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Exploring the Social

Contexts of Learning to
Teach in HE

All Cooper

In 2001/2, four programme leaders and a research consultants began a project to
investigate the impact of Learning and Teaching in HE (LTHE) programmes on
new teachers. There has been comparatively little written about the effects of
LTHE programmes. This is perhaps unsurprising, since they are a relatively recent
phenomenon. However, given the investment by all HE institutions in the UK,
and the recent proposals for compulsory training for new teachers in the
Government White Paper (2003), valid research and evaluation evidence is
needed to challenge and inform our practices and deepen our understanding
about how teachers learn to teach.

. Is there an I,
for Evaluatin
Roni Bamber

We did not wish to replicate the prevailing cognitive psychology perspective of
existing studies, which focus largely on the individual subject as agent, looking at
how teachers' conceptions determine their teaching approaches (e.g. Kugel 1993,
Gow and Kember 1993, Trigwell and Prosser, 1996). We were more interested in
illuminating the significance of the social context in learning to teach, looking at
the ground rather than solely at the figure. Various studies had already drawn
upon Social Practice Theory and Activity Theory to look at faculty development
and departmental induction procedures (Knight, 2002, Trowler and Knight 2000).
From our own experience, the social context appeared highly significant in how
each participant receives and responds to the programme. To investigate this
more systematically, we identified six potential social factors likely to condition
an individual's approach and response:

oot

Book Revie!
~ David Bau

The Evolutio

Role: the role and duties the participant had at the
time

Presage: the participants prior life experiences and
identities

LTHE programme: its explicit aims, tacit assumptions, its design
and teaching and learning approaches

Disciplinary background: " the participants subject, and his/her learning
approaches

Departmental culture: approaches to teaching, beliefs, ways of

working, approaches to participants etc.
Institutional ethos: explicit and implicit aims, values and priorities.

We felt sure that these factors are also highly interdependent, dynamically inter-
acting with one another differently with each participant. To try to identify their
effect, we asked participants to write an open- endedp account before the pro-
gramme started of their current thinking about HE teaching, which might include
discussion of feelings, beliefs, current knowledge and current approaches to their
teaching.
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We followed this up with semi-structured interviews after the taught element had
ended, some five to eight months later, before they had completed their assign-
ments. (It was not within the scope of this project to do a more longitudinal
study; this would be an interesting follow-up, as the assessment is often a defin-
ing learning vehicle, and further teaching experience would invariably alter the
responses.) The programme leaders conducted the interviews as awareness of the
social context and the participants was important for this study. This may make
the process vulnerable to criticism of subjectivity, but we were seeking to illumi-
nate not to generalise. We read the transcripts and notes, and the carefully dis-
cussed and agreed the interview framework beforehand.

We asked the interviewees to think about what changes had occurred since the
initial writing. We encouraged them to discuss teaching issues related to their
role, department, subject, the wider institution, their prior experiences and their
responses to the programme. Where the emphasis was placed on any of the
factors and the connections between them depended on each participant - the
interviewer encouraged the respondent to develop comments, but allowed
him/her to lead the discussion. We then used the six factors as categories for
organising the data.

We adapted a model of learning expectations and outcomes from Illeris (2002}
see fig. 1 to identify the nature of the learning that seemed to have occurred - i.e.
what does the respondent seem to expect learning to teach to be about, now and
before s/he started the programme, and how far and in what ways can any of

" these kinds of learning be seen to have occurred during the programme? Within

the data, it was possible to clearly identify evidence of the first three categories. It
is arguably unlikely that the fourth category would be perceived in teachers with
very limited experience. The model served as a useful heuristic device for scrutin-
ising the kinds of identifiable change which might be affected by social factors

Figure 1

o - . : .
llleris” categories of Learning How these manifest themselves in

processes of learning teaching

Tips and tricks of teaching. Copied,
imitated, adapted and practised.

Cumulation

- Internalising learning theories and
improved understanding of learning
and teaching processes. Extension of
pre-existing cognitive and emotional
schemata. Everyday learning but no
fundamental change.

Assimilation

Restructuring of cognitive and
emotional schemata due to
dissonance. A gestalt ‘aha’
experience.

New practices and attitudes adopted.

Accommodation

Identity change, often after crisis.
Completely new approach to
teaching and learning which can be
life -changing.

Transformation

Findings and Conclusions

From our analysis of the data, we were able to find evidence that the social fac-
tors we had identified did indeed influence each person's approaches to the pro-
gramme. In addition, these had impacted significantly upon the nature and extent
of the outcomes of the programme for each participant.
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Exploring the Social Contexts of Learning to Teach in HE

A summary of our conclusions, taking each of the conditioning factors separately with illustrative examples from the dala,

can be seen below.

Figure 2
ROLE If role is very limited (GTAs) - e.g. "The programme is covering things

the amount of teaching experience that | am not able to do in my
available to draw upon, and iterative present role...but | see it as for the
Processcs Which can’t happen for future - if | had to restrict myself
those with limited roles, or which to what | am doing just now, then
take a lot longer - this will : | am net using and applying
significantly restrict the effect of the everything | am learning on the
programme.” programme.

The relationship between Dept. "The teaching committees and

: culture and role - how they are meetings about teaching

: treated in the Dept. - if they are deliberately exclude posigraduate

i perceived as fairly marginal with tutors - | wish | was included.

| respect TQ C.GNT-_ribUT'iOnS to the Listening to others' discussion,
culture of teac_hl.ng e even if I'm not able to contribute,
[e.g. non- participation in Dept. would be a very rewarding
nectine an(_j decisions, given experience - | am not really
instructions in how to teach etc) benefiting from the department
this might restrict the application teaching, except the observations
of learning from the programme. for the programme.”

PRESAGE If a person's presage factors have "l found the psychological

given them robust cognitive
schemata related to learning and
teaching then the participant might
need to reconcile and renegotiate
these views.

Pre-existing conceptual

schemata - frameworks, beliefs
and approaches - what they
thought they were trying to do,
and students were supposed to be
doing.....are very influential on the
impact of the programme.

approach of one of the tutors to
be both wrong and unhelpful and
I did not believe it would have
anything to do with improving
my own teaching - later it seemed
more in tune with my way of
thinking about teaching...l find it
really useful now".

"As an undergraduate [ was so
disappointed about how
unfocused towards application of
knowledge the degree was.
Having worked in construction
far 9 years hefore | came to
teaching, | wanted students to
know what it really felt like to do
something for real. But the HE
context and my role do not suit
my preferred style and philosophy
about HE teaching - there is no
opportunity for interaction and
development over time... | have
thought about leaving.."

" found my prior experience and
the programme were being drawn
upon simultaneously, and that
was useful - the questions CiLTHE
was trying to answer for me were
coming up at the same time in my
teaching - that was convenient."
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EDUCATIONAL DEVELOPMENTS 4.3

NATURE OF THE PROGRAMME

Programmes tend to adopt a
constructivist approach - a
particular TLR -

(e.g. discussion-based, negotiated,
drawing on experience,
discursive texts etc).

For programme members from
some disciplines there may be
some dissonance with the
discipline or departmental TLR -
more energy and commitment is
then required to reconcile the
differences and move into new
learning.

“there is no bottom line, no
single/easy answer that is applicable
in all situations - as a scientist this

is frustrating at times, but | accept it
as right"...at first I thought | could
be taught to teach...l initially
wanted less talk-based work and
more hints and tips...| now see

that as naive...the programme is
about teaching people to think about
teaching. Had | not done the pro-
gramme, | would have thought less
about teaching ..it made me

think about how | am going to do it,
and what | want out of it ..."

DISCIPLINARY BACKGROUND

This is difficult to generalise -
some pedagogical and other
disciplinary differences can be
seen through a telescope
(Neumann et al, 2002)

but the microscope shows the
importance of narratives and
agency within disciplines.

All participants refer to the value
of working with those from other
disciplines "because all disciplines
have different ways of thinking
about materials, new information,
experiences and so on...law is
always seeking to categorise
everything, other disciplines
might be more open. | think that's
really valuable".

*  F.-asascientist...had no
difficulty in the idea that there is
new knowledge- constructed in a
different way from people who see
it more holistically.

. A. wanted to hear from
experts - disappointed that
programme represented a limited
'knowledge-gathering opportunity'
. G. - 'Storing up
knowledge he couldn't use'
-commodity view of knowledge

. "The scientists seemed to
see things more as common sense -
looked at a problem, had an
answer - we had a strategy and
that was it. Social scientists had
huge discussions about it - felt like
they turned it into more of a
problem than it needed to be."

DEPARTMENTAL CULTURE

If the departmental culture is such
that teaching isn't often discussed
or shared then:a) either the impact
of the programme is limited because
they can't dialogue or disseminate
'back' in the department (because
of lack of structures or discourse or
interest in teaching).....b) or they
get more out of the programme
because it has given them the
opportunity to engage in dialogue
about learning and teaching -
talking in groups etc.

a) "people who do the programme
do not cohere within the
department any more than others...
culture is not comfortable with
exploring inadequacies or thinking
of improvements"

b) "l didn't feel so alone...chance
for exploration of solutions and
icdeas - that kind of structured
opportunity is not available in

my department."

INSTITUTIONAL CONTEXT

If the institutional context prioritises
research which prevents dialogue
and readiness to engage with
teaching and learning issues, or if
the context is highly competitive,
or the conditions are not conducive
to good teaching, then the impact
of the programme is often reduced.

"l feel cynical about my earlier
optimism about the place of
teaching. The priority given to
teaching in the department, the
university and HE generally is |
ow compared with research."
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Exploring the Social Contexts of Learning to Teach in HE

HIINSTITUTIONAL CONTEXT The programme F)ffers an opportunity "The myth of‘collegiate
for confidential time-out to explore the | management just seems to be a
wider issues recipe for uncertainty and anxiety,

because one never quite knows

who you're speaking to and where
they rank in the order of influence...
it's very difficult for someone outside
of the loop...so it's nice on the
course to be taken outside that
whole structure."

The relationships between the factors were often complex. In one example for instance, to discuss the impact of the pro-
gramme, one interviewee draws upon his prior experiences as a learner and as a teacher. He also refers to colleagues in other
institutions, to working with participants from other disciplines, to the conditions of his own teaching practice, and his concep-
tions about appropriate approaches for his teaching. The factors clearly dynamically interacted with each other as an interde-
pendent whole (see fig 3 - described rather simplistically as 'causes' and ‘effects').

Figure 3

Causes and Effects

Presage

Departmental
Culture

.. 'Effects’

Nature of the

Institutional

Context

Programme

Discipline

Implications for programme practice - the so-what? question

The overall effect of the LTHE programme upon any individual can be said to depend upon how these socially
contextual factors (and without doubt there are others) dynamically interact for each individual at any given time.
How then does this study contribute to our thinking about LTHE programme design and/or practice? As one
SEDA November 2002 conference delegate put it: "Can | ask you... so what?"

In this short article, we cannot explore all the potential implications. The following illustrative examples are high-

lighted as worthy of consideration at local programme and institutional level, and in discussion at the wider edu-
cational development community.
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In this short article, we cannot explore all the potential
implications. The following illustrative examples are high-
lighted as worthy of consigeration at local programme and
institutional level, and in discussion at the wider education-
al development community.

1 How the programme is situated within an institu-
tion, in terms of policy and implementation, can actively
use the social context to support the individuals or can
serve to undermine them. If the programme is suspected as
a central management or government tool to get staff to
conform to a particular model of teaching, to infiltrate time-
honoured practices, there will be considerable distrust from
experienced colleagues at departmental level. This will
have a significant impact upon new members of staff and
associate teachers, who will have to choose their own posi-
tion on the programme in the light of this. It is more diffi-
cult for a new member of staff to resist the presiding culture
with his/her local departmental culture. If the programme is
explicitly described and promoted as professional develop-
ment support, and structured to enable staff to take advan-
tage of it, this will affect how these individuals and the
departments perceive the value of the programme. If the
programme draws upon contributions from experienced
colleagues in a wide range of disciplines and departments,
and is structured to invite a critical and possible radical
analysis of existing and alternative teaching approaches and
the contextual constraints that shape them, then the pro-
gramme is likely to be more readily accepted. However,
this critical standpoint needs to be set alongside new teach-
ers' needs for greater certainty and security when learning
to teach, compared with colleagues with greater experience
to draw upon, otherwise confidence can be undermined.

) If the programme's teaching and assessment
approaches are seen to be structured largely upon a tradi-
tional social science model, this can create a resistance
from those who espouse a firm model of teaching and
learning derived from their own discipline. Again, this can
operate at both the participant and the departmental level.
For instance, teaching methods employing discursive mod-
els of learning, with open-ended debate, often raising more
guestions and ambiguities than firm answers, with personal
reflective writings as the means of assessment are common
in LTHE programmes. These can alarm and alienate those
whose prior educational experiences and current practices
have taught them that teaching and learning happens in
very different ways from these. It is incumbent upon pro-
gramme teams to seek a variety of ways of approaching the
teaching and assessment, to try to model the diversity of
prior experiences, and to give participants as much scope
as possible for matching their own preferences to the
demands of the programme. Where this is not possible,
because the programme is intrinsically a social science
activity, then the approaches and aims need to be carefully
articulated and explored, as a kind of meta-commentary in
open forum. It also offers a rich opportunity to explore dif-
ferent teaching approaches in a practical context, by using
the programme as a starting point for discussion. This can
be disconcerting for programme tutors, as it opens the pro-
gramme to constant critical review, but it is vital.

3 Recognising the significance of participants'
presage offers the opportunity to bring prior experience and
pre-conceptions to the forefront of the course. Tasks such as
learning autobiographies (e.g. Brookfield 1995) and narra-
tive accounts of experience are illuminating tools, and also
encourage teachers to consider the value of such tasks for
their own students' learning. Mixed disciplinary groups

within the LTHE programme also allow participants to
examine explicitly their epistemological pre-conceptions
about how their own discipline is and has been taught
and learnt, and why.

4 Articulating how participants' own roles within
their departments affects their teaching is important, as
such discussion is unlikely to arise within the local con-
text. Writing or talking confidentially about what they find
difficult, how they fit in, how the attitudes and approaches
of others affects their own thinking about teaching - all
these issues are part of how a teacher develops and will
help to strengthen their identity and beliefs. For example,
the interview tapes from this project were seen by all the
respondents as useful and illuminating, and some subse-
quently submitted the tape and reflections on the process
as a Eart of their assessment. The interviewer served as an
insightful critical prompt, allowing interviewees to reveal
their own learning and practices, to discover ideas and
beliefs they had not explicitly identified before. The intro-
duction of a viva on one programme emerged from this
research project.

5 Such interviews can also provide evaluation for
the programme, which takes into account the factors that
affect participants' progress and their perceptions of the
value of the course. They offer programme tutors a better
insight into the wider experiences of the participants, and
how the programme articulates with teaching and col-
leagues at the local level. Traditional methods of evalua-
tion often do not involve consideration of such factors,
because it is complex and difficult to generalise. But given
our analysis of the contextual influences, it seems vital
that evaluation uses at least sometimes more sophisticated
means of analysis.

The research project was not designed to draw generalis-
able evidence of the impact of LTHE programmes. What
it has done is illuminate the kinds of social factors which
influence how a programme is received and responded to
by different participants, and to explore what implications
this may have for how we design and teach programmes.
The project team felt they their own understanding of par-
ticipants' experiences and responses was considerably
deepened through this work, and a number of interesting
ideas about practices have started to emerge. Engaging in
this kind of evaluative research is a very worthwhile activ-
ity at the local level. Discussion of the implications in the
wider educational development community has also stim-
ulated fruitful debate, to which this article contributes.
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Dialogue .....

Dialogue

... in which an Experienced (if not always expert) staff and educational developer

converses with a New and probably younger colleague

David Baume

e

David Baume i l

Disruptive behaviour

Experienced Staff member: You look
concerned.
New Colleague: Yes, | am.

Why?
About this workshop I've agreed to run.

On?
Dealing with difficult situations, disrup-
tive behaviour, in classes.

Ah. How did that come about?
The Department of ..... asked for it.

Good!
?

Look, they admit to having a problem
and they want to tackle it.
OK

Why do you think it'll be difficult?

It's a touchy subject. It'll be so much
better with real examples. But they may
not want to 'fess up to teaching prob-
lems in front of their colleagues.

I understand. Real examples would be
best. But there are other possibilities.
You could make up examples. You
could remember difficult incidents from
your own teaching...

..or from staff development workshops
I've run - no, OK, best not!

So what do you want the workshop to
achieve?

Well - to help them deal with difficult
situations in class

If all else fails, yes.

Ah. So | want to help them to antici-
pate, prevent and deal with difficult sit-
uations in class.

That should work. I'd add 'understand-
ing'. The better they understand it...
...the more likely they are to be able to
anticipate, prevent, and if all else fails
deal with, difficult situations in class.

Yes!
So how could it run?

Ask them about their concerns. If that
doesn't work, of if you fear it won't, tell
them about a difficult situation you met.
Then get them into pairs and try to
understand what may have been going
on, see how you could have anticipated
and prevented and dealt with it. Let
them interview you about it. To break
the ice and advance the workshop at
the same time.

| want them to work on their business,
not on mine.

ndent Consultant fo

_ e

I understand. | agree. | predict that at
some point - very early on in the work-
shop - one of them will start to talk, in
pairs or in the large group, about a class-
room problem. What you do then is cru-
cial. Give a model good response - seek
to understand, be supportive, be con-
structive. Most of them will open up and
work on their stuff, as soon as they feel
comfortable.

Maybe, ahead of time, | could call some-
one who | know will be there and ask
them if they'd be willing to do offer an
example, a story?

Great idea.
Key messages they should get from the
workshop?

They will meet disruptive behaviour. But
most students in the class will want the
class to work, will be on the lecturer's
side and against the disruptor. Usually
the reasons for the behaviour will be
something outside the class, or even out-
side the course - so don't take the behav-
iour personally. Stay calm. Be confident.
Seek and take seriously student feedback
on the class. Make sure the students
know what the class is about, what it's
for where it's going and where you want
to take them. Get the students appropri-
ately active in the class.

Teach well?

Good summary!
Guaranteed to work?

No. It'll work most of the time. But not
all.

And disruptive behaviour by students is
never your fault?

| didn't say that either. Teach badly
enough, bore and confuse them, ignore
their concerns, and they may well dis-
rupt.

Final tips for me running the workshop?

Allow enough time in the workshop to
address 'dealing with disruptive behav-
iour' as well as 'anticipating, understand-
ing and preventing' it.

Or the workshop participants may get
disruptives

Certainly! -
One method to offer for dealing with dis-
ruption in the class when it happens?

If you were talking, stop talking mid-sen-
tence. Whatever was happening, just
look calmly at the disruptor(s).

Thanks.

Can | come and heckle?
No!



EDUCATIONAL DEVELOPMENTS 4.3

Ed ItOFI al . Higher Education - The Scholarship of Something or Nothing?

When | last sat down to write an editorial for Educational Developments | attempted to predict the likely contents of the
White Paper, . This was subsequently released and has been the focus of consultation for the last six months. Once again
I am in the position of attempting to predict outcomes. Certainly there is a lot to be commended in the tone of the White
Paper with a clear focus upon quality enhancement - particularly in regard to learning and teaching. However, | always
felt that the devil would be in the detail.

The White Paper jumped the gun in announcing support for the proposed Academy before the Cooke Report was released.
Even so, most of the Cooke recommendations were already a matter of public knowledge. What seemed initially to be a
positive move towards establishing an agency for quality enhancement has produced a certain amount of blight in the
sector. The ILTHE and LTSN along with SEDA have made positive noises but the future impact upon these bodies is still
unclear and somewhat confused with the potential departure of HESDA. i fear that this looks as though it might be an
expensive endeavour with few additional benefits to the sector.

Rewards for teaching excellence are proposed in Chapter 4 and these include an increase in the number of National
Teaching Fellowships - this should continue to enhance the profile of learning and teaching in HE institutions. The pro-
posed Centres of Excellence are seemingly being transfigured, in the consultation phasea , into Centres for Excellence. This
is a modest but important change in the title - an investment for future performance as well as a reward for past achieve-
ment. Even so many continue to have reservations about the use of resources in this fashion in a cash starved sector.

Many readers of Educational Developments will have noted the intent of paragraph 4.14 which discusses national profes-
sional standards for teachers in higher education and raises the expectation of new staff being qualified post 2006. It
appears that current thinking is moving away from this being included in the enabling legislation - seemingly too problem-
atic. This then may, in retrospect, be seen as a lost opportunity. Yet, while it is becoming increasingly difficult to define
who would be affected by such legislation, as those supporting learning currently extend way beyond the traditional lec-
turer boundaries, this is an inadequate reason to duck some fundamental issues. What about the professional development
of increasing numbers of part time and visiting lecturers; those whose traditional role has been more associated with
further education; the growing number of IT specialists writing educational packages and software and those overseas
delivering franchised cfegree awards - are they all to be left out of basic and essential traininge ?

What has proved to be even more contentious was the unfolding debate about the University title (paragraphs 4.31 to
4.35). Margaret Hodge, attempting to dispel concerns, introduced the topic of scholarship into public awareness.

My entry into teaching in higher education occurred in the later part of the 1970s and as such was broadly informed by
the workings of the Council for National Academic Awards (CNAA). Course validation was much driven by being able to
demonstrate honours worthiness and associated issues of a research/scholarly base.

Apparently the hypothesis being propounded today appears to be that while higher education will be delivered across a

wider range, of previously non-university institutions, we are to be content with an assurance of scholarly activities perme-

ating the work of those delivering higher education awards. Do not read into what | have said so far as any form of attack

upon institutions or upon delivery through a broader base. Rather | challenge a crude attempt to assuage genuine concerns
" about quality assurance and enhancement with a simplistic appeal to a somewhat undefined concept.

If we are to make some sense of this there exists a need to explore, in greater depth, the meaning of scholarship. Surely it
has to be the scholarship of something rather than nothing. Almost inevitably then | start with Boyer'sw contribution.

He defined the scholarship of:
discovery

integration
application

teaching

Though sometimes described in publications as the scholarship of teaching this framework essentially defines the concept
of a university institution.

Subsequently some of these areas have been re-examined by the Boyer Commissions and by Jenkins and Zetters. Along
with these Ormond Simpsone has attributed the following modified scholarship framework to Graham Gibbs:

. research
. knowledge
. teaching

However, | would contend that we might usefully produce some form of hybrid framework using elements from Boyer and
that attributed to Gibbs; and one in which there is explicit reference to and acknowledgement of learning. It might look
something like this:

research
synthesis (integration/knowledge) and application
teaching
learning

8 www.seda ac,uk



Editorial

Much of the material cited here has been derived from studies of research-led institutions. Post White Paper it becomes
essential to re-examine the concept and meaning of scholarly activities in an environment where a wider range of institutions
will be providing higher education. | hope that my initial offering here can form the basis for an informed debate rather than
one resulting from inchoate sound bites broadcast in the media.

Tony Brand

o DFES (2003) The Future of Higher Education Cm 5735
@ The recently published consultation document can be accessed at http://www.hefce.ac.uk/Pubs/hefce/2003/03 36.htm

o | guess | would, inevitably, suggest that the SEDA-Professional Development Framework address the types of development needs identi-
fied here.

w Bover E L (1990) Scholarship reconsidered: priorities of the professoriate. The Carnegie Foundation for the Advancement of teaching.
New Jersey.

& The Boyer Commission Report - Reinventing Undergraduate Education which can be accessed at
http://naples.cc.sunysh.edu/Pres/boyer.nsf/

@ See, for example, Jenkins A and Zetter R (2003) Linking Research and Teaching Departments LTSN Generic Centre. Alternatively go to
http://www.brookes.ac.uk/genericlink/project.htm and http://www.brookes.ac.uk/genericlink/evidence.htm

o ILTHE East Anglia Members' Forum - Research and Teaching: Is there any connection? 13 May 2003
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Novotel, Birmingham Centre

This conference will provide the opportunity for agents and managers of educational change in HE provision, in both fur-
ther and higher education settings, to explore the importance of values in underpinning positive change. The conference
will promote sharing of practice, networking and collaboration in a friendly, positive and supportive environment. The con-
ference will be of interest to policy makers, educational developers of all sorts, staff trainers, student support staff and pro-
ject workers, in fact anyone with an interest in changes affecting the student learning experience.

Conference Themes

The theme of the conference is how, in a period of accelerating change for Higher Education provision, we can ensure
change is underpinned by good educational and professional values. With change coming so fast for HE providers, it is
very easy to ignore important underlying values and to be swept along by events. So how can we ensure the centrality, and
even further development and implementation, of our values as educators and facilitators of learning as we face increasing
pressures to adapt?

Venue

The conference is to be held at a new venue, the Birmingham Centre Novotel. It is located on Broad Street in the heart of
the City Centre, close to Symphony Hall and the canal-side restaurants and bars of Brindley Place. The canal side paths
radiating from nearby Gas Street basin offer excellent views of the Birmingham'’s industrial heritage and a quite haven in the
heart of the City. Fully residential delegates will be accommodated on-site and all bedrooms have en-suite facilities. The
SEDA conference will have sole use of the hotel’s conference facilities.

Pre-Conference Workshop Day

As in past years, the Monday before the main event will comprise an additional workshop day. This year our focus will be
on Valuing diversity and promoting Inclusivity. Further details of this event will be posted on the SEDA website, details
below.

For a Registration Form or more Information then please visit the SEDA Website at: www.seda.ac.uk or contact the
SEDA office on: 0121 415 6801
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