that although staff
benefited most from structured programmes of
development and support, the documentation
developed around those programmes could be
independently useful. This included a develop-
ment cycle, a series of seven learning outcomes
with sample evidence, interactive documents to
scaffold various learning tasks, and a case study
framework. In some cases individuals had used
these to support their personal development
goals; in others, learning technology teams used
them to structure the support they offered to
staff with small-scale development projects. The
final evaluation report noted that partner institu-
tions were eager to adopt the EFFECTS frame-
work because ‘In addition to prouding a structre for

staff dewlopment and assessment, it enabled support 1o
be allocated 1o each step in the enbedding proasss ina far
move systenutic wy than wis preuasly possile. More
owr, such a strucdwre can be vewed as a ‘road nap’,
bafpz:rg praditioners to embed C& IT nove effetinely

with sersitiuty to ssues such as sti
dmtﬁammg... (Harvey and Oliver 2001). Staff
development materials intended for use in EF-
FECITS programmes were also widely adopted
by SEDA/ILT initial accreditation programmes
to introduce staff to working with learning tech-
nologies.

This suggests that the EFFECT’s framework
functioned as a ‘shareable representation of
practice’ (Goodyear and Steeples 1997), which
was useful both for peer collaborators, in more
formal programmes or between mentors and
mentees. What features of this framework made
it so useful?

A second starting point was a separately funded
study (Beetham et al 2001) which found that
people already proficient in the skills of embed-
ding learning technologies had rarely acquired
those skills through formal development. The
typical learning technology specialist or enthusi-
ast was highly information literate, had a range
of strategies for locating online and offline re-
sources, and engaged in collaborative or peer-
supported ‘experimentation’ with new rtech-
niques. This suggests that as individuals become
proficient in some aspect of learning and teach-
ing practice, they become less dependent on
structured interactions with more experienced
others (mentors, colleagues, developers) and
more self-sufficient in their reading of represen-
tations of practice. It is clear that less proficient
or confident individuals require much more
scaffolding if they are to make sense of the prac-
tice of others,

This article reports a study into different repre-
sentations, their potential uses in the learning
technology community, and other factors influ-
encing the degree to which such representations
can be used to support changes in practice. The
research was carried out by the author on behalf
of the SoURCE and RESULTs projects in the
period April-July 2001. The aim was to decide
on the feasibility of a national resource of case
studies, staff development materials and other
documents relating to learning technology prac-
tice. Full findings have been reported elsewhere
along with the theoretical background to the
study (ISL 2001). This article focuses instead on
some implications for educational developers.

What representations of practice
are useful?

A starting point for the study was a taxonomy
or structured list of different kinds of artefact
currently used to share knowledge about learn-
ing technology practice. In describing these arte-
facts, a distinction was made between ‘texts
about’ practice, which tend to be descriptive and
relatively open-ended (eg. case studies, portfo-
lios, action research reports), and ‘frameworks
for’ practice, which tend to be prescriptive and
more or less constraining (eg. guidelines, tool
kits, interactive documents). Educational soft-
ware tools were treated as a separate category, in
which representation was incidental and applica-
tion to future practice was highly constraining.
A small number of commonly-used resource
types were selected from the taxonomy for fur-
ther study. They were:

a. Review: overview/evaluation of a specific
technology or technology-based resource from a
practitioner perspective.

b. Guidelines: ‘how-to’ advice relating 1o a
specific learning technology, a specific practice
or approach.

¢. Staff development material: hand-outs,
exercises or tutorials rel:ung to specxﬁc uses of
learning technology (more reflective than guide-
lines).

d. Case study {curriculum): account of the
use of ICT in a specific curriculum (ie. learning
and teaching) context.

e. Case study (strategic): account of support-
ing/ embedding learning technology in a dept. or
institutional context - focusing on staff or or-
ganisational development.

f. Framework/toolkit (curriculum): model,
template, interactive document etc to aid learn-
ing technology use in the curriculum e.g. student
needs analysis, decision-making tool.

g. Framework/toolkit (strategic): model,
template etc to aid development of learning

technology strategy or support eg. audit tool,
staff skills matrix,

h. Article/report: any structured account of
learning technology use, e. B: chapter, conference
paper, journal artcle, project report, strategy
document.

i. Software - leamning tool: generic application
eg. assessment software, communications tool,

www.seda.ac.uk

Page 19



Educational Developments - 2.4

authoring tool, VLE, specifically for use in
learning and teaching.

j- Software: activity shell: structured course-
ware or coursewars component which may be
customised by adding new content.

k. Software: leaming object: multimedia con-
tent for re-use in new conrexts e.g. text, image,
animation, simulation, a/v clip, dataset.

I. Information resource: annotated link to al-
ternative learning technology resource e.g. dara-
base, portal, journal, image bank or web site.

m. Project/service: annotated link to learning
technology project, service or contact.

A second task was to classify the impact which
these resources might have on their users. For
example, it was important to distinguish be-
tween simple access 1o a resource and the kind
of deep engagement which led to radical
changes in the user’s own professional practice.
The six interaction types used in the study were
as follows:

| would use this to inform myself about
learning and teaching practice

| would adopt (ideas from) this for use
in my own practice

| would adapt or customise this to suit
my own needs

| would create my own resources of this

type

| would guide or facilitate others’ use of
this to support their practice

| would comment on or evaluate this in
light of my own experience

An online questionnaire was used to discover
how academic and learning technology specialist
staff saw themselves mteracting with the various
different resource types. The questionnaire was
available over a period of 6 weeks in June-July
2001, and was returned by over 120 respon-
dents. As anticipated from the sampling strategy
this was a relatively experienced group (mode
and median = ‘proficient’ users of educational
software), with 28% describing themselves as
academics, 22% as educational developers, 18%
as learning technologists, and 32% belanging to
another category. A series of structured inter-
views and four focus groups were also carried

out during this period.

Among these relatively proficient users, the
most fnformative resources were found to be
(in descending order): articles, reviews, curricu-
lum case studies and information from projects.
The resources most adopted in practice were
found to be (in descending order): software
learning environments and tools, staff develop-
ment materials, guidelines and curriculum
frameworks. Overall, therefore, the relationship
between the o and adopt responses seemed

to reflect the distinction between texts about
and frameworks for practice offered earlier, with
articles, reviews, case studies and information
resources being closer to the text end of the
spectrum (highly informative but difficult to
adopt directly into practice). Software tools were
at the opposite end of the same spectrum, being
highly adoptable but less informative, with
frameworks coming somewhere in the middle.
Chi square tests found that these correlations
were significant at p < 0.001. Therefore, while
all resource types were significantly more likely
to be used for information than actually adopted
in practice, the gap between encountering an
idea and making practical use of it seemed to be
much smaller in the case of interactive represen-
tations such as frameworks, guidelines, and of
course software tools.

When focus groups were asked to analyse these
findings they came up with several interesting
interpretations. Users who were already knowl-
edgeable about the area of practice involved,
and who had the tume and intellecrual resources
available for reflection, preferred texts abour
practice such as articles and case studies over
the more prescriptive guidelines and toolkits.
'These people were also resistant to the use of
software tools that they felt constrained their
own learning and teaching practice. Users with
less expertise or less time, however, wanted
faster solutions. Their preferred representations
were short guidelines, tips and tricks, snippets of
advice and rubrics for ‘making things work’.
They were critical of the guality of much educa-
tional software bur were happy 10 use applica-
tions that offered a ‘solution’ to current learning,
and teaching needs, even if that meant changing
their practice to fir with the pedagogy implied by
the software.

When asked to express a preference, academic
teachers wanted access to (in descending order):
staff development materials (usually for self
study), software tools/environments, and case
studies in curriculum development. Educational
developers and learning technology specialists,
on the other hand, wanted access to: staff devel-
opment materials (usually for supporting other
staff), information resources, reviews and

lines. As compared with academic staff, Who
wanted materials with an exact fit 1o their own
needs, developers were more concerned with
finding adaptable resources that could be re-
developed and re-used to guide the practice of a
range of other staff, in a range of different learn-
ing and teaching contexts.

What representations of practice
are actually available?

Respondents in the swudy reported that they
were actually involved in creating staff develop-
ment materials and guidelines (around 40%);
and to a lesser extent curriculum development
frameworks, articles and information resources
(around 30%) Very few were creating software
environments or tools, strategic frameworks for
practice, or project- based resources, all of which
were regarded as very useful. There were fewer
contributors than users in every category of
resource, though the greatest differential came

with the ‘text’ type resources: reviews, articles
and case studies. Although they were regarded
as the most informative (ca. 90%) there were

relatively far fewer people actually creating and
sharing them (ca. 30%).

There were few significant differences among
types of respondent in their use and creation of
objects, except in the important category of staff
development materials which were both created
and ssed significantly more by educational devel-
opers and learning technology support staff.
This finding suggests that staff development
materials are rarely accessed directly by aca-
demic staff, but rather that access is mediated
through developers and development contexts
of various kinds. Focus groups confirmed that
this was generally the case. Anecdotally, staff
development materials rarely seem to wke a
linear trajectory from author to end-user, but
exist rather in a complex economy, circulating
among developers who adapt and amend them
for their own purposes, and being inserted into
other, structured contexts (workshops, pro-
grammes, institutional web sites, learning packs)
before they reach the academics who are their
target audience. Effective staff development
materials may turn out to be those that are most
readily adaptable and usable by other staff and
educational developers, rather than those which
are most directly accessible to academics.

Qverall these findings indicate that adaptable
frameworks such as EFFECTS, accompanied by
interactive documents, matrices, toolkits, guide-
lines and other representations that can be ap-
plied directly in practice, are regarded as highly
usable both by specialist learning technology
staff and by academics with an interest in learn-
ing technologies. Case studies are also an impor-
tant resource but these are less widely available:
targeted effort will be needed to make these
available on a national basis in sufficient volume
to constitute a searchable resource. The
SoURCE project has already begun work on a
library of this kind. Over time, however, better
incentives need to be put in place for staff to
invest the time in reflecting on and writing
about their learning and teaching expernence in
ways that are accessible to other professionals.

Staff development materials in general make
excellent candidates for sharing representations
of practice as they are both readily available and
highly usable. Developers are already willing and
in many cases actively working to share materi-
als across institutions: the SeSDL project in
Scotland, for example, has developed a database
of staff development ‘granules’ which are freely
available for re-combination and re-use. It
should be noted, however, that the ‘stocl’ of
circulating resources mneeds regular updating,
particularly in the area of leaming technologies,
where new opportunities emerge all the time.
The most useful new materials arise from inno-
vative development projects such as those
tunded by TLTP and FDTL and to a lesser ex-
tent the JISC and the EU. These are also the
marerials which are most likely to present a chal-
lenge to existing modes of academic practice,
Unfortunately, funded projects are rarely well
integrated into the development practices of
insttutions (workshops, professional develop-
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ment programmes, mentoring schemes, institu-
tional initiatives), which is where our swdy
found that everyday practice was open to being
challenged and changed. The quality require-
ments of ‘dissemination’ also push projects to-
wards producing highly finished materials that
are self-contained, of a large granular size, and
difficult to adapt or integrate. The assumption
seems to be that staff will access these materals
from their own deskiops. Our study shows that
this is very rarely the case, and the self-
contained nature of these materials makes it
difficult for them to be integrated into the de-
velopment practices which offer the real oppor-
tunities for intervention.

Interviews and focus groups also identified
problems with the way in which different kinds
of representation are valued in the academic
community. Academic articles and scholarly
accounts of educational research are fairdy
widely produced as they have their own intrinsic
rewards in a research-led culture. Unformunately
they are not widely shared because of the assoct-
ated copyright issues; nor are they necessarily
the most useful forms of representation for
practiioners. Flexible frameworks and staff
development guidelines are far more readily
adopted into practice, but attract litde academic
credibility to their creators and are therefore
only produced where individuals are specifically
funded to do so. As top-sliced initiatives such as
TLTP3 and the Scottish ScotCIT projects come
to an end, there is likely to be a gap in produc-
tion of innovative resources of this kind.

A similar tension was found between users’ de-
mand for representations of a low granular size
( ‘tips and tricks’, ‘words of advice’ etc) and pro-
ducers’ habit of creating large-scale, integrated
resources around a specific project or to meet
the needs of a specific programme. Flexibility,
adaptability and reusability are fostered when
resources are created to a standard size and for-
mat. Unfortunately this does not fit well with
the professional values and practices of resource
creators. Nor should users” demands for a
searchable database of magic ‘answers’ necessar-
ily be taken at face value. There was very lictle
evidence of participants making use of resources
that are already available, such as the excellent
Brite Ideas Live from LTDI (http://www.icbl.
hw.ac.uk/ldi/briteideas/) or the theory into
practice database (http://tip.psychology.org/).
In fact when pressed about the kinds of repre-
sentation that had actually had an impact on
their own practice, academics were much more
likely to cite narratives from colleagues about

“what they did, what went wrong, and howthey surned.

How are representations of practice
actually used in practice?

Most academic staff interviewed in this study
had become proficient in the use of learning
technologies with the support of specialist staff
from a learning technologies unit, educational
development unit or similar, Particularly as less
enthusiastic and technically confident members
of staff become involved with learning technol-
ogy use, it must be anticipated that demand for
structured support will increase. This makes it

all the more important that representations of
practice for dissemination should be capable of
adaptation and adoption into new development
programmes,

Once staff were relatively proficient in the use
of learning technologies, the most effective ways
of developing their practice were through peer
support, particularly dialogues around collabora-
tive projects where a document, software system
or other artefact was being worked on in real
tme (‘the redl thing in the real context, with the el
persord). New kinds of dialogical forum were
evolving: institutional learning and teaching fo-
rums, ‘change agent’ networks, research semi-
pars or reading groups in which practitioner-
researchers talked with educational developers
and academics in educational studies. Partici-
pants were often members of regional forums
(‘ir’s the abiliry 1o physically network a5 wall as condiuet
things witnally), professional nerworks and ‘self
help groups’, or had strong personal links with
people in similar positions at nearby institutions.
These forums provided opportunities to share
representations of practice.

Among educational developers, collaborative
development and delivery of materials across
institutions was also surprisingly common. ‘Eadh
institution would bost [a workshap] once or resee a year:
Whoewer wis coondinating wosdd collect all the materials
together from the preserters and that matenial s given
oitt to all the siaff dewdopers at all the particpating
wwrsizies”, Tt is mnteresting to note that the fund-
ing model as well as the ethos of educational
development promotes a sharing of ideas and
materials across institutions, while the funding
model for student learning tends to encourage
competition. Developers and learning technol-
ogy staff have at least this advantage over the
LTSN networks: that they already come from a
centrally-funded  and  collaboratively- minded
sector of HE. This suggests that one powerful
way of developing learning and teaching practice
may be to focus on shared materials and repre-
sentations at the level of educational develop-
ment itself. In other words, a shared culture and
a set of shared resources may be most readily
developed among those people who are already
instrumental in developing learning and teaching
in their own institutional contexts.

This in fact is the approach taken by the Net-
Culture project in Scotland which has supported
regional networks of developers to articulate
their own understanding of their development
practice (‘frameworks for practice’) which can
then be shared nationally. The process of devel-
oping these representations is understood to be
as at least as valuable as the end product. The
expectation is that an economy of representa-
tions will emerge which is highly re-usable and
develops dynamically within a community of
peers, rather than being designed to travel from
expert contributors to non-expert users in pro-
ducer-consumer mode. In an ideal world the
subject-specialist networks will also come to
operate in this way. It seems likely that this will
require a greater cultural shift, however, and the
LTSN networks will remain to some extent at
least dependent on the developer networls to
support a robust economy of shared representa-
tions that can be applied across subject areas.

Among academics there was strong support for
the idea of a national network to share repre-
sentations of practice:

There are people like me at ewry wuwrsity in the
auntry and we cudd all be working sepanately to
gt this kind of informution together.

You need information from outside the system You
amn't work m a dosed system

At the same time, there was resistance 1o hav-
ing multiple points of access, all of which might
need to be monitored for new ideas. Academic
staff generally regarded their subject-specific
LTSN as the network they were most likely to
encounter in the course of everyday reflection
on their practice, but to date their use of this
network was relatively passive. For confident
and expert users the LTSN network will cer-
winly grow in significance. Other academic
staff, however, will continue to rely on face-to-
face contact w‘.l.th ].OCB.I learmng '.lnd teadlmg
specialists. This suggests that LTSNs need 1o
cultivate a close relationship with the network
of educational developers and should ensure
that their representations of subject- specific
practice ate capable of being integrated into
other, more generic, development opportuni-
HCS.

No significant differences were detected across
the differenc roles in the kinds of practice en-
gaged in, including the practice of ‘guiding’
other staff in their use of resources. This sug
gests that participants who identified themr
selves as academics were nevertheless taking
considerable responsibility for the development
of others, a finding borne out in interviews,

Implications for educational
developers

Most academic staff will not make radical
changes to their understanding or practice of
learning and teaching without some face to face
encounter, whether this is with a mentor, a
learning set, a workshop leader or their col
leagues. Within these contexts, flexible repre-
sentations of learning and teaching practice can
be enormously useful at scaffolding change and
developing a shared understanding of what is
involved. Staff development materials are
among the most familiar examples here, but
interactive documents, structured frameworks,
toolkits and guidelines all have an important
role to play. “Texts about’ learning and teach-
mg, including case studies, articles, reviews,
action research reports and evidence from
video recordings or teaching observations are
extremely powerful sources of information,
especially for more confident and proficient
practitioners. They are less likely to be adopted
directly into practice, however, and novices will
need some contextualising framework of expla-

nation if they are to make good sense of them.

Nationally, there are far more users than crea-
tors of staff development resources. The aim
should therefore be to develop a system of
mutually beneficial exchange among those staff
(especially educational developers) who are
already adapting or creating materials of their
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own. This economy will flourish if representa-
tions are open-ended and flexible enough o be
inserted into different local contexts, and if all
staff involved perceive a benefit from the col
laboration. Even so, there are likely to be cate-
gories of material, including in this study strate-
gic frameworks, case studies and project out-
comes, which will not be created and shared
without specific investment. This will probably
always be the case with particularly innovative
examples of practice.

The EFFECTS and SoURCE projects are now
working to develop a network of regional learn-
ing technology groups, alongside a shared na-
tional resource of case studies, staff develop-
ment materials and evalvation reports to sup-
port new practices in learning and teaching. The
aim is for the nerworlks and resources to be-
come mutually supporting over time, with mate-
rials being adapted, inserted into programmes of
staff development, commented upon and col-
laboratively re-developed. The literature on ner-
worls of practice (see for example Lave and
Wenger (1991), Wenger (1998), McConnell
(2000}, Kollock and Smith (2000), Foster et al
(2001)) suggests that colliborative development
of this kind both strengthens the network and
allows more useful representations and artefacts
to emerge.
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Dialogues

...in which an Experienced (if not
always expert) staff and
educational developer converses
with a New, and probably
younger, colleague.

1. Who are you?

What are you asking e abort? My names? My napee?
The worldd’s greatest yook and oll band, and one of their
ey firest songs ...

.. which I heard them perform brillianty at
Wembley earlier this year, by the way. But I was
asking about identity. Professional identity.
Your professional identity.

¢

When you introduce yourself to a workshop
that you're running who do you say you are?

1 tell them my nane, ard that P'm from the educational
deweloprent war If 'm ousside the Uniersity, I say

- which Uninersity. That’s it Maybe mention my subject

What would you say if you were doing a longer
introduction?

1 maght tell themabout my forst degree, the PhD, and the
Jjob I did before I' camree to the Uniwarsity

I see.
What does that look mean?

It means - what would you say about yourself as
a staff and educational developer?

D told them Pm from the EDU.

But what about you as a developer?

¢

You have SEDA Associate Fellowship, and
you're working towards FSEDA. What about
the workshops you've run? The article you've
published in “Educational Developments? The
paper for the International Journal for Aca-
demic Development - any news about that?

The veferees wart me to do a lot move work on it.

They can be tough, I know. Anyway. The
SEDA book chapter, the ILT membership of

course, the ...

1 get the iden. But uhy? You'te said it yourself, in the
past; staff and educational dewdlopers aren't ecaaly the
st lowed peaple in bigher eduostion What did that
Psydhology lectviver sy to you, 2l those years agod

Oh yes - “So you're the one who's come to tell
us all how to teach properly!”
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Right. So don't we need 1o lead with our acadenic cre:
dleritials?

Yes, and. We also need to take ourselves seri-
ously in our new profession, discipline, whatever
staff and educational development are. We need
to take ourselves, our achievements and qualifi
cations and expertise, seriously. Why should our
clients if we don'?

Do yoiz do 112

I've started to.

Howdoss it go dowr?

The odd smirk, but otherwise, well.

2. About time

How do you go about selling a new teaching or
learning or assessment method to a group of
sceptical lecturers?

Selling Seaptical lactias? Wihere do yowirke?
I love your youthful optimism, even tainted as it

seems to be by occasional perceprual difficul
ties ...

Amncther of my fatled attempss at bumour (See E duca-
tional Dewloprent 2.1 p 27)

Ah.
You were asking?
How do you ...

1 lssten carghdlly to their conerrs, and then wok with

them to dewdlop newy sowndly based and locally appropn-
ate approaches and methodk.

Very good. A model answer. What are their con-
cerns?

You name it. Student motiation and The

marking load. Tine s at the root of a lot of it
Do you work with them to develop new ideas

and approaches on the basis that these will save
them time?

Not wsnially, no Pmnot sure why not. Talking to lectior
ars about ‘eficercy’ would make ne fed like a manager,
an ewen less vegarded bundh than deelopers ...

.. than developers uee, before we decided to
stand tall and proud as developers ...

o as you sy But 1 think I'd feel unconyortalle, blumtty
saying “This will sawe you tine'.

Without compromising quality.
Natially
You're a purist.

Thartk you. Howwould you do i?

Very directly. Help them to work out how much
of their time is currently going into whatever it
is that they're worried about, How many staff
hours each week or semester go into, say, plan-
ning the course, lecturing the course, seminaring
the course, giving feedback, marking, running
tutorials ... I did this with an Economics depart-
ment several years, about their first year course.
It turned out that they were spending more total
hours marking the final first-year examination
than they were spending teaching the whole
course. And the examination only determined
whether or not students would proceed to the
second year, it gave no feedback and didn’t con-
tribute to degree grades.

Haenwdid they fed when you tld then?

1 didn't tell them. I worked it out with them, in a
workshop, using their dara.

Right. Howdid they foed about it?

Surprised. Could you have worked with them,
after a start like that, wo - what did you say - 1o
“develop new, soundly-based and locally appro-
priate approaches and methods”?

I vather think I could.

Would you have felt like a manager?
Na More like a deweloper.

3. It's the subject. Or is it?

In the earlier days of staff and educational de-
velopment in higher education - the early nine-
ties - all of our work was pretty much generic.
We'd offer workshops on assessment, or teach-
ing larger classes, or group work. People - a few
people, sometimes a very few people -

D't you tel] e you onee vam a workshop that no-ore
ane tof

Yes.
What did you do?

Felt depressed and ate a lot of sandwiches. And
marketed the next ones much much more vigor-
ously, in particular made lots of telephone calls.
Anyway. These workshops had to be generic,

cross-disciplinary.
Did they work?

It varied wildly. Some people would look suspi-
ciously at people from other departments, and
sit as far away from them as possible. But I was
ruthless about adjusting the number of the
chairs to the number of people attending, which
broke the ice a little. Sometimes they would
continue to look suspiciously at each other
throughout the workshop. Some even snorted
on hearing of strange academic practices from
other departments. But other times the fine art-
ist and the accountant, or some other equally
lmhkﬂl) pﬂmﬂg WOuld Emd m Ca(:h O[hers
teaching and assessment things that they could
adapt or adapt.

Such as?

Poster sessions and crits. for first year accoun-
tancy assignments!

Woud
Indeed.

But now it’s all going subject speafic isn’t ¢ LTSN
Subjea Cotrs, subjec bendhmawks. Evm nows o
wns subject-spedfic conses, or parts of courses, for new
lectsrers. Howdo you feel about that?

About some if it, very keen indeed. T think that
the discipline is still at the heart of the identity
of most academics. I think that research into the
teaching and leaming of their discipline wall
make it much easier for an academic to engage
productively with pedagogy 1 think that re-
search-based innovations in the teaching and
learning of the discipline will drive improvement
further and faster than can generic research and
guidance, however powertul these are.

1 hear a howering ‘bt

Indeed you do. But; teachers of the different
disciplines can still learn a great deal from each
other.

So the question & - mmm@gzcmaznﬁmn’
educational dewlopment, i best done
ﬂ}mmégrdweaxt.{elem’q‘r}xdsWArdfnw
should these rup sets of work, generic and subject-based,
relate to each other?

Oops. Our of space. We'll return to this.
With the betp of onr veaders?
That would be nice!

David Baume FSEDA

Director of Teaching Development
Centre for Higher Education Practice
The Open University

a.d.baume@open.ac.uk (to 31 January 2002)
baume@compuserve.com (thereafter)

The characters and the Universities in these
Dialogues are fictitious.
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6th Annual Conference for Staff and Educational Developers

Developing the Developers

professional enhancement for staff and
educational developers

20th - 21st November 2001
The Manchester Conference Centre

Editorial Con
preferably in

Delegates enjoy a well earned tea break

Phil Race opened the conference
with a highly interactive plenary

Rakesh Bhanot (chair of the SEDA conference
committee) with Carole Baume FSEDA, who led
the final plenary session

Rakesh Bhanot closes another very
successful annual SEDA conference

A full report of the conference will appear in issue 3.1 of
Educational Developments

Also included will be:

JISC / DNER Development Programmes

Caroline Ingram
Learning and Teaching Programme Manager, JISC / DNER
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