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PREFACE

This monograph is largely based on a research project funded by the Depart-
ment of Education and Science for the period 1 October 1973 to 30 September
1976. We are gratcful to tne Department for the support they gave through-
out the project, in particular to SI Miss K. Burton, SI Mr. E. Sudale, and
Mr. D. Timms who worked on our steering committee. In addition, we would
like to thank the (pen University for agreeing to the secondment of Major
Connors from its Iistftute for Educational Technology. We would also like
to acknowledge the important contributfon made by the Nuffield Foundatfon's
Group for Research in Higher Educatfon, especially Professor Tony Becher,
Dr. Malcolm Parlett and Dr. Geoffrey Squires, who shared with us their own
research findings and contributed teaching to some of our experimental
courses. Many co'!leagues at Sussex were closely involved throughout the
project, Professor Norman MacKenzie as a co-director in the early stages,
Ms. Carolyn Miller as a major contributor to the MA course and others as
cricics and consultants.

Since some time has lapsed between the formal completion of the res-
earch p-oject and the publicatfon of this monograph, we have taken the
opportunity to update certain sections (Chapters 2 and 5). We have also
had requests for further details on the experimental MA course whose
development i described fn Chapter 5. We have therefore included a more
elaborate des.ription of it than we did i{n our original report. based cn
the current 1979 - 80 version of the course, rather than on the original
versfon in Chapter 5.

Little work would have been possible without the continued assistance
of both students and colleagues in other higher educattfon establishments,
who gave freely of their time and advice. For reasons of confidentiality
they must remain anonymous, but we sincerely hope that they will find this
report some compensation for the effort which they so willingly made.

Michanl Eraut
Brendan Connors
Eric Hewton
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1 INTRODUCTION

It i{s only {n the last few years that universities, polytechnics and
colleges have begun to ronsider seriously both the systematic =poraisal of
their teaching functions and the professional competence of their staff as
teachers. During the 1960s instirutions were preoccupied with recruit-
ing appropriately qualified and experienced staff and with establishing
courses to meet the nceds of the growing number of students. Many curric-
ular {nnovations were introduced but there was little opportunity to eval-
asate their effects i{n other than (he crudest terms; and few gave any
consideration to the pattern and style of teaching. Higher education vas
not an established area of research, and the talents of lecturers we: -
rarely used to develop and evaluate their own teaching. Nor was teaching
ability taken seriously i{nto account in appointments and promot{ions. Good
teaching was a by-product of advanced study and research (and in applied
flelds relevant professional experience), not a quality that could be cult-
{vated in its own vight.

Rowever, there are pressing reasons why higher education institutions
should now be glving more attention to their teaching function. The first,
perhaps, is the scale of higher education today. The size of the teaching
forco and the number of institutions in the post-secondary sector - to say
nothing of the manpower and money they represent - are such that questions
are reasonably asked about their effectiveness {n what the public sees as
their main task, teaching students. Sccundly, the pressure of numbers, which
aroused a new interest in teaching methods ten years ago, has been succeeded
by nressure on resources. Every institution i{s now more than ever secking
ways to make the most of its funds, its staff and {ts physical plant. All
aspects of the educational process - curriculum, teaching patterns and means
of assessment - are coming under close scrutiny. Thirdly, therc has been a
growing interest {n the curriculum {tself. The diversification of poly-
technics and colleges has required their staffs to rethink what has
previously been offered and to exercise their imaginations about what it may
be educationally and socially desirable to offe- {n future, and processes
of curriculum inncvati{on, which were originally developed in th. schools
sector, have become increasingly influential in higher education. Fourthly,
because curriculum changes and teaching methods are inextri.abl, related,
there has been a growing interest in the {nstitutional structures within
which such changes occur. There have already been innovations in structure
which range in scale from the new universities and tiie Open University to
mult{-campus polytechnics and new-born inst{itutes of higher education to
the creation of new faculties, programmes or modular courses; and the trend
may well still be accelerating. Lastly, and most significantly, therc has
been a marked shift in the attitudes of students, and i{n staff-student
relationships, whose impact {s felt throughout the system of higher
education. Understandably, the emergence of students as an articulate in-
fluence on policy-making has had an effect both on what {s taught and how
{t {s taught - and the latter lias been a growing puint of criticism.

Universities, polytechnics and colleges have responded to all these
changes, perhaps better than {s generally realized. Higher education in
Britain is not inefficient, nor wasteful; {t responded to the demand for
expansion quickly, it has been flexible about curriculum changes, and {t
has experimented boldly in patterns of organization. It has not, however,
found it 50 easy to find suitable ways of training and retraining its staff.l

~Z
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2 Introductior

Apart from the intrinsic difficulties {n devising the means to do this
there are three particular constraints which have severely handicapped all
ventures in this field. The first {s that of authority. Teachers {n
higher education derive their authority from expert knowledge of a subject
rather than from excellence in teaching; and in those arcas where such
knowledge is supplemented or even, ovccasionally, supplanted by professional
experlience (in art, education, medicine and technology for exampie) iL is
still the wnowledge »f 'good practice’ that {s additionally valued and not
the ability to communicate {t to others. Hence, in universities and also,
but to a lesser extent, in polytechnics and colleges the most {nfluential
authority to which a teacher {s subjected is the collegial authority of his
peers. There i{s no group of people (those i{n authority) in a position to
prescribe training for another group {those under authority). So the
diagnosis of a training need has to {nclude a strong clement of self-
diagnosis; and that has never been casy.

The second constraint {s one of attitude. Time spent on curriculum~
building and evaluation or {n seeking to {mprove tecach.ng is formally re-
garded as part of a lecturer's normal duties, and given no scparate recog-
nition as an additional load. But !f they are to be taken seriously, such
activities can only be pursued at the expense of research, of keeping up to
date with 4 subject or maintainirg contact with a profession. So, inform-
ally they are seen as time-consuming diversions which distract a lecturer
from the things that count for prcfessional advancement. Even where
academic craiteria are given less ewphasis, as {n some colleges and poly-
technics, i similar effect may follow from burcaucratic {nterpretations of
the teaching role. Where teaching {s defined in terms of class contact
hours alone, preparation and evaluation do not count as ’real work' and
qualitv hecomes {rrelevant. In the long run, the attitude created {n
{nsti{tutions by senior staff {s decisive: unless they consistently secek to
develop and sustain a climate which encousrages interest in teaching, there
{s little chance that {t will flourish, except in fut{le fits and starts
when some crisis makes lip-service to effective teaching seem politically
convenient.

Finally, there {s the constraint of finance. In-service training in
the schools sector has always been externally f{nanced. Though staff
occasioually 'cover' for an absent colleague, in-service training has never
made financial demands on a school's own budget; and secondment for advanced
training has been encouraged by allowing LEAs to reclaim a large proportion
of the cost from the DES. In higher education the reverse is true. Apart
from the teacher education sector, which has shared some of the advantages
| of the schools, in-service training has been financed out of each {nstitut-
| fon's own budget - and {t must compete with the claims of research, lib~
! raries, clerfcal support and mony other {tems of expenditure. There {s no

formal secondment system and study leave {s normally reserved for rescarch
or for advanced study {n the lecturer’s own subject. Few have thought it
profitable to seek quallifications in education; and the lack of appropriate
courses probably reflects the fact that there has been no serious demand for
them. Despite these constraints, however, a number of {mportant {nitiat{ves
have bien taken during the last decade. On the one hand short {ntroductory
courses for new ntaff have been provided, while on the other, special posts
have been Lreated (o assist existing itaff to develop and implement
innovations in tcaching and learning.“ Although the combined effect on the
average lecturer has probably been small, the experience gained by those
taking the lInitiative has heen considerable; and the {nterest of senior staff
1s now beginning to Increase. In 1972, however, when we first conceived the
{dea of research into advanced training in higher education, such initiatives
were relatively rare: and their effects were not clearly unaerstvod. We then
saw the situation as follows:

~
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1 Initiatives aimed at improving teaching had to be planned within
{ndividual institutions and related to the specific needs of those
{nstitucions at that particular time.

2 Initiatives mecded to be broadly based and to avoid reliance upon a
single-theme approach to innovation, eg educational television,
microteaching of even course desiga.

3 Initiatives necded to be professionally planned, implemented and
evaluated, {e those involved needed to have a clear conception of
what they were doing, an awareness of alternative approaches, an
understznding of the growing fund of experience {n the field, and
the capacity to evaluate their own activities.

& The number of people with the appropriate background and able to
take responsibility for these activities was extremely limitea.
Many of those vorking within support sexrvicey were probably over
specialized.  The problem was not a lack of talent but the lack of
any opportunity to train or retrain for this kind of work.

w

Introductory courses tended to oscillate beticen a’bzvance to
simplistic and mechanist{c views of teaching an/ flirzation with
currently fashionable i{nnovations. There was {ictle analysis of
the teaching problems encountered cither by nuw staff or by their
more experienced colleagues.

6 There was little institutionally-based in-ser -ice tr.ining for
experienced staff and little attempt to develop <v. share thetr
expertise.

7 1here was virtually no tradition of self-critical rescarch in the
area of support service activities and {u-service training in
higher education - a point which was surongly emphasized in the
report of the UGC Educational Technology Subceemittee (1972).

Also influential at that time was a recently completed rescarch project on
{n-service training in the schools sector CEraut 1972), in which existing
provision had been studied, training needs assessed and experimental courses
developed and evaluated. This earlier project had indicated the need for
taction research' tather than 'survey resegrch' in the ajsecssment of train-
{ng noeds. Percept fons of training need wexe largely c;ndl:loned by the
nature of the courses then available so {t was necessary o {ntroduce and
demonstrate new patterans of provision and rew styles of cburse before people
could judge their re levance and effectivencss. The problem of judging need
against what was currently provided had somehow to be overcome, and the
development and evaluation of experimental courses had proved to be an
effective way of tackling ft.

The principal conclusions of this earlfer research project were:

{ 1f t{n-service education was to be relevuant to the professional
problems of schools, the schools themselves had to play a signific-
ant role in promoting it and defining its character. The prevail=-
{ng not{on of in-service education as the transmissinn of know-
ledge about prescribed 'solutions' had to be replaced by one of co-
operat ive problem solving in which the resources and experience of
an external consultant were shared with those of the clients.

O
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4 Introduction

2 It was posaible to design short courses which cncouraged the genuine
exchange of professional experience, fostared aelf-evaluation and
fntroduced new perspectives, while still focusing on the problems
and nceds of the participsnts® own institutions.

J Expericnced teachers could be prepared for working in or with schools
according to this slternative pavadigm by means of a one~year full-
time advanced course.

The advanced course which vas developed as part of this earlier reaearch
progracme subsequently became an MA in Curriculum Develop~.at and Education-
al Tezhnology and soon began to attcact applicants from the higher education
acctor as well as from schoolteachers. it wa<s therefore pXoposed that a
similar course should be developed to meet soma «f the needs for experience
and expaertise in educationsl developmentd {n higter education. Such a
course vould require some prior reacarch into *raining needs, but could also
demonstrzce new styies of In-savvice training, and hunce contribute to a
fundamertal re-formulation of the role of ji-service training in higher
educatior.. The aims of this research ar/ developmant project, which began
in October 1973 with the (inancial suppcct of the Departmont of Education and
Science, thus were:

l To survey existing provision for training members of faculcx
in higher education f{nstitutions in educational development®.

2 To iavestigate the needs for training in thia field.

) To design prototype ccurses, including a one-year full-time MA
course, and to evaluat> the offectivness of these coursea.

4 To make recomendations about future provision.
NOTES

1 Throughout this report we have used the texm *traintng! to refer to all
activitiea {nvolving ataff which are specifically dosigned to improve the
quality of teaching. Although the term carries connotations of a
preacriptive approach vhich wa wish to avoid, we could find nd adequate
alternative. 'Education® {s too confusing when the field of applicaticn
is {taslf called 'higher education® and where the concept of the
‘educated man® is still a dominant contern. ‘Staff developmant' {a even
less satisfactory, becauae it ix an aim tather than an activity. Train~
ing {3 just one :ype of activity which can asaiat staff to develop thefr
talents; and the not uncoemon notion ia ipherontly misleading that staff
can be developed (passive) rather than be encouraged to develep in thair
own way and of their own volition (active)(Eraut 1977b).  For an altaznat-
fve view however, see Piper and Clatter (1977)

2 These approaches are discusaed in greater detail &n Chapter 3.

J  We use the term 'educational development® as an umbrella term that includes
curriculum development, &lucational technology, and other activitiea des-
fgned to improve the quality of teaching fn an institution.

4 For the purposea of this project, we took ‘higher education® to include all
unfversities, polytechnics, institutes of higher education and coileges of
edvcation, as well as those further educacion institutions which undertake
a substancial proportion of degree level work.

. du
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2 CURRENT I» ¢ISION FOR TEACHER TRAINING IN FURTHER AND RIGHER EDUCATION

P
N4
This chapter gives s bdrief revievw of current provision for teather training
fn further end higher education, for although our research §3 focused on in-
service training and educational development, there are several reasons for ’
setting it ¢n this broader context. Firstly, the three sain forms of
provision in higher c¢ducation ~ initial training courses, fa=service courses
and tonsultancy with teaching support units - are closely related in most
tnstitutions; and often the sane person or the same unit ¢, responsible for
all three. Secondly, many initial training courses are also attended by a
significant minoricy of wore experienced teachers. Thirdly, mest inftial
training and in-service courses touch upon at lesst one aspect of education-
al development and some allot it as nuch as half the time available.!
Fourthly, the design and provision of tnitisl and {n-service courses i3 one
of the main tasks to wvhich our MA graduatea find themselves coemitted.
Finally, training policy and practice {s uaually a good indicator of the
climate of an institution, and this is a criti.al factor in educational [\
development.

TRAINING PROVISION TN FURTHER EDUCATION

The further ¢ducation sector 18 transitional betwcen the schools sector and
the higher educatton sector in tts att{tude towards training. Training ts
not mandatory but it b strongly entouraRed: the kind of training that {is
appropriate may be open to debate but the principle is maz.  About & third
of the further educatfon lecturers (out of a total of about 66,00C) hold a
teaching cevtificate and, a situation unltke that in the higher education
sector, most of the provision forr their training ia extornal. Two routes
go zertifscation have been used previously - one via the colleges of
cducation {Technical)® and ono via courses leading to the City and Guilds
Ffurther Education Teachers Certificate.

The colleges of education (Technical) have all been ¢reated since the
var and their main purpose has been to serve colleges of further education
ano technical colleges by providin® & variety of courses suitable for spec-
falist teachers. More recently they have {ncluded scae ,¢lytechnic staff
amongst thelr students. Ali have a basic pre-service certificate course
Jasting for a full acadesmic yeari a four-Yerm cert{ficate course far serv-
tng teachers in vhich tvo terms are spent at the .ollege and tvo terms
teaching at the student's own institution; and vartous day-release Coutses
leading to certificates, diplomas and sonetimes BEds). These volleges have
also extended thetr aitivities to provide netvworks of college centres which
enable serving teachers to attend, on & part-time day or block-release \
patcern, courses lasting over two ¥ears. Garnett for instance has estab- .
lished centres in twelve institutfions ¢n the ;south of England. To provide
some idea of stze, Carnett, which {s the second largest of th colleges,
catered in 1975/6 for about 400 full-time pre-service students and about
500 part-time tn-service students. -

A shorter course fcading to a Further Education Teachers Certiftcate®
has been offered by the City and Guilds of Londan Institote since 1969, 1t
ts intended mainly for part-time teachers or for sceving fulistime teachers
who have been able to take a full-time course of teacher trafning. Qver
15,000 tdechers have tecelved this certificate and now about 2300 pass each 4"
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year, Students attend an ‘approved’ technical college for about 150 hours
study on the ‘principles and methods of teaching® and this tncludes a comp-
ulsory 30 hours teaching pract.ce of which 12 hours must be under super~
vision. The syllabus {s laid down by the institute but within thia the
approved technical colleges are respnsidle for the content And organitation
of course work and examinations. The insticute appoints area assessors who
visit golleges and co-ordinate scandards of assessment.

Courses for teachers in further education have also been offered for
some Years by the Royal Society of Arts and the Colleze of Preceptors.

Although in a somevhat different category, it {3 also worch mentioning
the Further Education Staff College at Coombe Lodge. Esvablished in 1960
with the principle objecetve of improving the efficiency of farther educac-
fon establishments it has crganized numerous study conferences and shott
courses for seniog personnel in education, indusery and guvernment in which
developments in the FE sector are analysed. Conferences have covered a
wide range ot toplics such as science education, general studics, guidance,
the management ¢f change, etc. ,Significantly, it was a Coombe Lodge conf-
erence in 1973 which called for ‘*specific plans to be prepared for intro-
ducing the Janes Third Zycle into FE'. It was pointed out then that of the
30,000 FE teachars then eaployed only one¢ third were teacher trained and
thac this meant there was a particular need for staff development programemes
to feprove teaching atandards, to prepare staf! for change and nev respons-
tbilicies and to enhance job satisfaciion'. (Coomde Lodge 1973)

The James Report had recommended that:

‘.e. all FE colleges should have a suftadly qualificd nemder of staff
designated as its professional tucor, with similar resporaidiiicies
for drauwing up a tratning prograsme for ics staff. All FE teachers

in full=time servite should have the right to third cycle facilicies
or & scale not less than that auggested adbove for teathers !n prisary
and secondary schools, and the many part-time specialiscs who work in
FE should have Opportunities to take suftable part-time couraea of
education and traininy,

This suggestion was supported by a joint ACFHE/APTLY working party which
reporeed on ataff{ development® 1n 1973.Amongat its teenomendationa were cthe
followingt
1 A sentor staff menber slould be nade functtonelly responsidble for
staff developnenc.
*2 the prlnctpil whould have autharlty to approve the attendance of
members at courses, conferances, etc.

) A reviev should be made at tollege level of the effectiveness of the
staf{ development programme.

& Regular discussion about the teacheir*s performance should take plate
between teacher and departsental head.

These have now been accepted, at least in principle, by most colleges, and a
nuaber nov ha.e quite explicit and far-reaching stalf developament schemes,
often lin%ed with collégea of education (Techntzal) or their regional cent~
res.

Another change which i3 likely to have far reaching toplicationa for
training 18 the reorganization of large areas of further education provision
by two revently cteated bodies - the Technicizn Education Council (TEC) and

12 -
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the Business Education Council (BEC). TEC in particular - partly because
of the number of courses it will eventually validate and partly because of
the rigorous demands it is making in connection with course design - is
already creating a demand for training and support hitherto unseen in this
sector.

In fes own Journal (TEC 19/5) the council outlined its expectations as
follows:

'Validation procedures will enablie the Council to approve a college
programme in terms of aims, structure, admission requirements, content
and methods of assessment; to satiafy itself that the college has
adequate resources to operate such a programme; and that the college
has developed an adequate mechanism for ensuring continued accept-
ability of .lie proe- amme to industry and other interested bodies.'

A series of policy statements ané circulars have inaicated the fmportance
the council places upon the statement of clear objectives, the provision of
suitable teaching methods to achieve these, and the setting of appropriate
assessment standards to measure attainment,

The need for support for teachers in designing and implementing thelr
courses in this way has been recognized and workshops have already been
provided at Coombe Lodge, North East London Polytechnic, Gatnett Col lege and
elsewhere, The Council for Educational Technology has designed a 'Learning
Package for the TEC Unit Syllabus writers' intended for use by individual
teachers or in workshops.

BEC has, as yet, not been influential in the training area. This is
due mainly to the fact that a large part of the job of designing BEC courses
will be undertaken by the council®s own boards. In so doing it seeks to
avoid both duplication of effort in individual colleges aund escalation of
curriculum development costs. Nevertheless the council hopes and expects
that, gradually, colleges will wish to devise their own courses, and that
this will lead to the demand for training and support alrcady experienced in
velation to TEC validated programmes.

The provision of teacher training in further education is clearly
diverse and complicated but the long delayed publication of the Haycocks
Report (ACSTT 1977), and the largely supportive circular DES 11/77 which
followed it. have brought a new clarity to the situation.

The report recommends an obligatory one-year part-time period of in-
service training for nuw entrants to the FE teaching service; and also pro-
poses that about a third of the new entrants should have the opportunity of
a second year of training, on the same basis as year 1 and leading to cert-
ification., An important aspect of the recommendations is the welight att=
ached regular relecase time for training purposes. All new entrants to
me teaching witli less than three Years full-time teaching experience
be relcased for one day a week for a year and have a period of block
reledse of about four weeks. They would have their teaching time reduced
ts period. 1t is further recommended that there
fessional tutor in every further education college
themselves receive special trnlnlng.\\ These
proposals should be implemended by 1981, by which time provision sk uld be
madc for the equivalent of up to 5 per cent of the FE teaching forggto be
engaged in ineservice training. ¥

Circular 11/77 accepts the proposals for induction training but doubts
whether they can be implemented by 1981, as originally suggested. It also
considers that progress could be made towards a 3 per cent (not 5 per cent)
target for in-service training without specifying when such a target might
reasonably be expected to be reached. Local education authoritics are
asked to request the regional advisory councils to prepare and submit plans

ERIC ‘ ~ 13
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8 Current Provision for Teacher Training

on the basis of the guidance offered in the ACSTT report, giving priority o
wSystematic induction for staff without previous training or teaching ex-

erfence.

Planning is now under way and it looks as though most of the new

provision will be validated by the CNAA. Several institutions have

submitted proposals to the CNAA for providing ACSTT-type courses for FE

teachers. The council, for its part, has set up a further education board

and begun the process of valid.ting courses, most of which lead to the

award of a Certificate in Educution after two years of part-time study.?

Several courses have now been approved. The Council {s also discussing the

possibility of 'transfer of credit' arrangements with the City and Guilds

Institute, the Royal Society of Arts and the College of Preceptors; and has

agreed in certain circumstances to allow some remission to teachers taking v

CNAA-vaiidated certificate courses who have previously obtained a City and

Guilds (730) Certificate.

A general format for these CNAA-validated courses now appears to be
developing. While there are many variations between institutions, most of
the courses include the following topics: FE in its social and historical
context, the characteristics and needs of students, .ourse planning, factors
influencing student learning, teaching methods and assessment. All include
a period of supervised teaching practice.

Two further ACSTT reports have now been published but neither has yet
been commented upon by the DES: 'The Training of Adult Education and Part-
Time Further Education Teachers' (March 1978) and ‘'Training Teachers for
Education Management in Further and Adult Education' (August 1978). Both
seck to extend training requirements in these areas and bring them into line
.with those recommended in the first ACSTT report. Reactions to these later
reports are now being sought from local education authorities and regional
advisory councils.

COLLEGES OF EDUCATION

Colleges of education differ from other higher education institutions in
their training needs for two main reasons:

L Nearly all their staff are qualified teachers, and most of them are
also very experienced teachers. So there is little apparent need
" for training related to their teaching function.

2 Most staff are recruited in mid-career and need postgraduate
qualifications to participate fully in the tcaching of diversified
and upgraded courses. Hence colleges have an excellent record in
seconding staff to advanced courses and supporting further study.

Their position, however, is not that simple. Teaching in a college is very
different from school teaching. The problems of course design are partic-
ularly difficult in teacher education. Linking theory with practice in
professional training Is a challenging task for which scnool teaching prov-
ides little preparation. The supervision of teaching practice is an entir-
ely new role for college teachers, especially when it involves types of
schools in which they have never taught. Perhaps the special advantages of
having a staff of qualified teachers have created a sense of false security.
Certainly .ery few (ulleges mount either induction or in=service courses for
their staff: and it {s unuysual for secondments to be used to strengthen
anything buv subject expertisec. Most college staff who have taken courses

in educational development have been expected to teach it to students

rather than apply it to improving the college's own teaching.
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Unttl recently the main source of {n-service provision related to coll~-
ege teaching was the programme of courses organized by the Department of
Educatfon and Science. Many of these courses concerned educational tech-
nology, and it {s {r this area that an important attempt to improve college
teaching on a co-ofsrative basis vas initiated by the Council for Educational

Technology in 1972,
The Colleges of Education Learning Programmes Project began with the

ain of supporting the application of the pcinciples and practices of educa~
tional technology to the education and training of school teachers. The
intention was to i{nvolve the colleges in the production of learning packages
vhich would prove useful tn the {mitial training of teachers. As the project
proceeded, more and more attention focused un the needs of college teachers
as they themseclves defined thems and this rarely led to inter-institutional
production of packages. A recent artecle by the co-ordinator (Neville 1976)
{ndfcates this shift of cmphasis towards one of the earliest stated alms of
the project ~ self dlagnosis of needs.

‘What the (college) principals {n their wisdom told the tecam was that

{f changes were to be effective with tutors what was needed apart from
patience was not a prescriptive but a diagnostic approach to tutors'
perceived problems; informatior on solutions for those who had diagnosed
thofr own problems, with a consultancy service to help others define
clearly what their problems realiy were.

‘It ts not unrealistic to summarise the performance of the project by
saying that {t has gencrally failed when {t has succumbed to the tempt-
ation to be prescriptive and succeeded when it has worked with tu.ors
towards a clear diagnosis of their own problems.’

The main outcomes of the project are the CELPES catalogues of materials, the
CELP consultancy service and o workshop/conference service. The workshup
conferences? usually last for about four days and cover themes related tu
curriculum development and educatlional technology. They are arranged by the
pro ject team!® at the request of colleges, and again the comments of the co-
ordinator are significant (particularly i{n view of the findings of our own
research).

"The two key factors in the success of these workshop conferences have

been the detailed planning to ensure a close match with the nerceived

needs of the participants and the availability of skilled consultants

seeo Tt is this ability to bring in outside experts both to plan and

to expedite the workshops that has made them a particularly valuable
contribution to the Staff development programme at the colleges of

educatfon.' (Neville 1'976) 5

It remains to be seen whether this growing interest in Improving the quality
of college teaching will survive the traumas of closures, mergers and divers-
{fication. Certainly the preparation and valldation of new BEd courses has
given opportunities for new thinking about structures even If the classroom
has disappeared behind a flurry of paper diploma-y. The urgency of divers-
{fication has turned attention away from empirically-based curriculum develop-
ment and the quality of teaching tuwards the composition of proposals and the
acquisition of higher qualifications. However, the seceds of growth are
thore for those who ean spare time away from the politics of survival.
Substantial numbers of college staff have begun to participate in higher
education conferences, research into and evaluation of teacher education
courses {3 becoming more frequent (Alexander 1978; Collier 1978), and the
need to expand in-service work may well resule {n changes in teaching style
which transfer back to prc-services courses.
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10 Current Provision for Teacher Training

UNIVERSITIES

Although the Association of University Teachers (AUT) ‘had approached the
Committee of Vice~Chancellors and Principals with proposals for the
training of university teachers in 1961, ft was perhaps characteristic of
the university sector that the Hale Committee which reported on university
teaching methods in 1964 recommended a central body to promote a programme
of research. On training it was more equivocal because:

‘the weight of university opinion was decidedly in favour of leaving
this matter to be dealt with informally at a departmental level.’

However, the majority of university teachers were in favour of the view
that 'newly-appointed university teachers should receive some form of
organised instruction or guidance on how to teach.' The committee therefore
concluded that:

'the present arrangements, i{f such thoy can be called, seem to us to
be more haphazard than {s desirable, and result in much university
teaching being less effective than ft should be.'

After Hale, research into teaching methcis was encouraged, chiefly among
psychologists, and began to be disseminated by lectures, books and
conferences: the Society for Research fntc Higher Education was founded,
and the University Teaching Methods Unit was created at the London
University Institute of Education (¢f Beard (1970) for an excellent
account of this approach). ‘

Another committee, chaired by Sir Brynmor Jones, reportiﬁgnpn 'Audio
Visual Atds in Higher Scientific Education' in 1965, also emphasized re-
search, together with the provision and co-ordination of equipment and
facilities. One or two universitiecs had already founded audio-visual
centres, and the UGC funded *high activity centres® for the 1967-72
quinquennium. This educational technology tradition developed rapidly
during the late 1960s with a Strong emphasis on television (Haclean 1968),
though some units also took a broader 'educational development' perspective
(HacKenztie 1970).

Training courses, both {nitial and in~-service, began to be more
frequent, though they received little official encouragcment. Moreover,
they tended to reflect the interests of those who offered them rather than
the needs of those whe attended them, Lectures weré dominated by reports
of research, exhortations to experiment and demonstratfons of visual atds;
and tittle actual training was given.

The National Union of Students, far from satisfied with the progress
made, established a 'Commission on Teaching in Higher Education', whose
report (NUS 1969) called for compulsory training for all lecturers. Amorg
fts many outspoken criticisms was the foilowing:

'A new lecturer has a great deal to learn. He has tu adjust himself
either to a completely new environment or else to being on the other
side of what is s%ill very much a fence, to progress in one step from
being taught to teaching itself. The arts and technique of lecturing
are complex. To assume that a lecturer entering the profession will
automatically have satisfactory abilities in this direction is of
course nonsense.’

Two years later, in 1971, the Committee of Vice-Chancellors and .

Principals set up aworking group. in collaboration with the UGC and AUT, —

16




Current Provision for Teacher Training 11

to considar the future provision fur the training of university teachers.
The group weported a year later and amongst its suggestions were the
following:

1 Each university should provide a 2-3 day induction for all new
staff, covering the organization and government of the .university,
. the central services provided and the teaching aids availabla.

2 Departments should offer induction to syllabusas, student progress,
course loads, departmental policy and organization.

3 During his or her first year of service each new lecturer should
be strongly encouraged to attend a course of initial training in
university teaching extending over several terms or concentrated
into two whole weeks.

4 Such an {nitial course should provide opport&nlty for the
practising of basic teaching skills, and there should be an
opportunity far new staff to receive help in improving their
perfomance.

5 HNew lecturers should be allowed sufficient time for training
purposes, and they might be appointed one month early to benefit
from such training.

6 An experienced member of cach departmant might be nominated to help
new staff, by acting as counsellor or adviser; and an experienced
member of each department should be rasponsible for keepingsin
touch with developments in teaching and learning in higher
education so that he could advise the department on such matters.

7 After a period of three to seven years service, eath lecturer
should have the opportunity-of attending one or more advanced”
courses for training, lasting one weeki the object being to
provide an opportunity for the dissemination and discussion of the
rasults of recent research in teaching and learning and for the
exchange of vieus on common problems. (Main 1975)

The votklné group also recommended the setting up of a co-ordinating
committee to keep the training needs of teachers under cortinuous raview, .
to disseminate information, to encourage development, and to offer advice
to univarsitias on the principles on which their {nternal training
arrangemants might be drawn up<

The comittee, called the Co-ordinating Committee for the Training
of Univarsity Teachers, was set up in 1972. It included representativas
from the CVCP, UGC, AUT and NUS. A full~time co-ordinating and research
officer wvas appointed in 1973.11 The work of the committee since that time
has involved {ts members in (1) collecting and analysing university
responses to the recommendations of the original working group, (2)
surveying training provision in British universities, and (3) assisting
universities and a number of educational organizatiops to explore current
problems and future developments in staff training. Conferences and work-
shops on a national and regional level have helped to stimulatd and
support activities, particularly in training new lecturers and have
considered, among other things, the implications of the recent agreement
between the AUT and the Universities Panel on the question of probation,

O
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The committee's publicacions Impetus and Nexus contuin short articles and
details of current activities.

Introductions or initial training courses are now almost standard
procedure in most institutions. A recent report (Main 1975) stated that:

'All but four of the British universities offered a course for new
teaching staff {n 1974-5..... In addition to this, four of the
Scottish universities and three of the Welsh colleges combine re-
sources to offer jolnt courses on a regional basis.'

It is now estimated that 70% of new teaching staff n universities avail
themselves of the opportunity to sttend such courses. A course normally
lasts for three or four days and combines an introduction to the
organization and services available, with several sessions devoted to
such topics as teaching methods, the preparation and use of audio-visual
material, assessment, counselling and marking. Thereé are wide vartations
fn the content of such courses and tho manner in which they are tonducted.

These tnitial courses provide a useful first step, but they cannot be
said to constitute a complete staff training programme. Attempts to extend
the programme beyond the introductory phase have been sporadic and varied,
Some universities organize follow-up seminars or workshops for newly
appointed staff to which experienced staff are also invited. These
generally deal, in more depth, with topics originallv covered in the
introductory course; and they sometimes lead to smali groups being formed
to carry out projects or to discuss each other's teaching problems. Others
organize lecture programmes with outside speakers. The response is best
described as 'patchy' and few universities would claim to be running
successful in-service training programmes.

While the fdea of initial training was gradually gaining officxal
acceptance, teaching methods and e¢ducational technology units were them-
selves undergoing change (Eraut 197%). Their interests broadened, the
various traditions grew closer together and the more successful units were
assimilated into the feneral life of their parent institutions. One recent
development , the use of video-recording to analyse one's own teaching,
draws on both the psvchological and television production traditions: and
ft is now widely used on introductory courses. Many small groups of
experienced teachers have also reviewed their teaching in this way, and a
tradition of self-help groups has developed in sceme areas. Considerable
{mpetus was given to these developments by two UGC-sponsored projects - |
the Small Group Teaching Project at East Anglia and Improving Teaching in
Small Groups at University College, London - and by the small group
teaching section of the Higher Education Learning Project (Physics). 12

Educational technology units had always claimed with some justification
that the most valuable form of in-service training was the co-operative
production of audio-visual resources and learning packages; and now a new
tradition of co-operative research and development on teaching methods was
also beginning 3 evolve. Course evaluation became a major arca of concern
and joint investigations and experiments were carried out in which members
of support units offered advice and assistance to academic departments.
The rationale for this 'consultancy approach’ to in-servige education was
being developed at Sussex throughout the period (Eraut 1972, 1975a, 1977a);
and secmed to meet the need for a more clearly defined relationship between
the support units and those wiui they were supposed to support.

POLYTECHNICS

Though polytechnics inherited many of the traditions of the further
education sector, they have increasingly taken on higher proportions of
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degree-level work. Hence subject qualifications are as important as in
universities but they still see themselves primarily as teaching rather

than researching institutions. They were later than many universities and
calleges in developing Support servicas, but when they turned thelr
attention to improving the quality of teaching and learning in the early
1970s, thelir approsch was more 'businesslike’ and progress was both more
uniform and more rapid. By 1976 fifteen of the thirteen polytechnics had
full-time posts for organizing in-service courses (Trickey 1976), twelve

had made attendance on in-service courses mandatory for new staff

(Mortimer 1975) and all but two had introduced {nduc.ion courses. There is
even the possibility that all polytechuics as well ¢s colleges of further
education will be considered subject to the recommendations of the ACSTT sub-
committee on mandatory initial training with part-time release (sce page 8).

Introductory courses usually last betwcen two and ten days (Harding
.974; Mortimer 1975). They are rather longer than the corresponding uni-
versity courfes and provide specific training in lectur’ng, tutorial
teaching and the use of visual aids as well as some familiarization with
alternative techniques. Many polytechnics also have a follow-up programme
of weekly meetings, and this too is sometimes mandatory. It offers the
opportunity to return to the bagic teaching methods in greatex depth,
giving groater attention to possible variations and to problems of student
learnings and it i3 often at this follow~up stage that many educational
development topics are first introduced - curriculum planning, evaluation
and feedback, resource-based learning, etc.

These developments in initial training will be €ur.her consolidated
over the next few years, but to what extent will they lead to parallel
developments in the in-servicc training of experienced staff? Because the
introductory course and its follow-up usually constitute the major part of
a polytechnic's formally organized in-service training programme, there
have been attempts to involve experfenced staff at the follow-up stage
rather than arrange a duplicate programme. However, many institut.ons do
run an additional programme of short courses; and these courses frequently
cover educational development topics. The commonest titles (Trickey 1977)
are still AV and TV techniques, possibly reflecting the hlstorlcdl\devclop-
ment of support services in polytechnics. As with the universities, the
carliest appointments tended to be in the field of media services, Gk ugh
these were shortly followed by appointments more closely concerned wit
teaching methods and course design (Trickey 1977).

The total impact of formal in-service courses on experienced staff is
probably still fairly small, but there are a number of factors peculiar to
polytechnics which could alter this situation:

1 The National Azsociation of Teachers in Further and Righer
Education (NATFHE) may be seeking to follow up its 1974 policy
statement on Educational Technology 13, which urged that in-service
training should be provided at all levels',

2 The strong emphasis on initfal training may expand as new staff
acquire a taste for educationai discussfon.

3 Competitinn for students may lead to a greater focus on the quality
of teaching, althcugh we finu no evidence for this yet.

4 Mergers with nolleges of education and reductions in the number of
teacher training places have caused some polytechnics to consider
.. .the_ possibility of transferring a part of this teacher training

expertise into in-service work with their own staff. This

"




14 Current Provision for Teacher Training

seemingly logical step has not proved easy to implement due to
differences between the skills and at:itudes required {n the
training of school teachers and those necessary for successfully
working with teachers {n higher education. Nevertheless, a growing
number of college staff have successfully adapted and are now
contributing towards polytechnic training programmes.

More continuous pressure for the in-service training cf experienced staff
is provided by SCEDSIP, the Standing Committee for Educational Services in
Polytechnics, which was formed {n 1972. Although originally concerned with
the advancement of educational service units for educational technology,
audio-visual media and the production of learning resources, by 1975 {t was
alveady expressing interest in in-service training (Habeshaw 1975). Then in
May 1976, recognizing the impiications of the changes taking place as this
sector of higher education was reorganized in a difficult economic climate,
SCEDS1P issued a policy statement cailing for particular attention to be
paid to the continued development of e¢ducational development services,
especially in-service training.

Another important factor could be the Council for National Academic
Avards (CHAA). It {s already clear that the council expects to see a well
organized scheme of {nitial training when making a quinquennial visit; and
{f this extends to {n-service courses for more experienced staff, many
polytechnics will feel obliged to give it greater priority. In this
connection {t s interesting to note that the council set up a Resources
for Learning working party in 1975, and that the working party's report
argues that the effective use of learning resources depends to a consider~
eble extent on the exist®nce of a well desfigned and {n-Service training
programme. It stresses the need for in~service courses and for opportunities
for staff to follow up such courses with more sustained study elsewhere.

The implications of the Haycocks Report for polytechnics (ACSTT l977)14
are not entirely clear. They are specifically mentioned once {n the report,
but not all polytechnics see the proposals as applying to their own staff.
Indeed, the London and Home Counties Regional Advisory Council for
Technological Education summed up the positica az follows:

‘... the Horking Party is clear that Polytechnic staff on th. whole
believe that existing courses leading to the Certificate of Education
are of little relevance to-gthem and cxpect courses to take account of
the differing needs of those teaching mainly advanced courses and those
teaching mainly non-advanced courses.' (London and Home Counties

RAC 1978)

1a tic London area, following consultation with SCEDSIP, a collaborative
scheme was implemented to enable individual {nstitutions to build on their
existing provision from their own staff, while at the same time drawing
upon the experience of their neighbours.
Thus the effect of the Haycotks Report on the polytechnics has been
twofold. First, they have begun to {nvolve themselves {n the training of
T, (ollege staff; and second, they have becn stimulated to {ncrease their
viturts to {nvolve their own staff {n institutional training programmes.
We must rcmember, however, that a well organized programme of courses
does not guarantee either attendance or Impact: and many polytechnic

- educational scrvice units stress {nformal rather than formal {n-service
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training. They would argue that the most productive {n-service training
ariscs out of vollaboration fu cducational development Hetween a department
and an educational service unit. Hence, the most Important outcome of a
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fornally mounted in-service course might be the improved comsunication
between thd participants and the staff of taue service unit rather than a
sudden enlightment or improvement in teaching skills. To organize courses
without the staff who could follow up opportunities for educatfonal
development might in the long run prove to be-an inadequate strategy.

THE: NATIONAL ARENA

Although neither of the national inftiatives advocated by the Hale and
Brysmor Jones Committee was adopted, othe. less ambitious experiments were
started with the encouragement of the DES in the maintained sector and the
UGC in the university sector. The DES programme for fntroducing closed
circuit television into colleges of education in the late 1960s was matched
by UGC support for 'high activity centres' in universities during the 1967~
72 quinquennium. Then, while this new support for educatienal technology
was being consolidated, attention shifted to the initjial trainirg of
lecturers. Throughout tlie 1970s working groups and comaittees at nat fonal
level have beer making recommendatfons about initial training, leading
rather than following developments at institutfonal level; and we have al-
ready reported their findings as well as the strong support offered by the
CNAA, the Counctl for Educational Technology and, until recently, the UGC.
« 1n parallel with these changes at officfal level, the last decade has
also seen a growth of fnterest in higher education research and teaching
among learned societies and professional organizations. The Association for
Programmed Learning and Educational Technology, the British Universities
Film Council and the National Ecucatfonal Closed Circuit Television
Association provide for specialist interests while the Socfety for Research
in Higher Education has expanded from its early concentratfon on teaching
methods and psychological research.1? Subject asso iations have also begun
to hold regular meetings on higher education teaching, cspeclally'the-
Institute of Physics, the Chemical Society and the Institute of Biology.
Many of these organizations now hold regular regional meetings as well as
an annual conference; and they sponsor a wide range of publications.
Whereas in 1967 one could have assembled all those with a professional or
semi-professional concern for teaching in higher education into a single
room, today one could not accommodate them at a large conference. Though
fnterest may still appear to be ver/ low within individual departments
and institutions, there is now an active and complex network of people,
activities, publications and organizations.

The significance for this report of this highly ramified network is
twofold. Firstly, it helps to legitimate activities in individual
fnstitutions and the general climaté fn which training takes place.
Secondly, it constitutes a malor paic of the training provision ftself.
1t could indeed be argued that a careful introduction into the appropriate
branch of the appropriate associatfon was the best possible approach to
in-service training for many lecturers.

The Nuffield Foundation was another important influence on educational
development in higher education. It not only provided financial support for
a secies of inter-institutional projects but also publicized them and
assisted with their dissemination, thus influencing the general climate of
opinion rather more than most other grant-giving {nsticutions. Though
never explicitly concerned with 2raining, the {n-service educacion of the
participants and their departments was always an implicit aim. On the one
hand these projects were intended to exploit the possible advantages of
fnter—~institutional co-operation in curriculum developrent, while on the
other they were designed to create networks of self-help groups which
could 'train each other on the Jjob'. This second aim gradually increased
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16 Current Provision for Teacher Training .

in importance during the course of the decade, while the first aim also
undervent considerable modification (Hewton 1977). Whereas the main aim of
the first project (the Inter University Biology Project 1969-72) was to
prepare and share learning packages (Dowdeswell 1974), this became only one
of four sub-projects when the Hightr Education Learning Project (Physics)
was begun 1in 1973. This HELP project also researched into stldent motiva-
"tion and developed techniques of small group teaching (Black and Ogborn
1977)3 unlike its predecessors, it ran several training courses for
lecturers as part of the dissemination process.

More recently, “he Nu/ffeld Foundation has sponsored its own internal
project in the form of a Group for Research and Innovation in Higher
Education (GRIHE). Though forrally concerned with research, there was an
foplicit training function {n the group's conferences and publications
(GRIHE 1975), vhile network-building was an {mportant aim and the whole
project has certainly had an influence well beyond the regular attenders at
meetings of the professional assoctations we described earlier.

Finally, ve should mention the increasing number of training courses
vhich aim to recruit at regional or national level. The University Teaching
Methods Uuit at London University has been running short coufses and
seminar series for more than a decade (Beard 19745 UTMU 1976; Piper and
Glatter 1977). Surrey University has also been a regular provider,
especially for lecturers in mathematics, science and engineering (Elton and
Kilty 1975). We shall not attempt to catalogue these shorter courses as the
provision is constantly changing. However, {t i{s now a reasonable expect-
ation that the motivated lecturer will be able to find a course on his own
topic at least once a year. Hence it would be a mistake to think that
higher education lecturers are necessarily limited by the availablility of
courses within their own institutions. .

Longer award-bearing education courses have also begun to recruit more
students from further education and higher edycation and several courses
at diploma, advanced diploma, BA and BEd level have become available. The

1 CNAA have also (1980) recefved proposals for masters degrees for teachers
in further education.

DEVELOPHENTS IN OTHER COUNTRIES

This review of provision would not be complete without some indjcation of
developments overseas. In the Un&tcd States, for example, short {n-service
courses for experienced staff were becomizg quite common in the mid-1960s,
especially {n audio-visual aids, televi-ion and programmed learning. A more
general approach to education development was beginning to be formulated
(Eraut 1967; Huney 1968; Stewart 1969); and a few long (5-7 weeks)
advanced courses for college and university staff were organized under
federal auspices. By the early 1970s several universities had {nitiated
doctoral programmes in educational technology, and a career pattern had
become firmly established. The main approach to in-service education,
however, was through consultancy by educational service units; and ad-
vanced trsining was concentrated on providing people to staff such units.
Another developmant has been the increasing use of course evaluation
questionnaires and the formal recognition of teaching proficiency as a
major factor in promotion (Woodbury 1975; Flood Page 1974). Some graduate
schools run courses {n the teaching of their subjects, while others have
introduced a Doctor of Arts programme for college teachers which gives
equal weight to their subject and teaching expertise (Dressel 1977).
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As in the UK, there is & flourishing network of specialist profesaional
associations, and most subject associations have sections concerned with
highe® education %eaching, some even running their own journals.

An excellent account of one of the most prominent educational service
units is glven in Davis (1976), and an important document which.has in-
fluenced the thinking of many of those involved with training {n this
country has been 'Faculty development in a time of entrenchment' (Group
for Human Development in Higher Education 1974). The cut-backs in American
education preceded those in this country by about two years and the
Change document was written in a way that reflected thess chapges but at
the same time indicated how training and staff development cauld help in
adapting to the new circumstances.

Outside the US and the UK there was very little interest in the {n-
service training of higher education teachers until the early 1970s. There
were occasional courses on visual alds, but few systematic institutional
attempts were made to improve teaching apart from the ploneering work of
the Centre for the Study of Higher Education at Melbourne (Falk 1971) and
the Institute for Studies {n Higher Education in Copenhagen (Thomsen 1972).
Recently, however, interest has expanded rapidly. There are sevexral new
programmes in Australian (Mjller 1977) and Canadian universities, there is
a national programme in Sueden (National Board 1977), and there have been
a number of relevant conferences in Gemmany (Massey 1976), Ireland (Beug
1977) and the Netherlands.

NOTES

1 We do not in fact support a strong emphasis on educational devetop-
ment {n initial training, but it is common practice.

2 Garnett, Bolton. Huddersfield and Wolverhampton. The last two are now
parts of polytechnics.

k] In Wales teachers may obtain a Certificate in Educatian (FE) by
following covrses run jointly by University College, Cardiff and the
University of Wales Institute of Science and Technology.

4 The certificates bdffered by the colleges of education (Techuical) are
equivalent to the teacning certificate obtained by school teuchers,
but the much shorter City and Guilds (730) certificate is not of
equal standing although many vell~qualified teachers take it.

5 Association of Colleges of Further and Higher Education and Associatiun
of Principals of Technical Institutions.

6 The term ’stalf development’ is rarely defined. In some contexts it
appears to refer primarily to opportunities for in-service education
and/or the acquisition of further qualifications, i{n others it scems
to be a euphemism for redeployment. Zt can also refer to the careful
grooming of staff for greater managerial responsibility, though this
meaning which {s common i{n industry is rarely found i{n education.
For further analysis see Glatter (1973).

7 Ovéer a dozen such courses had been submitted at the tlmc of writing,
an! several were already approved and running.

8 Siate this species was rapidly disappearing during the course of our
rLsearch. we use the :erm to lncludc all £aCult£es or departments
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which existed as separate colleges when we began in Seplember 1973.

The term workshop comference it used because most of these 'courses'
have been an amalgam of the two: some sessions heing workshops, others
being small Sroup or plenmary discussions.

The project ended in 1976 buf the Council for Educational Techmology
still provides advice and support.

This first 3-year appointment wes followed by a second, which ends in
1981, Both have been university teachers on temporary secondment
rather than permanent administrators.

This inter—institutional project (commonly called the BELP projzct)
tnvolved seven universitias and one polytechnic. It was funded by the
Nuffield Foundation and is briefly discussed on page 16.

This statement was issucd by the Association of Teachers in
Technical Institutes (ATTI), prior to fts amalgamation with the
Association of Teachers in Colleges and Departmants of Educatfon
CATCDE) to form NATFHE.

This is the report on the training of teachers in further education,
which was discussed on pages 7 and 8.

The report of SRHE's 1976 conference on Staff Development is of
special interest, as it discusses several of the issues raised in
this chapter,
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3 THE RESEARCH STRATEGY AND ITS RATIONALE '
¢

1]
METHODOLOGICAL PROBLEMS IN ASSESSING TRAINING NEEDS

. .
ﬁany of the pressures for the initial training of lecturers stem f{rom the
generally agreed need to prevent the kind of teaching that provokes an

B {omediate volley of complaints from students. But {t is difficult for the

response to these pressures to remain at the same superficial level. If

the aim s to induct new lecturers into the profession iz must surely be
counterproductive to convey the view that teaching competence is nothing
more than audible taik and legible chalk. However, any attempt to deep¢n
tha perspective involves making judgements about training needs which in-
evitably derive from implicit models of tgood tezching' or the 'good
teacher! and there i8S much less general agreement about these. Concern
about initfal training can therefore stem either from the suspicion that
over simplistic views of the teaching process will be promulgated or from
the anxiety that an institutional definition of °good .:aching' night emerge
which vas incompatible with many teachers' own ideas . nd practice. 1In our
view many of these concerns are justified, and we do not see opposition to

{nit {al training coming only from academic reactionaries. If one year is

consf{dered almost too store a time for preparing schoolteachers, it is not

upreasonable to argue that an introductory course of only two or three days
might do more harm than good in preparing for the no less challenging task
of ceaching in higher educatidn. The purpose of raising &his issue, how-
evar, is not to debate Initial training but to point out that one particu-
lar conception of initial training {s 4nlikaly to prevail at a time when
there is little consensus on precisely what constitutes ‘good teaching.'

Our survey of current training provision (Chapter 2) also indicated
that nearly all formally orRanized training is initial training. This
help# introduce newcomers to the profession without casfing any doubts on
the quslity of existing teaching; and therefore offers little challenge
to established practice. In-service training for experienced staff, how-
ever, presents a considerable threat. Not only does it, impl; that there
may be lecturers who need training in spite of the fact that they have been
taaching for some years but also that there are those who think they can
provida training. Both personal autonomy and professional status appear
to be challenged and even modest enquiries about training needs are likely
to avoka hostility.

Moreover, in the absence of alternativa forms of training for experi-
enced staff, advanced training {s still seen in terms of the dominant image
of initial training, the only difference being a marginal increase in the
lavel of aophistication. In most educationsl institutions, pecople tend te¢
perceive training as a highly formal process in which theoretical inform-
ation of a very general nature is disseminated from an expert to a group
of novices. Hence the implication of any proposal to introduce in-service
training is that experienced staff are 'deficient', and little differant
in their teaching capabilities from their newly recruited cnlleagues. As
vedy few lacturars have any concaption of & problem-based seminar or
vorkshop, in which expertise is shared and the leader functions as a
. ‘process helper'.l they are unlikely to declare a nted for one. Even

educational development is unfamilar territory because, like teaching,
those who undertake it seldo? seca it as subject for study and reflection.

Q
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20 The Research Strategy

There is little to be gained by questioning people about training needs
when*neither the content nor the teaching style which might be most app-
ropriate is likely to lie within their normal range of options.  Such
training peeds do not often get oxpressed as wants.

Another approach to determining training needs is to analyse perscnal
and/os institutional problems and than subsequently to assess the extent to
which appropriate training might contribute to solving theme Such an
annlyill would {nvolve extensive fnstitutional research and/or identifying
and {nterviewing groups of people who are willing to express considered
views. In noither case can one be sure of general agreement; and even if
the nature of the problem is agreed, it i{s unlikely that links with i{n-
service training can be casily astablished. Those who are highly per-~
ceptive about institutional problems can still fail to sce the possible
relevance of training, being bound by a vision of training as a formal low~
leve! answer-providing activity, quite unsuitable for experiented faculty.

THE RESEARCH STRATEGY

During the course of the project, three different kinds of inquiry were
made inte fnstitutional probloms: (1) senior management and heads of
teaching support units were consulted {n the first 'pilot' phase;

(2) case studies were prepared of four individual institutions, and thes
included interviews in which problem fdentification played a major rule;
(3) students on the Sussex MA course undertook smali-scale projects in
institutional research which often disclosed {mportunt perspectives.

These investigations have together holped to build a coherent view of
common institutional problems, but it is unlikely that many people will be
convinced by this evidence alone that in-service training is relevant to
their solution. As mast of those concerned with higher education have
little idea of what advanced courses can achieve, the value of such tratin-
ing cannot just be argued: it has to be demonstrated.

in the light of these anticipated difficulties, it was decided from
the outset to give equal emphasis to a third poasible approach to the
assessment of training nceds - the davelopment and evaluation of experi-
mental courses. Visits to a wide range of institutions in higher education
would provide the contoxtual background for the experimental courses, while
previous successful experience with school taachers would guide teaching
styla and method. Hence we anticipated a preblem-oriented course with
maximum student participation, based on seminars, workshops and preojects.
The prolonged interaction between all participants, both students and staff,
would lead to further modification of our praliminary analysis of trafning
needs; and the students' evaluation of the couraes for their perceived
relevance and significance, before and after returning to their 'home’
institutions, would confirm or deny the validity of our oxiginal prognosis.

1t should be noted, however, that this incorporation of axperimental
courses into our research dasign introduced an eclement of hypothesis-
testing. The researchers' assunptions that certain aims were relevant to
both personal and institutional needs, and that taught courses could
achieve these ains to an acceptable dagree can be regarded as hypotheses
which could be tested by running experimental courses. The adequacy of
this testing would then depend on the quality of the evidence provided by
the course avaluations = an issuc to which we shall raturn in Chaptar 5.

Ona limitation of this experimental approach was that evidenca on the
usefulness and achievability of those objectives which were included in the |
trial coursea was bound to ba greater than that on objectives which were
neglocted. Thus our research design waa oriented towards determining
priorities within our intended field of educational development and not
assessing the merits of any other forms of trainfng. We did not expect to
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be in a position to avaluate tha programmes of {nitial training described
in Chapter 2, merely to ascertain the advantages of supplementing it with
advanced in-service training in educationsl development.

Our research aims, therefora, were as follows:

Aim 1 To survey existing provisfon for training staff in educational
developntent.

. Alm 2 To investigate the needs for training in this fleld.’

Aim 3 To design prototype courses, includirg a one-year full-time MA
course, and to evaluate their effectivness.
AMm & To make recosmendations about future provision.
However, as.a direct result of the methodologicsl problems discussed above,
Aim 2 - the investigation of training needs = could not be pursued in
{solation from Aim 3 - the development and evaluation of prototype courses.
To facilitate the latter we planned a pilot vear in which we:
1 Survkyed existlrg provlslon - (Alm 1)

2 Visited a large number of higher educa:ion i
inscitutional problems and training needs -

titutions to discuss
Alm 2)

3 Collected case material and prepared the firsg HA course - (Aim 3).

The survey of existing provision was based on visits, rexding the literature
and attendance at relevant conferences. This information was updated
throughout the project, and the broad picture which emerged is reported in
Chapter 2.

R The Nuffield Group for Rescarch and Innovation in Higher Education,

- with whom we were closely collaborating, were visiging universities and had
agreed to make their findings available to us, So we rastricted our visits
during the pilot phase to six polytechnics and five colleges of education.
1In each institutfon we interviewed the director or his deputy, and the head
of the teaching ‘support units or co-ordinator of staff training. As expec-

- ted, senior management had rarely given detailed consideration to the

“content, mode and ?uratlon of advanced trainingj and though thay generally
declared themselves in favour, it wss difficult to assess what prioxrity
they*would give it in practice, especially uhen the interviewer so obvious-
ly had a vested interest. However, they were prépared to talk freely about

« institutional problems without showing any special concern for the possible
relevance of training; and from this we were able to identify a group of
issues with vhich our courses would have to contend. Other rsther differ-
ent fssues emerged frow our discussions with heads of support units; and
there were some interesting variations in emphasis batween universities,
polytechnics and colleges of education.

» Tha pilot year resulted in a preliminary formulation of training needs
in educational development, which we were then able to test, refine and
modify during the second and third years of the project. Three types of
activity contributed to this reassesment.

«*

1 We undertook four case studies of individusl institutions, spending
about a week in each interviewing teachers and studeats about
institutional problems and in-service training. We chose a
university, a polytechnic, a college of education and a technical
college offering a high proportion of degree work. These case
studies are reported in Chapter 4. )

l 2 The first HA course was based on the project's initiil assessment
O .
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22 The Research Strategy

of tra!niak ne¢ds and Sffered considerable opportunities for its
evaluation. By close interaction with the students, all of whom
were experienced teachers in higher education, we hoped to dis-
cover how wc!l it matched their own assessment of training needp and
to which aspects they would give priority. Their own assessment
would itself be refined and possibly modified by the fieldwork
undertaken in their home institutions; and this would, in turn,
help to deepen our understanding of some of the institutional
problems identified during the pilot phase. Moreover, several
months affer completing the course the students would be in a
particularly good position to make critical comments. Their
increased awareness of the range of trairing possibilities would
remain, but the ‘halo' effect would have worn off.

3 Short prototype courses away from the Sussex base (see page 71)
provided the opportunity for informal but highly relevant discuss-
_tons about institutional problems; and, occasionally, about the
provision of in-service training.

Returning to the third aim - the development and evaluation of prototype
courses - our limited time and resources restricted us to two l-year MA
courses and three 3-5 day courses. Given the need for a pilot year, only
two 1-year MA couvrses could be run before the end of the project and only
the first group of students could be followed up several months later.
Hence the first course wss more thoroughly evaluated than the second. The
details of the evaluation are included in the report on the MA course in
Chapter 5.

It was originally intended to run a l-term course and possibly a 1-
month. course at Sussex but this proved impracticable, largely because of
the demands of potential studeuts. It appeared that lecturers who saw
themselves as future specialists in educational development wanted an
award, and this could onlx be granted after one year of full-time study or
its part-time equivalent. While, at the other end of the scale, one
week was the maximum length of time which non-specialists would be prepared
to spend on an in-service course. Moreover, the problems of a 1-week
cburse were so different from those of a l-year course or even a 1-term
course that this offered quite a different kind of challenge to the pro-
Ject team., Some courses of 2-5 days were already being provided on an
occasional basis though usually with an emphasis on some specific skills,
eg small group teaching in physics. We therefore decided to experiment
with an area where we saw an unfilled need, that of cours~ evaluation and
the diagnosis of tsaching problems at departmental level.

Another decision was to run the short courses at polytechnics, in co-
operation with the local teaching support unit and recruit on a regional
rather than a national basis. Planning and teaching courses jointly with
other irstitucions enabled us both to benefit from their expertise and to
pass dn some of our own. It also had potential for building up a network

~#of centres which could implement some of the project's findings. However,

we underestimated the time it took to arrange and negotiate such courses and
none of them could be mounted until the third year of the project, though
this did allow us time to gain valuable experience with the MA course. As
us had orizinally hoped, the MA cotrss rrovided s workshop in which shorter
courses could be forged,offering the frcedom to experiment,to make mistakes
and to receive tonstructive criticism. Moreover, the MA projects provided
excellent case material for use on the short courses and on two occasions
MA students helped with the teachiug. This and other aspects of the short
courses and their evaluation a*» discussed in Chapter 6.

.
. ’
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Aascsament was continuously refined aa it hoth i{nfluanced and waa itaelf
modified by the pilot phase, the MA coursea and the case studies. Such
pooling of experience and evidence is a characteristic feature of 'action
research' which mskes the process, but not the result, difffcult to
describe. ,

Figure 1 OUTLINE OF THE RESEARCH STRATEGY

eeeree( PROT PHASE _—‘W'

FIRST M \ COURSE %

%
g Yoar2

CASE g

STUDIES
SECOND MA COURSE . g
1

SHOAT COURSES E EVALUATION -~ Yoot 3

GENERAL .ORIENTATION OF THE EXPERIMENTAL COURSES

Most of those interviewed during the pilot phase were concerned in one
way or another with the problem of change, but they tended to view it from
a variety of different parspectives. Senior management in polytechnics and
Golleges talked of 'coping with change' and were primarily concerned with
fnstitutional growth and survival or with changes in {ts function and
status, On the one hand there were the problems of financial cuts, mergers
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and contracting or changing demand, while on the other there vas the term-
by-term business of getting courses approved by CNAA. Some saw course
design as an important topic for advanced training but none linked the idea
of training with the broader problem of coping with change.

Heads of teacning support units echoed this concern for the problems
of getting courses validated, but tended to be less aware of other external
pressures for change. Their perspective emphasized the need to stimulate
futernal change rather more than the need to cope with external change; an4
the mafn focus of their fnterest was the quality of the teaching rather
than the function and status of thc {nstitutions. They were well acquainted
with the range of possible teaching methods and hoped that {n-service
training might help increase the number of staff who were prepared to
experiment with new approaches to teaching and learning, as well as {mprove
the quality of more traditional forms of teaching. Such training, however,
did not necessarily have to take the form of courses. Co-operative work
between teaching staff and support units on specific development projects
could result in 'training on the job', and also help to spread interest
and enthusiasm,

Our own perspective was di{fferent yet again. While not wishing to
deny the importance of course design and fnnovations i{n teaching and
learning, we felt that these provided an inadequate base for educational
development. People needed to acquire a deeper understanding of
{nstitut{ional protlems, backed if nccessary by small-scale rescarch, if
they were not to misdirect their efforts. It is too easy to treat the
symptoms and ignore the disease, or to mould one's perception of the
problem to fit a preconceived solution (Eraut 1975ab). Evaluation is at
least as {mportant as development, particularly when associated with
problem diagnosis rather than routine troubleshooting. Moreover, there is
a danger in regarding {nnovation solely in terms of the individual entre-
prencur., Both evaluation and development have to be seen as social
processes in which all those affected are actively involved; and {nter-
personal skills are of critical significance. Then, finally, there was the
need for a greater awareness of possible academic structures and their
likely effects at a time when many institutions were undergoing funda-
mc..cal change and debates on {ssues of this kind tended to be particularly
il1l-formed.

Taking into account this broad range of views we drew up a preliminary
list of possible objectives for advanced training both to serve as a basis
for further discussion and to assist us {n the design of our experimental
courses. This list i{s reproduced in Appendix A and {ndficates our general
orientation at the end of the pilot phase and the start of the first
MA course.

A further protlem during the pilot phase was deciding whom we expected
to recruit for the first MA course and what kind of fnstitutional role we
hoped they might ultimately fulfil, Until we had a chance to test the
market we had to rely on evidence from paratlel studies of successful
and unsuccessful attempts to promote innovation {n teaching in higher
education (GRIHE 19753 Ernut 1977a). Although these were largely based
on experience {n universities, we had no reason to suspect that the
more centialized organizational structures found in the maintained sector
would greatly reduce the dominant {nfluence of the depattment or school
of studies. Most innovations occur at departmental level and they are
usually dependent on the commitment of one or more lecturers with a
special interest in teaching. Although some of these lecturers go to
conferences and publish articles about teaching, others are relatively
{solated frcm external ldeas and try out fnventions of their own. Thelr
main distinguishing feature is their willingness to invest time and energy
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in thinking about, discussing and trying to improve their teaching; and
this does not just come from a strong sense of duty but fs probably an
important facat of their personality. They are energetic people and their
intellectual interest in teaching is comparable in megnitude to that which
they have in their subject. Many would welcome the chance to develop their
interest further by participating i{n an advanced course enabling them to
share their experience, broaden their knowledge, develop more of a
theoretical basis for their activities and acquire research and evaluation
skills to supplement their intrinsic understanding of teaching problems.
But few would wish to abandon their depattmental base.

One solution would be the creation of specialist roles within depart-
ments which acknowledge the interests and experience of particular teachers,
and which at the same time provide them with a recognized status allowing
them to devote part of their time to advising their colleagues and
experimenting with possible improvements in teaching. Some portion of their
time might also be allocated to work outside the department on institut.on-

. ally sponsored educational development or training activities. A first
step towards the creation of roles of this kind might well be the trainirg
of teachers who could f£{l1 them. Thus, fn addition to the need to prepare
more candidates for posts within teaching support units and to provide
opportunities for those already in such posts to undertake advanced train-
ing, we saw the possibility of stimulating the development of a relatively
new kind of role - that of the departmentally~based educational adviser
(or DBEA). We hoped that some of those who completed our MA course would be
able to assume this DBEA role while others became institutionally-based
educational advisers (IBEA) who worked full-time as members of teaching
support units or co-ordinators of {nitial and in-service training. More-
over, carly enquiries indicated that we would be able to recruit people
with both kinds of aspiration. There were members of teaching support unirs
who wished to broaden their experience and acquire new skills; there were
several members of academic departments who had a history of involvement
in new teaching initiatives, some of whom wished to adopt an 1BEA role,
some to maintain their departmental base.

In our short courses, by contrast, we wanted to provide support and
encburagement for the intra-departmental innovators and to convince other
lecturers with an interest in teaching that expanding that f{nterest would
be a stimulating and worthwhile professional goal. Perhaps short courses
of an appropriate kind are one way in which a teaching support unit can
attempt to fincrease the number of specially interested lecturers within
each department.

Although the pilot phase played an important role in determining the
content of our prototype courses, and fnfluenced our thinking about
potential students and their future roles, the question of tcaching style
was largely predetermined. Pre.ious experience in helping faculty at
Sussex and the Open University and in the f{n-service training of school-
teachers had led us to develop a non-traditional view of educational
processes jn in-service work, which we fully intended to test out in this
new experimental context. Hence we gave priority ta reports on people's
own activities and problems, group discussions on common issues and care-
fully selected documents, and project work in which course members
pursued, under guidance evaluation and development, tasks seen as relevant
to their own teaching situations. The detailed rationales and designs of
tndividual courses are discussed in Chapters 5 and 6, but we felt it would
b? useful to fndicate the general orientation at this stage.
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26 The Rescarch Stratagy

NOTES

1 The role of 'process helper' fnvolves facilitating the exchange of
experience and i{deas and assisting a group to think constructively
and co~operatively about their problemd. It normally precludes
supplying a group with ready-made answers (Havelock 1971), |

2 These are described on pages 8 and 9 and further elaborated in |
Chapter 4. Six university teaching support units were visited in |
addition to those in polytechnics and colleges of education,

3 We had neither time nor resources to run a part-time MA course at
that stage, but a part~time version of the MA course i{nvolving day
release has nov been negotiated and approved, and is described in
Chapter 6.
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4 TRAINING NEEDS RELATED TGO EDUCATIONAL DEVELOPMENT

INTRODUCTION

Tae second afm of our study - the assessment of training needs - was a
constant preoccupation; and every aspect of our research can be said to
have contributed to {t {n some measure. Within the context of the project
ftself we gathered evidence from:

1 Four case studies of individual {nstitutions - a university, a
polytechnic, a college of education and a technical college with
a high proportion of degree~level work.

2 Constant discussion with MA students during and after their course.

3 Projects undertaken by MA students, many of which disc'osed funda-
mental educational problems.

4 Discussions during the planning and implementation of the short
courses.

This was aupplemented by the on-going experience of the researchers as
members of Teaching Support Units at Sussex Unfversity and the Open
University, the Nuffield Foundat{on's Group for Research and Innovation in
Higher Education, CNAA panels, and university validating committees.

The modification and refinement ot our perception of training needs s
difftcult to trac:, as {t slowly changed through {nteraction with students,
collengues and those we i{nterviewed. But one part of our research - the
case studies - stands out clearly as evidence of training needs that can be
separately presented and assessed. We shall therefore base this chapter on
the case study evidence; and use the other evidence to support the
generalizations and qualifications which any interpretation of case
studies {nevitably demands.

The purpose of these case studies was threefold: (a) to assess
fnstitutional problems and the potential relfvancc of training to those
tnvolved in tackling them or diagnosing them ; (b) to see how educaticaal
development {s perceived by those f{nvolved {n {t; and (c) to discover how
training needs are percieved by people identified as being 'goud teachers’'.
We were also interested in the problem of formally des{gnated responsibil-
{ties fos educationdl development and the potentfal roles of educational
advisers®. But this {nterest was kept in the background as identification
with {t could easi{ly have prejudiced the responses to our other questions.

Three main groups of people were interviewed in each {nstitutfon:

A Those who have some formal responsibility for educational develop-
ment within their {nstitution, and who spend a significant pro-
portion of their time on it. The leading members of groups develop-

o {ng courses for submission to CNAA might fall into this group, as
would academic staff i{nvolved in media and consultancy services
or {n i{n-service training within their {nstitution. We sometimes

. refer to this group ans educational developers.

O
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B Teachirs who are Yecognized within their own departments as being
especially interested, sctive and knowledgeable in educational
development. While they may spend some of their time on formal
{nstitutional roles - for example,  as key members of 4 teaching
and learning committee = they spend most of their time in
relatively close contact with students, either {n teaching them or
in planning or organizing their courses. It {s these teachers who
have normally been responsible for the 'numerous specific develop~
ments, usually conceived for some local or pragmatic purpose,
assembled and implemented in often unique fashion' reported in the
Nuffield studies of universities and polytechnics (GRIHE 1975).

HWe refer to this group as keen teachers, because they are most
easily {dentified by the keenness with which they pursue their
teaching roles, Most of them are also perceived by their colleagues
as 'good teachers', but it is more difficult to collect reliable
evidence on 'goodness'. Mereover, our experience leads us to
expect to find many good teachers who do not necessarily display
this eagerness for innovation.

¢ Students of the above teachers. The purpose of che student inter-
views was firstly to gain a student perspective and secondly to
check that poople identified by their colleagues as keen teachers
wera also percefived as such by their students. In fact the evidence
that the staff we identified as belonging to Group B were highly
esteemed by their students was conclusive, They clearly stood out
{n students' eyes as being both enthusiastic and successful
teachers, .
Since the case studies had tu be conducted concurrer with other parvts
of the research, we had to be realistic about their svale and scope.
S0 we decided to concentrate on four institutions and to limit ourselves
to at most two man-weeks in each, focusing our initial attention on staff
from Groups A and B above, Random sampling is impossible in.these
circumstances, and we had to rely on People we knew in these institutions
to make at least some appointments for us in advance. We were able, how-
ever, to ensure that they were very widely spread among departments and,
as far as we could tell, they were not unrepresentative. Interviews with
students in Group C took place during subsequent visita.
Details of the staff sample are given in Figure 2 for three of the
case study institutions.

Figure 2 STAFF INTERVIEWED IN THREE IMSTITUTIONS

University Dolytechnic FE College

Engineering technology

Physical sciences/maths/computing
Pharmacology/food science/nursing
Management/law

Sorial sciences/history

Languages

Fine arts/literature

Education

Teaching support unit/academic development

LR SN

W oo

~—a——

-
LR e I S I X

»

—
w

TOTAL 12 16
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The college of aducation did not lend ftself to the seme categorization
end hes therefore baen excluded. Twelve staff were i{nterviewed at the
college, orly two of whom belonged in Group A. Although & total of 55
staff were interviewed in all four institutions, the numbérs in sach one
ere not sufficient to justify the presentation of data in numerical form.
So we have avolded using terminology thet is unjustifiebly precise.

INSTITUTIONAL AND SECTOR DIFFERENCES

In the course of our resaarch major differentes emerged between the per-
ceivad needs of the university and maintained sectors, which reflect their
differing petterns of external control and {nternal organizetion. We shall
examine some of these sector differences bafore proceeding to ¢ more
detailed anelysis of the needs of cach sector, as it helps to set

the scene.

The universities are relatively esutonomous} end they have consider-
sble freedom within wvhich to exercise discretion over academic matters.
Their decision meking is usually carried out through an slaborate
cormittes structure aimed et providing e reasonable degree of participstion
by a large number of their steff.

The potential for innovation i{s very great but in the main is not
sexercised. Tha reesons for this have been much discussed in various
reports, all of which point to a traditional conservation, a lack of real
pressurc and a reverd system skewed towards rasearch rethsr than teeching 2
(Eraut 1975a, 1977a; GRIHE 1975, 19763 Hewton 1976, 1979). Innovation,
vhere {t has occurred, has ganerally succeeded only where it has gained
wide scceptance st the 'lower' levels,and the power structure is such that
developments affecting taaching end learning are difficult to impose from
above.

The work of the Nuffield group has indicated beyond very much doubt
that most innovations result ‘from individuals, and often do not spread
much beyond thoss individuals,.&nd this view was reflected in our own case
study of a university. Occasionzlly, because of the activities of the
departmental head or some other relatively senior figure, & _development
may involve an entire department, but.the converse cen also be true in
that en interesting innovation is not only not copiad, but sctually
disapproved of by the innovetor's immediate collesguas. Furthermore, the
committee structure cen act as a breke on the spread of useful develop-
ments by offering opporzunities to groups directly or indirectly opposed
to them to delesy seriously or halt their progreas.

Individual teacners tend to find their satisfaction in developing
their own teaching and their own part of the course. Developing or
changing a whole course, howaver necessary it may be, rapresents an
exsrcise of considerable complexity which is more often than not avoided |
by unfversity teschers. Indeed, there seems to be a widespread assumption
that the proper form of development in universities i{s the development of
the individual teacher.

Polytechnics and most colleges of further education are in a quice
different situation. They heve an exetting paymaster close et hand in the
shape of the local educetion authority, and although in the recent period
of rapid growth resources have often scemad to be freely evailable, these
instftutions have limited freedom where resource-ellocetion is concerned.
Although, like universities, they possess an claborate committee structure,
some ‘ndividuals within the hierarchy cen be seen to be exercising a
strictly managerial type of decision-making power, in handling budgctary
metters, Acedemically tqo these institutions are far from sutonomous.

Their degree awvards are generally validated by the CNAA and often, since
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many of their courses are highly vocational, they require the approval of
a body representing the interests of the profession for which the students
are being prepared.

These external influences coupled with a more burcaucratic managerial
structure lead to a situation in which changes are*more likely to be
t{nft{ated and directed from above. Development clearly has a better
chance of succeeding where it {s accepted at grass~roots level, but {t is
still possible to {mpose and {mplement change from the top - a situation
which would be almost impossible in most universities. It follows that the
polytechnic system can and is mcre likely to initiate and support curric-
ulum development fnvolving whole groups, as well as individuals, and whole
courses, as well as limited clusters of learning/teaching events. Indced,
tf this had not been the case, the polytechnics would have been forced to
{nvent a means of making {t so; for most of their courses have to be
validated through the CNAA, and this demands a submission which encompasses
the course as a whole. True, CNAA submissions often fail {f the people” who
#ctually have to teach the course have not been fully consulted, and are
not committed to it, but the speed of consultation {s to a large extent
controllable and arrangements which can be implemented to accelerate the +
flow of information have a profound effect. Furthermore, the alternatives
within the polytechnic system arc usually a CNAA course or no course at
all, which guarantees some co-operatfon even {f this is difficult for
certain {ndfviduals. Survival may depend upon a system of consultation
and decision making which is comprehensive and rapid, and the interpersonal
skills which make this possible seem to be particularly prized in
curriculum development within the public sector. Individual teachers may
develop their own corner of the curriculum in the same way as those {n the
universities, but they are scen to be only part of a curriculum develop-
ment system which i{ncludes everyone, staff and students alike, and every
event, from mass lecture to the tutorial.

Colleges of education are also tightly circumscribed where decision
making {s conc.rned. Before the days of diversification they were, in the
main, strictly monotechnic, and their day-to-day financlal decisions were
not only subject to external scrutiny but restricted to the very limited
scope considered appropriate to an establishment preparing students for a
tingle profession. Particularly since the introduction of the BEd they
have_ operated under a system in which all major academic decisions are
arrived at somewhere between the very top of the hierarchy and an external
power, which {s usually vested {n a university. In most colleges few
decisions of any importance are delegated even to departmental level. Like
the polytechnics the colleges of educations are therefore subject to
powerful axternal influences where innovation {s concerned, but, unlike
the polytechnicssthey often lack the necessary organization, experience and
expertise to give adequate support to the innovation process which {s a
necessary if not sufficient condition for their susvival. Restrictions in
the number of teacher training vacancies, the need to diversify, amal-
gamation with polytechnics or other FE {nstitutions, and exchanging CNAA
for university validation - some or all of these have affected every
college of education i{n the country. Those which have {n one way or
another reorganized to meet the new problems, as did the subject of the
case study, have at least attempted to i{nsti{tutionalize the processes of
change and recognize that the new wine will not easily fit the old bottles.
it may be doubted whether all cnlleges have yet re.ognized the inadequate
nature of their consultative and decision-making machinery, and this scems
to be a particular problem where two or three highly disparate colleges
are going through a proccsi of largely involuntacy amalgamation. In some
cases, it may oe doubted whether the requisite managerial skills exist,
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and_even {f they do, they may not be easy to harnass unless there is an
acceptance of the need for structural change. Certainly, some of the
projects presented by students on the MA course show a tendency to amal-
gamate in name only, and to go it elone, {f necessary in open competition
rather than i{n collaboration with their new psrtners.

PERCEIVED NEEDS IN THE UNIVERSITY SECTOR

For our case study we chose a university as different from Sussex as
possible, a former college of advanced technology with a high proportion
of students on sandwich courses, an urban location and close links with
indystry and the local comunity. Unlike some universities, where 'high
activity' centres for educational development support services were buflt
up in a relztively short time, the university has an Educational Technology
Unit which evolved relatively slowly from modest beginnings as s response
to demands from staff. Over a period of approximately ten years & small
photographic studio was extended to i{nclude cine film, graphics and tele-
vision fecilities. A technicel staff of fourteen was built up, and an
acadenic staff of thrae now includes a director, a fellow in educational
technology, and an orgsnizing tutor in university teaching methods. Their
activities are cc-ordinated by an advisory committee of faculty members,
who advise tha director of the unit on:

1 The proper development of educational technology in the
unfversity.

2 The nature of the programme to foster involvement of educatlonal
technology in general teaching iy the university.

3 Proposed schemes for training university teachers:

The cost of these activitics was by -omparison with most other universities
a zelatively high proportion of the annual budget of the university as s
vhole, thus reflecting the importance attached to them by the Planning
Committee.

Most of the on=-going educational development could be ascribed to the
activities of teachers developing their own particular interests with their
own students on their own courses. One or two, beciuse of status or
personslity or both, had an influance of a wider kind, extending to their
{mmediate departmental colleagues, and such activities could be seen to
be at least approaching those that might be expected of a member of a
support unit, although the individuals concerned had no special formal
institutional responsibility as such. The degree of influence of the
Educational Technology Unit was hard to assess but it was clear that many
of those intervieved did make use of ita services as and vhen the need
arose. The impressions gainad, huwever, was that it vas seen as a back-
up service rather than an active lorce for the stimulation of educational
davelopments, .

Fev of thosa interviewed thought that they possessed any special
teaching skills of a formal and technical kind. For did they believe that
the quality and effectiveness of university teaching would be improved by
requiring new entrants to the profeasion to obtain teaching qualificatiors.
Only one possessad such a qualification, and he did not believe that it
had contributed greatly to his interest or skill in educational develop-
ment. Skills might be developed, but not by formal training programmes |
because?
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1 Skills can only be taught in a specific context.

2 Skills need the trainer and the student to work together.

3 Even {f skills could be taught, they would be subsidiary to the
ability ro apply them appropriately in a given situation.
s

4 Skills may in the last resort depend upon innate qualities, so
that one should aim to recruit the right kind of teachers, and
encourage them to devalop their talents.

One interviewee, who had experimented with many different modes and
methods of teaching, had undoubtedly acquired a number of highly technical
skills, but he had found it relatively casy to learn these by himself

from books and journal articles.

All were convinced that it was esscntlal{to be aware of students as
indfviduals, and to build up satisfactory personal relationships with them;
and this theme wos developed almost as an alternative to the tdea of
trafning. The following points, taken from these interviews. show what was

consfdered important.

1 An awareness of 'audience reaction'.

2 Tutors should learn as much from their students as students do

from them.

3 There should be responsiveness to personal problems as well as to

academic ones.

4 Seminars should be planned as joint learning sessions for both

st ¢ and students.

5 Mutuas respect is an essential foundation.

6 I try to copy my ovwn college and its close staff-student relatjionships.

7 1 admired my professor who actually had some sympathy for us

undergraduates.

There vere severnal references to

self-evaluation, not so much as a skill

which these teachers saw themselves as possessing, but as something they
wished to have more of. Some seemed to be well aware chat feedback from
their colleagues and their students was a crucial clement in this, but
only one had attempted a systematic evaluation of one of his courses; and
this wrs to some extent part of his professional subject expertise,as an

educational researcher.

Although the processes of educational development enjoyed a favouratle
climate at university level, at least fn so far as this can be judged by
the resources made available for the purpose, many of those interviewed
thought that the greatcst constraint on.their development work was the
attttude of their colleagues, particularly that of their senior colleagues.
1t was clear, however, that the institutional climate for fnnovation was
mugh reinforced by the local climate of the departmentsi in some, praofessors
were efthor fnvolved in or actually leading development activities; in
others the trend was in the opposite direction. An unfavourable climate
often seeme” to be assoclated with « ¢losed system in which teaching was
almost a scueet activity which one 4id not discuss with one's colleagues.

finlf of the teachers interviewed

said that almost the only {nformatfosn they

could glean about other people's seminar rooms was what students
volunteered, often quite by chance, in the course of conversation. It is
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characteristic of many innovators that they want to know what is going on
both in their own institutfons and elsewhere”?, and these university
teachers were no exception to-this.

The only other factor to emorge strongly when people were speculating
on what had made them into 'good teachers' was experfence utside the usual
academic carecr path. In a university with a technological origin and with
close contacts with industry, it was perhaps not unexpected that many
teachcrs should have had this sort of experience, but it was remarkable how
many of thee thought that ft exerted a crucial influence on their becoming
innovatory teachers. Of experience of this kind they said that:

1 Tt should be a prerequisite for appointment as an academic.
' 2 Problemp could be seen against their proper social context.
3 It showod what teaching could be litke if properly planned.

4 1t showed what students,were really capable of when removed from )
the purely academlc environment.

5 ]t suggested that traditional subject boundnrlcs were not very
useful in rcal~life situationss
t

It would be difficult to devise any feasible form of training which could
provide this kind of experfence, although several of those {nterviewed
sald that their nacional service days had done just this for them. If non-
academic experiente were found to be as vpluable as fts possessors claimed,
it might be one of the.criterla for identifying potential educational
developers, rather than & component of their training.

-

PERCETVED NREDS IN THF MAINTAIRED SECTOR

Our interviews in the maintained scctor were heavily {nfluenced by recent
tnstitutional history. The technical college had a long history of
developing and implementing new courses at a range of levels, including
several degrse courses, Though the pace of development had been accelerat-
fng it was in a relatively stable state and staff were able to reflect on
their experience and give considered views. The college cf education had
successfully developed and obtained approval for an Honours BEd degree
much earlier than most other .olleges; and they were 'flush with success’,
in spite of an imminent merger with the local polytechnic. The polytechnic
in our case study, however, had already merged with one college of
education and was about to absorb a second. Their ambiticus proposal for
a Combined Studies degree f{ncorporating both 3A and BEd programmes had
recently been rejected, sv our visit took on some of the characteristics
of a post mortem.

We begin by considering the pathology of this ill-fated combined
studies proposal because it reveals the kind of atmospherc that has
prevailed in many parts of the maintained sector during the recont
curtailment of teacher education. At first we did not seek to ask any
questions about the proposal but it came up so often in c.r intarviews
that, in pursuance of our {nterest in training needs, we sought opinions
as to why lt had not been successful. The answers, somo of them carefully
argued and some couched in more emotional terms, fell into three categorics
according to whether people blamed TNAA procedures, external 'Conspirators’
or the institution itsclf.

The main criticisms of CNAA procedurcs were not unfamiliar to us, as
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we had heard them in other contextsj but not all of them weve reasonable.
The more cogently argued criticiams were:
1 .
1 That the composition of the panel had varied a great deal during the
course of the negotiationa,

Z That the handling of lntegratcd“couraea by subject apecialists did
not alwaya do them justice.

3 That the handling of the part-whole problem had been unaatiafactory:
fe critica of parta were not always avare of the atructure of the
whole, and vice verss.

Thie first {s diaconcerting, though ft ia difficult to asaess ita effect.
Given CNAA's reliance on part-time pancllists, who held positions of rea-
ponsibility in their home inatitutions, it ia not eaay to ses how this
problem could be avoided. The last two criticiama, however, point to
difficultiea which are inherent in any validation ayatem. It will always
be a matter of judgement aa to whather their uffect is significent enough
to prejudice a “tair trial', and we are in no position £o make auch a judge~
ment without purauing the matter further than our own reaearch would
warrent. Nevertheleaa, it {s important to note thet problema of inte-
gration and part-whole relationshipa alao arise during the development of

a course and when giving it internal approval. Would greater attention to
these isauea at an ecarlier atage have helped to anticipate some of the
problems which later aroae during validation?

We ahall not dwell on the external conapiracy theoriea; though their
very exiatence waa an indication of the pyschological climate. Neither DES
nor the neighbouring college were in any poaition to influence the valid-
ation decisfon. The internal weakneas theories, however, were of apecial
relevance to our reseatchj and all three were related to problema we had
encountered in other college-polytechnic mergers. Briefly, these internet
explanationa of the propoaal'f reject lon vere aa follows.

1 The former college of education, having had ita awarda validated by
the local university, had no expertiae in the important new area of
CNAA aubmiasion-deaigning, ao that the propoaals had been put to-
gether by people who were experienced in thia but who were not going
to teach_in the new degree courae; CNAA eccordingly found not only
a lack of tommi{tment but a leck of familiarity on the part of thoae
who were actually going to do. the teaching. .

2 Foars for thelr future employment prospecta led one particularly
powerful subjict group to inflete thelr own contribution to the
future “Ed ao much that not only were the reaultant propoaala aeen
to be unbalanced by CNAA, but they were natUrally poorly aupported
by colleagues, who felt that they had been cheated out of their fair
ahare of the teeching load.

3 The reduction in teacher-training places meant that there was flerce
competition between different establiahmenta, and the conaeguent
preaaure to produce ¢ scheme for implementation in September 1976
('or elae wa'll loae out altogether') had reaulted {n a botched-
up ruah job, in which there had been fer too little gonacltation
with those who would actually have to teach on the new courae.

It fa unlikely that any aingle cauvae of the proposal’a rejection could be
subatantiated, but eome of the reaaona outlined above may at least have
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formed part of the total pattern of events which led up to it. Moreover
¢ they point to factors which are important in any large~scale piec2 of
curriculum development: the need for cb-operation, consultation,good
management and the sharing of expertise.
In discussing what had been learnt from this experlence, several
{mportant suggertions were made.

1 There is a premlum on social and political skills which involve
¢ people and facilitate co-operation. Reaching a fair compromise
" hetwean the many, sometimes violently opposad group interests calls
for a degree of political sophistication which i{s not often found
anmong those who initiate the planning let alone those who are later
required to participate.

2 There {4 a aced for time. Even without the time constraints per~-
ceiv % institutions and individuals in a state of competition,
thet . . the time constraints imposed by the need to maintain the
old oi.er while simultancously planning the newi or, more concret-
ely, to arrange for teachers who already carry a full teaching load
to devote to detailed planning an adequate amount of time, which ia
not likely to be available during normal working hours. Moreover,
it is not just planning time but consultation time which is necaded.

3 There is a need for anxiety-reduction. Fears that the institution
as a whole would suff~r through not being able to offer an Honours
BEd, and that individual employment prozpacts would be at risk,
probuably had an effect on both the shape of the proposals and
their timing., Puraly educational issues are likely to receive
fnadequate consideration where individual or institutional survival
is at stake. This already difficult situation was axacerbated by
lack of reliable tnformation from both inside and outside the in-
stitution.

4 It is important at such a time to re-cvaluatesthe acheme itself and
the processes which gave rise to it. Those explanations which
fdentified weakness in the scheme did at laast suggest possible
remedial actfon. Those which concentrated on blaming others were
more likely to inhibit, not Yoster, any productive further develop-
ment.

These needs were all referred to by one or more of the people interviewed;
and again it is noticeable that the emphasis is on politics and organtzation,
climate and attfitudes. The implication is that skills in course design, if
they exist (and some of those interviewed thought they did), are unlikely to
be appliad unless the organizational and attitudinal context ia appropriate.
In other areas of the polytechnic we found 'kaen teachers' relatively
unaffected by the trauma of the combined studies proposal, who talked with
us in ¢ ralaxed manner more akin to that of tha university teachers report-
ed earlier. Few of them thought that their success had been due to the
possassion of any particular technical skills of teaching; and the one who
was something of an exception to this had experienced little difficulty in
finding out about those techniques that he had identified as being useful
in his particular situation. Other interviewees rcferred to auch qualit-
ies as an awaraness of student neced and receptivity to feedback, qualities
which emerged equally strongly in the case study of the University. Those
who had previously worked outside teaching (tha majority, in fact) had
found the experience valuable in their cducational activitiaa, but it was
no:ictabla that, uniike the university teachers, they did not perxceive
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their possession of such experlence as being at all unusual.  Perhaps the
closer vocational orientation of polytechule courses produces a teaching
body which is likely to have had some experience of the practice of their
profession in a non—academic situation. It was also noticeable that even
those teachers who had been unaffected by the combined studies degree nego-
tiations described above were, on the whole, conscious of their activitles
as being part of a course which was being implemented by a team; and this
general attitude was in contrast to the unspoken assumption of some of the
university teachiers that educational development could be equated with the
improvement of the performance of the individual teacher rather than with
the co-ordination, within the design of a single course, of the activities
of a number of teachers.

A number of interviews with students showed that they, too, usually
thought of educational development in terms of improving the standard of
individual teachers: eg 'statistics was relatively easy, it was only the
teaching that made it difficult'. When asked to consider the course as a
whole, the most important point that emerged was thefr need for information
on this. Many of them had found thelr courses to be rather different from
the picture drawn for them by the prospectus, and on the whole they had had
to find out for themselves - few of their teachers were knowledgeable enough
about anything but their own subject speciality to be able to discuss the
courses as a whole.

The college of education which we selected was a complete contrast.

We were not aware of recent difficulties with submissions when we chose the
polytechnic, but our subsequent cholce of a college which had had early
success with proposals to the CNAA was deliberate. We thought that it
might have views on training that were particularly relevant to other
colleges i{r the future, though we did not anticipace the extent to which
every intervicw quite spontaneously focused upon the planning, implemant-
ation, evaluation and development of their Honours BEd degree course.

Many of those interviewed stressed the crucial nature of the planning
groups set up to consider the initial submission to CNAA. The collega had
formerly possesscd eighteen small subject departments, and these were later
re-grouped lato five larger departments in the way outlined in the Houghton
Report, but most of the significant central planning was carried out by two
specially set up bodies which cut across the normal departmental and commit-
tee uystem. One was a CNAA ad hoc working party, which consisted in the main
of senlor members of staff. On the whole it concerned ftself with working
vut and supporting the ideas originating from the second group, a research
and service unit. This comprised members of staff from a variety of diff~
erent departments and of differing levels of senfority, but principally
chosen for thelr informal influence within the college, thetir ability to
communicate (all of them were well known within the Senfor Common Room) and,
although this may not have been obvious at the time, thelir orientation to-
wards innovation. To tifose two seminal groups were attached sub-groups and
working partics, usually chaired by a member of one of the two main groups,

This arrangement seems to have worked well. Ideas which arose were
discussed across all subject and deparcmental boundarfes, and those that
survived were then scrutinized by the ad hoc working paxty, one of whose
members described his role as follows:

Although not really an innovator, 1 was prepared to take a radical
potut of view, {f it were shown to be logical, and to be prepared
to discard the conventional. 1 don't believe I'm a thinker like
the other group; I'm an operator who tries to put ideas into
practice, and 1'm quite prepared to modify the fdeas to make them
fit the practical situation.
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This quality of open~-mindedness was referred to by many members of staff as
cruclal to the proceas of educational development. Some of them related ft
right back to the college's inception as an emergency training college, and
said that it had strucl them as boing characteristic of the college ethos.
One department, according to several interviewees, had shown itself genecrally
hoatile to the decision to seek a CNAA-validated degree, and took virtually
no part in the activities which ensued. This department subsequently lost
ita principle role and was shorn of responsibilities, gemalning only as a
centre for service teaching on other courses.

The ready availability of information and speed of communication were
secen by most people to have been another crucial element in the successful
promotion of such a malor piece of educational development. In particulax
the appointment, wherever possible, of a member of one of the two main
planning groups as chalrman of sub-groups and working parties was seen to
heve been a useful aid to good communication, allowing virtually all members
of staff to participate in one or more sub-groups and working parties.
Horeover, where a sub-group could see that its plans carried fmplications
for those of some other sub-group, it was encouraged to consult the other
directly, so that there was an adequate horizontal as well as vertical flow
of information.

it would be misleading to suggest that there_were no differences in
perception of how the BEd was 'really’ planned. For example, 'educational
developers' tended to ascribe greater significance to the deliberations of
the formal planning bodies than did the 'keen teachers' in our sample.

Nor was there any absen . of continuing internal conflict. But in compari-
son with other izstitutions which we visited, there was less tension and
less conflict than normal. We attributed this, as did many of our inter-
viewees, to the most distinctive feature of this particular {nstitution ~
the development of a new decision-making framework to meet a new situatfon.

When asked to consider what kind of training, {f any, might be provided
to ensure that other people teaching in higher education might benfit from
vhat had ¢learly been a very successful exercise in institution-wide decvelop-
nent, few interviewees could immediately think of anything that they them-
selves (with perhaps a rather restricted perception of the word) would con-
sider as training. It was suggested that the efficient conduct of committ-
cea might be a useful topic of training, but the general opinion was that
vhate¥er training took place should aim at attitude change rather than at any
particular skill. Several people said that the best training for them had
been their participation in a live plece of planning - 'the whole thing was
a learning exercise; the people at the top learning about the people at the
bottom, the people in one department learning about the attitudes of people
in the next department, the people with the i1deas learning that the con-
straints were real ones, etc'. It was probably with this in mind that some
members of stsff insisted that whatever training took place should be as a
group activity.

Though unaffected by mergers the technical college we visited was
certainly not a static instizution. We chose it both because it had a
number of degree courses and because ft had a reputation for innovation
in teaching. We had no difficulty in finding 'keen teachers’ to interview
in all {ts constituent schools, and those we did talk to had a relatively
sophisticated perspective on educational development. Unlike many. and
perhaps most technical colleges, this one had recognized relatively ecarly
on the need for some kind of institutional backing for educational develop-
ment, and in 1970 had made a member of staff responsible for i{n-service
training and general educational support. She had previously een on the
staff of a developmenteminded division of the college, and the appointment
would seem to have been an example of a progression from the role of 'keen
teacher' to that of a formally designated educational developer within the

a
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sane establishment®., With the addition of two further full-time academic

.appointments and a modest level of media support a Division of Educational

Studies was formed.

Few of those interviewed thought that the possession of technical
skills in teaching had much to do with any success they had enjoyed as
educat ional developers, and they were almost unanimous that, in one way or
another, {nterpersonal skills played a crucial part. Some of them singled
out a heightened sensitivity to student reactions as the most important
attribute.

They said:

- 1 had to look to my students or they would simply vote with their
feet.

= My Trades Council Group had to be held together; persisting with
formal teaching would have been fatal.

- My administrative duties make my teaching more effective, since it
helps me to get to know more students personally and 1 get their
honest opinion on my reaching, as between equals.

- 1 learnt a lot about bad lecturing when 1 was a student myself.

- As soon as a student looks bored, I'm aware of f{t.

- Students are not given enough guidance as to the kind of criticism
which teachers might welcome; some sort of ground rules are
needed.

Others concentrated more upon the interpersonal relationships with colleag-
ues and the skills needed {n this area. Underlying this was often the
unstated assumption that teaching students should be an open activity
rather than a private¢ and individual one, and ft was clear that some of
the .more cecent arrivals at the college i1ad been persuaded that this was

so by the ifaduction and in-service training offered by the Division of
Educational Studies. Among the things that were said were:

- 1Ideas can spread in education, provided that you get the right
people together in the right place.

« 1 regret the lack of open eppraisal of teaching skills.... It could
be done by the right people without being scen as a threat by those
who are being evaluated.

~ In joint problem-solving sessions the staff that are present
exhibit different teaching approaches, which for once are open to
other members of the staff, and can be discussed in sensible
fashion,

~ 1 nov take particular care to talk to people to find out what their
job's about.

- My principal skills are in the forming of relationships with other
teachers and in my natural taste for new approaches,

The value of closer interpersonal relationships with both students and
collengues on the teaching staff was usually seen as straightforward
enhancement of the flow of useful information, but several of the teachers
interviewed showed themselves to have‘a more sophisticated awareness of
the social and political factors which affect the process of innovation.
It was evident that this greater awareness stemmed from successful ex-
perience within the college: another indication, perhaps, of its not un-
favourable climate for fnnovation (Collier 1974).

About haif of those interviewed had had experience outside the usual
academic world, « t of whom saw this as a distinct advantage in thefr
approach to educational development. Some very interesting points were
made:
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-~ Studying science does not include practice in writing clear, simple
English, yet 1 found this esaential in my work in industry.

- On arriving {n teaching from personnel work in industry, 1 found
not only that the standerd of teaching was poor, but that the
selection processes compared badly with fndustry.

« My students respect me because they can see that 1 can do {t {n
the real-life situation.

- 1 see my work in film productions as very similar to the teacher's
role in creating the conditions in which other creative minds
can work.

The interviewer gay perhaps make the point that these people with a wealth
of outside experience are much more interesting to interview, in that they
can fliustrate their points with a wealth of examples and analogies that
*strafight’' academics often do not possess; and it scems very probable that
they are also more interesting people when in the classroom, and for very
much the same reasons.

Througt .ut thc interviews the impressfon wes given that this was a
college ir aich educatfional development was not only possible but actually
encourage.. and some of those interviewed made explicit reference to the
help which they had recefved from the fnstitutional supporl services.

What waa, perhaps, evan more impressive was the way in which many of the
others took it for granted that useful, informed, and non-threatening
support should and would be available to them if they required {t. On
these criterfa the instizutional support services have been successful iu
gaining acceptance for their activities. It {s often difficult to explain
why this should be so in some establishments but not in others, but some
possible pointers in the case of this college may be:

1 The support services did not originate as a media or hardware
group.

~ 2 The original appeintment had been head of the division throughout
tts five-ysars of existence.

3 At the time of tha appointment the head had elready been on the
staff of the college for five years and was, well known to
colleagues in all departments.

& Two later appointments to the division complemented each other
very well, and each member of the division, although able to
call upon colleagues' advice and special skills, seemed to
have a group of clients who regularly consulted him.

5 Over the five-year period, the college in-service training
course in teaching had clearly fostered relatfonships of
mutual confidence between support service staff and the newly-
appointed lecturera who were their student-colleegues.

6 1n preparing some of the staff for the London University
External Certificate in Education, and in nourishing
ambitions eventually to mount a CNAA Diploma course in
teaching, the diviston was fnvilved in development on its
own account, as well as that of the institution as a whole.
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Finally, the support services have played their part fn an {nstitutional
ethos shich was referred to more than once as a ‘traditfon of {nnovation'.

These case studies from the maintained sector have been grouped to-
gether {n a single section because they are as representative of the
sector as a whole as they are of particular types of tnstitution. We could
equally well have chusen a college which had run {nto difficultiea with
its BEd submission or a polytechnic faculty which had fntroduced special
procedures for the deveiopment of curriculum proposals. However, to find
an effectively functioning organtzational structure for evaluating an
institution’s teaching or developing ambitious new proposals was still
relatively rare.’ Short-term considerations, such as getting submisstons
accepted as rapidly as possible and acquiring political support from
rival i{nternal factions, tended to prevent the more careful consideration
of efther course structur or vocational need. Even where a faculty or
college had arrived at a more satisfactory mode of working {t was
noticeable that visitors seeking information and stimulus still gave more
attention to {ts products than fts processes.

CONCLUSIONS AND RESERVATIONS

Throughout the case studies we were struck by the diversity of needs and
the extent to which these needs were rooted in particular sftuations. The
differences, however, are not surprising given the considerable varia-
tions in the kind of problems faced by those interviewed and the kinds of
organizational structure and ethos i{n which they worked. But these
differences do not make a mockery of any attempt to assess training
nceds - they merely point to the danger of coming to any simple conclusions
or postulating any comprehensive and inflexible solutfons.

The main points which emerged from our interviews with ‘keen teachers'
have generally been substant fated by the Nuffield Group and the findings
of our MA students. They are listed below for conventence of reference.

1 Few individuals engaged in educational development would claim
to have specific technical skills {n education and many would
explicitly disclaim ueing any such skills.

2 Those teachers who do think that such skills are {mportant {n their
own situation would usually argue that {t {s reasonably easy to
acquire them.

3 Nearly all teachers emphasized the {mportance of interpersonal
skills, whether these were exercised f{n the teaching and counselling
of students or in staff discussions of course proposals and
problenms.

4 Most people who had significant experience outside the academic
system perceived {t as being a valuable asset to them {n the
curriculum development process.

5 Many teachers were concerned about evaluatfon, both of their own
teaching and of courses to which they contributed. They felt that
{t should play an tmportant role but had little knowledge of how
best to go about it.

6 Some teachers, operating within the CNAA validation system, were
aware of specifi. course description, course design and approval-
secking skills,
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7 There was {ncreasing awareness of the importance of political
skills in educational development.

8 There was a general desire to know what was going on, both in
their own {nstitution and elsewhere. They needed oppdrtunities to
hear about, but not necessarily be taught about alternative
approaches.

Given our sample of 'keen teachers’ and the semi-automatic tendency to
equate training with the formal instillation of the technical skills of
tiaching, it was not surprising that most of the {nformation we acquired
was about people's perceptions of their own teaching performance and its
relationship or lack of relationship to training. Teaching skills could
only be developed 'on the joB' and by people helping each other. So there
would be no support for a lengthy pre-service or in-service training
prograrme in specific teaching skills. A significant number of our {nter-
viewees had taken formal training courses and strongly disapproved of them.
However, short induction courses were welcomed, whenever they were
practically oriented; and workshops based on the analysis of recorded
teaching events, experiment and mutual criticism would also be supported.
Indeed most of the teachers we {nterviewed would strongly endorse the
Nuffield Group’s conclusion {n their final report that:

'The training of staff should be, {n general, a small-scale and
intimate activity; perhaps with pairs of teachers agrecing to
help each other, sitting in on each other's classes from time to
time, and small groups of up to five or six mecting perfodically
to discuss problems as they arise.' (GRIHE 1976)

Since the issuc of {nterpersonal relatlionships almost dominated our case
studies, {t would be rcasonable to infer strong support for the objectives
listed {n Appendix A under Staff and Students and Interpersonal Skills,
though there would be some scepticism about the feasibility of develop-
{ng these qualities to a significant degree. Certainly, any training or
evaluation activity which {ncreased staff understanding of student
perspectives would be welcomed; and developers who could introduce and
discuss {decas like those contained {n, for example, Parlett and Simons
Learning from Learners (1976) would be perceived as getting thelr
priorities right.

The more sophisticated and experienced of our {nterviewees emphasized
the tmportance of understanding the organizatioy and developing the
appropriate political skills, but this was seen primarily {n terms of
getting one's proposal adopted. The organization was seen more {n terms
of something to manipulate than something for which they had a shared
responsi{bi{lity; and the nearest one got to a concern for {nstitutional
health was a feeling that courses should be evaluated. Those whose
teaching brought them into regular contact with outside bodies or mature
professional students frequently discussed the relationship between the
{nstitution and the 'outside world'; and this was also stressed by those
with significant work-experience outside the academic system. Though
it was scarcely mentioned by their more secluded colleagues, {t would
be safe to conclude that an educational developer who failed to recognize
these links between higher education and society would command scant
respect from many of those with whom he would most need to work. .

Course evaluation was seen as important by many of the teachers we
interviewed in the maintained sector, but they were doubtful of its
feasibility in more than a token sense because {t was seen by thelir
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solleagues as a threatening an’ potentially tima~wasting activity. 1f
people were to be trained xs evaluators, their training would noed to
take such hostility and suspicion into account. In the university sector
this need was scarcely, mentioned because teaching was seen in {ndividual
rather than corporate terms and the good teacher was someone who was self-
evaluative, and sensitive to feedback from his students. The students,
however, saw it rather differently. In all institutions they found few
staff who knew enough about the course as a whole to give good academic
advice; and tney were acutely aware that they received only a small
proportion of their course from any one teacher. This raises questions
of corporate responsibility, and indeed accountability, that cannot be
lightly dismissed.

The Nuffield Group respond to this issue in their final report by
suggesting that:

*All degrece programmes should be formally reviewed every five
years; there should be informal discussion of individual courses
each year; and mid~ceurse feedback should be a regular feature of
all teaching.'(GRIHE 1976)

The implementation of such a proposal in a manner which would allay
rather than feed people’s natural anxieties would be greatly facilitated
' 1 appropriate training in course evaluation.d We found very little
derstanding of the newer, more democratic approaches to evaluation, and

suspect that without a great deal more guidance than is currently available
the institution of a regular review process would lead either to open
conflict or meaningless ritual.

Finally we come to the mythical/mystical skills of course design.
We found some scepticism even in the maintained sector as to whether the
skills involved in getting proposals through the CNAA had any educational
significance; and some saw them as purcly administrative and diplomatic.
Those who were obviously skilful claimed to have acquired the ability
through a combination of innate talent and practical experience, while
those who were not so skilful deprecated their importance and significarice.
However, members of support services saw course design as a major priority
for staff training, whether they interpreted it in simplistic ferms or
not. Our own view is that course design can be an extremely complicated
process in some situations, but is relatively simple in others. It depends
on the political, social and academic context. Within a single Honours
degree and a department whose academic norms are unchallenged, the very
{dea of designing a course seems absurd. But when there is a vocational
degree course with a sandwich element taught across several departments
it becomes an administrative as well as an educational necessity. Similarly,
while some people appear to acquire a capacity for course design without
any training, these people are not very common, even in higher education.
Hany of those interviewed in the case studies possessed this natural
talent, but they were not a typical sample of a.l teachers and the manner
of their selection almost guaranteed that they would have strength in this
area.

Lastly, it should be emphasized that we do not see course design as
the simple application of the Bloom-Tyler paradigm (Eraut 1975b, 1976)
although it can be useful In some circumstances. Nor do we believe that
teaching aud learning problems can be solved by the specification of
objectives alone (Macdonald-Ross 1973). Perhaps curriculum development
{s best seen as & kind of socfal and intellectual problem solving which
{s essential for continued organizatfonal well-being; and it is only
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after rationales and structures have been sorted out, both academically
and politically, that the concepts and procedures of the curriculum
developent l{terature can begin to be applied.

Taken as a whole, these case studies reveal many types of instftution-
al problem to which departmentally or {nstitutionally-based educational
advisers might uscfully address themselves; and suggest many of the skills
and qualities which they might need to possess in order to be successful.
But they do not indicate whether such skills and-qualities could be
developed by training. lndeed, many of our respondents were quite
sceptical about the usefulness of {n-service training at this level. How-
ever, we would argue that there is a growing understanding of curricula
and teaching processes in higher education, and the problems of {nitiating
and implementing changes in patterns of teaching and learning; and that all
higher education teachers need to have direct (by training) or indirect
(by consultancy) access to this knowledge if {nstitutions are to make the
best of their increasingly limited resources (CRIHE 1976). Though this
view cannot be strongly supported from the evidence of the case studies,
it nevertheless forms part of our overall interpretation of the training
needs relevant to educational development.

NOTES

1 MNot all the problems we i{dentified were recognized at fnstituttonal
level, and the scarcity of proper procedures for problem diagnosis
became even more obvious when MA students began to report on .
their fieldwork.

2 of The distinction i{n Chapter 3 (page 25) between institutionally
based and departmentally-based educational advisers.

3 This {s probably true for most university support units. it
results partly from their media~service-based origins and partly
from the diffuse authority structure which tends to preclude
change strategies other than social interaction with large
numbers of individual teachers (Eraut 1975a,b).

4 Though he had not a%tended any courses, he still felt the need
for participating {n relevant professional associations
(page 15). .

5 c¢f Gouldner's (1957) distinction between 'cosmopolitans’ and
'locals’.

6 On a number of occasions during the course of the research we were
approached for advice about the appointment of educational
development advisers. We nearly always recommended finding a 'keen
teacher' who was already in the inst{tution and giving him
opportunities for further training. This advice was rarely taken,
but we still stand by ft.

7 Many {nstitutions had instituted a bureaucratic structure for
handling submissions; but this did not necessarily support, and
somet imes even prevented, a more enterprising and collaborative
approach to course design and evaluation.
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8 Although tho researchers knew about important work in
evaluation that was proceeding at this time (Collier 1978;
UTMU 1975) few of those intervicwed were awsre of snything other
than the usual course feedback questionnaire.

- 9 For an example, however, of an institutional evaluation

programme which was carefully planned, see Alexander (1978).
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5 DEVELOPMENT AND EVALUATION OF AN EXPERIMENTAL MA COURSE

FACTORS INFLUENCING THE ORIGINAL COURSE DESIGN

We stated in Chapter 1 that many ideas Zor this course stemmed from the
experience that Sussex University had gained from 1968 onwards in running
courses for an advanced Diploma in Educational Technology and, subsequently,
for an MA in Curriculum Developnment and Educational Technology. While
these courses were focused mainly upon the work of the sclools sector the
broad themes that were dealt with were general enough in their applicabil-
{ty to cater for other needs, as a succession of students from other
sectors would testify. Moreover, assessment was based on students projects
related to the needs of their own institutions, and a third of the
teaching was devoted to {ndividual tutorials. This course had already
taken students from the higher education secctor, and there was evidence
that they had found {t relevant and useful.

Nevertheless, {t was deci{ded to design the new course ‘ab {nitio'
for the following reasons:

1 Although the existing course vas useful for higher education
lecturers, {t was felt that {t could be more closely oriented to
~
thei{r particular needs.

2 There were known to be many differences {n educational development
activities and problems between the schools and higher
education sectors, which might be more effectivelY catered for by
a separate course.

J The rescarch project made {t possible to carry out a thorough
needs analysis for the higher education sector, corresponding to
that already completed for the schools sector (Eraut 1972).

4 New staff were to be involved {n teaching the course, and {t would
help {f they could also contribute to i{ts design.

3 Given our commitment to action research with experimental courses
as a means of {nvestigating training nceds, a new course offered
the opportunity of gaining a new perspect{ve.

So ‘here was no prior commitment to the content of the new course or to
{ts detailed teaching strategy. But we werc committed to maintaining the
same rode of working: {e to a strong emphasis on group discussion and
tndividual, tutorfally-supported projects. ' \

There are two very common approaches to course design; they are
usually t{mplicit rather than explicit and their results are often
strikingly different. One {s to take the studunts as the starting point
and to try to provide for the knowledge and skills which they are thought
to need. If this scems to be the only possible way to design a useful
course, {t {s only fair to say that {t can lead to a s{tuation {n which,
although the students' time {s alrcady well filled, some of the teaching
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staff are unemployed aince their specialities do not colincide with the
students' needs as perceived by the céurse designers. The other way is to
consider the teaching staff svailable and try to harness their existing
expertise in some integrated way. Such an approach {u certainly populsr
although it {gnores students' needs at !ts peril; and ft i{s not always
necessary to aasume that teechers cannot, learn new knowledgc and skills -
after all, the students are expected to.

Although the MA course was prlmarlly designed in the first way, fle
to meet the needs identified in the pilot phase of the research, it was
also influenced by the sipengths and llmlkatlon: of the staff available

- to teach ft. These were:

1 Two full-time members of the Education Area with long experience
in teaching support units, one at ussex (Dr. Michael Eraut) and
tha other at the Open Unfveraity (Hp Brendan Connors).

\

2 One full-time member of the Education Arca with rescarch and
evaluation experience in higher educgtton (Mrs. Carolyn Miller).

3 Tvwo members of the Science rea wlth\extenstve experience of

educational development, who had also, played leading roles in
inter-university projects (Dr. Michael Tribe and Dr.Peter Unsworth).

4 Tvo part-time teachers who were members of the Nuffield
Foundation's Group for Research and Innovation in Higher
Education (Dr. Eric Hewton and Dr. Geoffrey Squires).

One interesting example of this interaction between staff experience and
course objectives .s provided by an important linnovation' which we built
into the course - a two-weck period of ficldwork in fhe middle of cach
term. A new lecturer, coming fn with experience of training research
students without rigid timetablas and unused to taught courses, insisted
on adequate tine for fieldwork in support of student projects and
challenged the traditional assunpton that seminar serica should proceed on
a veekly basis without interruption. Others saw|the potential for
strengthening the link between the course and the students' home
institutions, as well as the difficulty of conducting higher education
fieldwork out of term', and readily agreed. It seemed to add a new quality
to the course, and the following year the schoots-orlented course

followed suit.,

Similarly, a lecturer's interest and exper*ence tn the {lluminative
approach to evaluation (Parlett and Hamilton 1972) led to an emphasis on
{ntervievwing and quatitative evidence., Other survey methods were not
neglected but given a supplementary role, and this in turn affected the
impact of the first term of the course. Not oply do ‘interviews and
questionnaires yield different kinds of lnforma;lon but they also have
quite different effects on the rescarchers using them - a factor neglacted
in many books on research methodology. The experience of #nterviewing had
an emotional impact which helped to deveiop empathy for their students and
colleagues as well as giving important information about how other members
of their institutfons perceived what was going Fn. Students welcomed
this early focus on inter-personal perception, and the 'keen teachers' we
intervieved durlng the case studies (cf Chnpte{.k) also saw it as a
crucial factor in their work.

In the first year the staff's limited experience with polytechnics
proved a handicap, though we attempted to counteract this by giving special
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attention to polytechnics during the pilot phase. The prublem diminished
{n subsequent years because we werc able to learn from our students and
their projects, and from colleagues in polytechnics with whom we
collaborated on our short course programme (cf Chapter 7). The Ruffield
rescarch team also conducted several visits to polytechnics during the
first year of the course, and fed back {nformation through our common
members. One of us had long experience of working with colleagues of
education, and another had taught in further education; though again we
were anxious to expand our knowledge of these sectors via the case studies
and through learning from oug'students.

Finally we should emphasize that just as the interests and experience
of the teaching staff deployed have a modifying cffect on any courre, no
matter how well it lLas been described on paper, so the individual and group
characteristics of the students can (and indeed should) exert an additional
modifying influence. While this gave rise to many minor alterations in the
MA course, it also resulted {n at least one major revision -~ {n the third
term of the first year.

THE COURSE STRUCTURE

Since the first course had to be designed, approved and advertised near

the beginning of the project, {ts initial structure was worked out half

way through the pilot phase before the list of objectives in Appendix A
had been fully developed. At the time we were becoming increasingly aware
of two major factors which we considered essentf{al to successful educational
development. The first was the developer’s awareness and understanding of
how staff and students perceived their institution, their department, their
courses and cach other. Without this kind of understanding teaching
developments will be likely efther to fail for lack of staff support or

to be ineffectual because they do rot meet the students’ real nceds. The
sccond factor (s perhaps best described as organizational awarcness. The
developer nceds tu understand extremely well the organizattion in which he
works, not just the formal {nternal structure but also the {nformal
influences and the external pressures. How de you {dentify the essential
decislon-making prucesses and the various important loci of power? What

are the factors for and against change? What {s the best way So ¢onsult
people? what is the best way to get one's proposals approved?

We decided to cuncentrate on developing this personal and organization-
al understanding of the highcr education context during the first temm,
vhile simultaneously providing tnitial training in research and evaluation
skills., In order to deyelop personal understanding, MA students were to
undertake a pruject which involved them in interviewing staff and students
{n their home institutions as well as discussing the relevant literature;
and we¢ would train them tn open~ended interviewing and the techniques of
{llunminative evaluation. This appeared on the timetable as two seminar
series entitled 'Students and Staff' and 'Research Methods', taught by the
same person and linked with a twoewcek period of fieldwork two-thirds of
the way through the term. Organtzational understanding, on the other hand,
vas dealt with primarily through seminars {n the Organization of Higher
Education Institutions and Curricular Patterns with an asscssed essay on
some aspett of the organization/academic structure of theitr own institution.

The teacthing in the second term focused on individual courses and
problems of teaching and learning. The fieldwork was devoted to a course
evaluation which gave further practice in {nterviewing, provided an
opportunity tu develoup observational skills, and introduced the difficult
task of handling ¢valuation as a soclal process. This meant combining
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empirical evidence with value judgements, {ntroducing the poasibility of
alternative courses, and accepting some responsibili~y for the effects of
the evaluation on the future of the course*. The course evaluation project
vas fed by seminars on Course Analysis dnd Problems of Higher Learning,
vhile a seminar serfes on the Analysis df Teaching and a Teaching Learning
Workshop concentrated on problems of small group teaching and the intro-
duction of relatively unfamilisr teaching methods - simulation, use of
television, computer assisted learning, Keller plan, etc. Another related
topic, that of assesoment, had been scpavately dealt with in the first tem
but vas subsequently moved back to the second term vhere it fitted

more logically.

Our attention in the final term then shifted from diagnosia and
evaluation to development, with four closely related seminar series on
Curriculum Development, Scaff Training, the lnnovatfon Process and
Support Services. With teaching ending in June, a further two months
remainad for the completion of the final project. We had thought that
rescricting the teddPing to two days a week would leave sufficient time
for fieldvork, b ntexference from summer examinationa in their hone

« Institucions and /the difficulties of weckly travel over large distances
led to 2 late sz-dcn: request for two weeks f{eldwork early in the .
summar term. This was granted, but {t left the sominar series badly
fragnented, a structural problem which had to be resolved for the following

yoar. Hence the structure of the course as actually caught {n 1974-5 vas
as follows:

-

Term 1- The Higher Education ConteXt

The organization of higher education institutions
Curriqular pattarns
Students and staff )
Research Hethods ) Including two weeks fieldwork
Assessment
Assessed Work - An fnstitutional profile 3 (20%) aund an casay on
organizational and curricular patterns (10%)
L]
Term 2 ~ Teaching and Learning: Courses

|

|

|

Course analysis (uith two weeks fieldwork) l
Teaching and learning workshop |
Analysis of teaching |
Problems of higher learning i
Assessad Work -~ a course evaluation (20%) ‘
|

|

Term 3 - Curriculum Developnent and Support Services

Support services

The process of {nnovation

Course design and development (with two weeks fieldwork) <
Pre-service and {n-service training

Assessed Work - a major curriculum development project (50%)

It {3 interesting to note that this structure gave two terms to evaluation
and problem diagposis skills and only one term to development skills,
wherecas the existing MA course for the schools sector devoted one term

to the former and two to the latter”., Though many development issues
naturally arose during the course of the first two terms, this change in
baiance reflected our growing conviction, confirmed by the case studies,
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that all people engaged in educational development activities should be
able not only to carry out their tasks but also to assess whethcr those
tasks are appropriate and whether sufficient participation has been *
achieved.It can even be courterproductive to develop problem-solving skills
fn fsolation from problem diagnosis skills, because it is all too easy to
find 'solutions' for the wrong problems.

THE TEACHING STRATEGY ; . .
We had evolved on previous MA coursea a style of re'atively non-directive
teachang which we found appropriate for the in-service education of mature
professionals; and {t vas partly our awareness of the divergence of this
practice from the common imuge of in-service education as formal one-way
expert-to-novice communication that led to the methodology outlined in
Chapter 3. The four main teaching methods involved were scminar digcussions,
project work, tutorials and workshops. We wanted to use all four on the
new course but we had to work out the balance afresh. As before, we had
to recognize that, although proper selection of students would ensure that
all of them possessed some of the qualities we cxpected of educational
developers, they would enter the course at a variety of levels. In certain
arcas of the course some stuffints might be virtual beginners, while others
wer¢ more experienced than any member of the teaching staff. Furthermore,
each student would have a different sec of interests, problems and goals
to be catered for, so we had to zllow for cons{derable variation in what
they got out of the course.

The rationale for the heavy emphasis on seminar-discussions was
approximately as follows.

l .1t is flexible enough to allow an appropriate balance to be
developed between the three main sources of input - the literature,
the experience of the teacher and the experience of the students.
If the teacher's experience {5 largely buflt fnto the design of
the seminars and the selection of reading material, subject of
course to modification in the light of student feedback, then he s
free to assume a much less directive role and to focus his efforts
during seminars onto promoting interaction between ideas,
problems and people.

2 So many features of a personls own institution are taken for grantei
that it takes a strong comparative clement in a course not only to
increase his awareness of alternatives but also to help him under-
stand what he already knows. Given the sparsity of relevant case
study material, this is best achieved by student presentations to
their colleagues as waoll as on-going discussion both in and out
of hours.

3 Our analysis of training nceds plgced considerable emphasis on
getting on with people and understanding other people’s perspectives,
qualities which are most likely to be developed during various
forms of group work. Moreover, we were acutely aware that our
teaching styles could be taken as models for the evaluator/
consultant/developer roles for which the students were being
prepared,

' Clearly ‘the relationship between teacher and student on a formal
course is different from a consultant-ciient relationship, but
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it must not be so different as to fail to communicate to students
what that relationship would be like. 1In. group discussions the
the student is perceiving the problems that arise when groups of
experience€d teachers meet together to discuss issues or to work

on a common problem and ways in which an outsider can promote
productive interaction; and in tutorials he fis often the client
working on a project and getting help from a consultant who may be
much less knowledgeable than himself about many aspicts of the
problem.' (Eraut 1972)

4 The need to accommodate to a sot of group norms appropriate to the
new group would encourage a readiness to acquire and to build on the
attitudes perceived as needed by curriculum developers.

To take just one specific area as an enample, the student group
could de assumed to possess a considerable amount of knowledge about
academic structures and curricular patterns, but there was no guaran~
tee that this would include all the ftems that the project staff
perceived to be of importance in these twe areas. 1t would be nec-
essary for the teaching staff to guage the extent of their own con=-
tributions to seminars so that the most important points were covered
fn such a way that the student group had the maximum amount of time
possible i{n which to contribute and compare their own experiences in
the area being discussed. A seminar of such a kind would begin to
approach the ideal teaching/learning experience in which the roles

of teaching and learning, talking and listening, questioning and
answering, asserting and qualifying circulate among all the members
of the group.

The balance between th. acquisition of new knowledge and the comparison and
sharing out of old knowledge would obviously vary from one thome of the
course to another; and although a knowledge of course evaluation, for ex-
ample, was censidered to be important, it was not thought that most of the
students wouid have much experience in this area. Nor would they necessarily
yet possess to any marked degree the associated skills of not merely knowing
about course evaluation but actually carrying out the process of evaluating
a course. For this and similar areas such as the introduction of alternat-
fve teaching methods, either a workshop or project mode was used. Since
projects are necessarily fairly lengthy independent pleces of work, their
use was largely confined to work that could count for assessment purposes.
Workshops, on the othe- hand, were used for introducing new teaching methods
and for some but not all of the sessions concerned with research methods,
evaluation, curriculum development and assessment. The typical pattern of
workshop first introduced students to or reminded them of certain ideas

and procedures, then required them to practise the appropriate skills in
sub-groups of varying sizes.

Though students were allocatea personal tutors to look after their
fndividual concerns, the major proportion of tutcrial time was directed to
the support of projects. From a third to a half of the total teaching re-
sources were allocated to tutorjals,which gives an indication of the weight
attached to tutorially-supported project work. The reasons for this were as
follows.

1 The projects were learning experiences which allowed students to
learn development skills in as realistic a context as possible.
They were undertaking tasks in their home institutions with all the
political difficulties tbat involved, but with two main advantages:
they recelved regular tutorial guidance; and the course provided a
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useful reason for the project.

2 The projects gave the students some scope for developing their dun
personal concerns and skills - they could choose {ssues and areas of
their institutions which were more or less familar to them, according
to their perception of their own training needs. :

3 The projects constituted a continuing link hetween the course and
the student's own Ipstitution, thus helping to keep the course rele-
vant and providing invaluable case study material for use on future
courses®.

4 The projects provided the individual work necessary for assessing the
student for the award of the MA? without introducing too many art{if{-
cial requirements - an excellent example of how assessment could en-
hance rather than distort the teeching~learning process.

This use of projects had beep a very successful feature of the schools-
orfented MA course and wes always popular with students, but the {ntro-
duction of fieldwork periods in the middle of each term gave it an entirely
new dimension. In spite of the emphasis given to the projects in the course
description and at admission intervieus, studentas were (and still are)
surprised at the {mpact which they have on the course as a whole. More-
over, seconding {astitutions have consistently failed to rcalize how much
work that {s directly useful to them can be completed while their lecturers
are still on the course.

RECRUITMENT AND STUDENT CHARACTERISTICS

The course was included in the department's handbook of long courses for
teachers, and advertised in the Times Higher Educational Supplement i{n a

way that was less than obtrusive when compared with the scale of, say,

recent polytechnic advertisoments. In the first part of 1974 a description
of tha course was sent to all major higher education institutions, with a
request that {t be handed on to those people within the {nstitution most
{ntertnced {n curriculum development. This alhost formed the basis of a
research project {n its own right, since it quickly became evident that some
fnstituticns were not at that time altogether clear what curriculum develop-
ment vas, or whether they had anyone likely to be particularly concerned with
{t. In additfon to the applications evoked by these forms of publicity and
by personal links betueen memt.is of the project and other higher education
staff, there were somo applications for the existing Sussex MA in Curriculum
Development and Educational Technology which were suitahle for the new higher
education course, and {n the event just about enough applications were rec-
eived {n the first year for the usual selection and interviewing processes

to produce the full quota of twelve students. Much the same happened In

the second and third years although the students' home {nstftutions were
rather differently distributed.

»
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Figure 3 INSTITUTIONAL ORIGIN OF STUDENTS ON MA (CDHE) COURSES

Part-
time
1974-5  1975-6 1976-7 1977-8 1978-9 1979-80 1977-80

Universities

1 M 1 2 1 1 3

Polytechnics 2 2 2 6 4 0 10
Colleges of education 7 2 3 1 4 2
Further education 2 3 4 1 1 6

12 12 10 10 10 9 22

Our selection criteria were mixed but rcasonably clear. All courses like

to have bright, well-motivated students; but brightness by itself may not

be enough, and thore are many different kinds of motivation, so that the
interviewing process was aimed at jdentifying students who could not only
discuss curriculum development but had actually implemented sgme of their own,
for which they could provide a rationale and which they could evaluate them-
selves in the light of a realistic grasp of the constraints fnherent in their
sftuation. The ideal student (and there were one or two) was someone who had
done this, who had come on the course at the suggestion of, or at least with
the full knowledge and encouragement of, his superiors, and who had a fairly -
clear idea of the kind of developmont he proposed to undertake for his project
work on the course. The opposite of this ideal student was the least welcome
kind of applicant (and thore were a few of them) who had been given a year's
sacondment on o Buggins-turn basis, who had selected a pleasant seaside re-
sort for twelve months rest and who had given curriculum development next to
no thought durfng all his years of teaching. Applicant® like this were uai-
formly rejected, and the fact that they existed at all scems to pose a quest-
ton mark over the way that valuable secondments, potentially a source of use-
ful new expertise within an institution, are distributed.

The first year’s cohort were the most coherent group, both in thelr char-
2-teristics and in their behaviour as a group during the period of the course.
Although age or rank had not figured in the criteria applied to the selection
proceas, they were almost all senfor, lecturers, and within a year or two of
forty years old. The second year's cohort were more widely distributed in
chronological age and in s~niority within the hierarchy, but were better bal-
anced in the sense that each part of the highor education world was reasonably
well represented. The third year seemed to achieve both coherence and
balance, though the selectors claim no special credit for this tortunate
occurrence. . i :

The range of subject interests was very wide, and while the following
list amply demonstrates this, it should be read with cautfon since some
individuals' interests do not fit neatly into broad subject divisions, and
college of education staff, f{n auy case, are often interested both in the
teaching of their own subject and in education itself as a subject.
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Figure 4 DEPARTMENTAL ORICIN OY‘SEUDEN}S O MA (CDHE) COURSES

Mathematica & statistics 4
Natural sciences 11
Engineering - 6
Social sciences/history/geography 11
Managenent/accounting/law b
Education 12
Educatfion with AV methods/library/counselling 11
Art/f8lm studies/music 7
Liberal studies/English/dranma 6
Nursing/medicine/social work 4
Physical education/home economics 5
Languages . 3
TOTAL

&‘," 4

Thirteen out of the 85 either came from or were re#turning to support
service units, a point we shall return to in our evaluation (see page 60).

THE EVALUATION PROGRAMME - SOURCES OF ﬁgﬂDENCE

1f a course such as the Sussex MA is to prsctise what it preaches, the

{_ Pprocesses both of evaluation and development ahould be continuous and
complementary. Although the highly structured evaluation programme set
out below was essential £ the research project, it would be wrong to
conclude that information on the operation of the course was only being
collected in the ways deacribed. The informal and unstructured evaluation
and development processes were operating at all times, and there was not
a seminar or a tutorfal which did not, {f only by inference from the
direction that discussion took, yleld its own quota of information on the
effectiveness of the course. Coffee breaks, too, were valuable for much
more thsn rest and refreshment, and many vital exchanges, staff-student,
and student-student, took place at these times; and when other MA courses
happened to be in the common room at the same time, a comparative element
was introduced into perceptions of the course.

Nevertheless, it was important to carry out additional formal
evaluation activities as part of our programme of research. A large number
of assumptions about training needs were built into the design of the
course end it was fmportant that these should be properly refined and
tested. The format{ive evaluation of the course would not only help to
improve it by indicating where modifications were nc¢eded but also con-
tribute to the refinement of our original analysis of training needs;
whereas the summative evaluation of the course vas the most effective method
open to us for testing our major hypotheses - (1) that the needs for
advanced training in educational development were appropriately described
(Appendix A), and (2) that these needs could be met by an MA course of the
type we had set out to design.

ERIC
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The effectiveness of the MA course can only be measured in the last
resort by the cffectiveness of the students when, having left the uni-
versity, they seek not only to develop their own curricula but also to
play some part {n curriculum development at the departmental or
institutional level. The time scale for developments of this kind is a
long one, and a full-scale evaluation might call for a follow-up investiga-
tion over ten years or even more, something clearly impossible witidn the
time constraints of the present project. However, it was possible to follow
up the 1974-75 students and try to gauge at least what kind of re-entry
problems they might have expcrienced, together with what developments they
were taking part in at various levels. In particular, of course, we hoped
to establish whether students could report a change of role, efther formal
or {nformal, in relation to curriculum developnent.

The evaluation of an advanced course {s fraught with difficulty. To
begin with, there {s no method that is either universally effective or
universally accepted. Methodologies can range from the highly quantified
to the wildly impressionistic, time scales from {nstant testing to long-
term follow-up, and the number of people contributing to the evaluation can
vary from the single neutral unobtrusive observer to the participation in
one way or another of all those i{nvolved {n the course and {ts outcome.

In general, the style of our evaluation programme was one of maximum
tnvolvement and participation of staff and students, backed by deliberate
attempts to obtain criticism from a wide range of external ‘experts’. To
supplement the {nformal evaluations already described, which continued long
after students had finished the course, we planned the following formal
evaluation activities.

1 Live fcedback sessions at the ¢nd of each term Dec 74
{n which students and staff discussed the course April 75
in the plenary meeting. June 75

2 A short written critique from cach student at the June 75

end of the course.

3 A report from the external examiner based on his Oce 75
assessment of the studen~s' projects and a meeting
with students carlier {. the year.

4 An {nitfal report fro, each student after one Dec 75
term back in their h' me {nstitution.

5 A second report frum each student after two terms April 76
back {n their i{nst{tution; students were asked to
have a colleague read and comment on this report.

6 A students' reunion at which cach student gave April 76
a verbal report of his present activities,
which was then discussed.

7 1Interviews with selected students (7 out of 12) April -
conducted by Professor R.A.Becher who was not June 76

concerned in the design or teaching of the
1974-75 course.

8 Appraisals by external 'experts' of course documents, Jan 75
siudent courscework and incidental meetings with Sept 76
students. Opportunities to pather such appraisals
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arose when we were visited by poople interested

{n the reatarch, during the planning and implementa-
tion of the short courses (cf Chapter 6), and at a
special conferance of educational develcpers organized
at the end of the project in June 1976,

This information was used for both formative and summative purposes, and
students were asked to separate these two aspects of their chinking when
they submitted their raports. Activities 1,3,6 and 8 have continued

for subsequent courses wut 2,4 5 and 7 were confined to the 19745 courge.

FORMATIVE EVALUATION AND SUBSEQUENT CHANGES IN THE couRrse12

In discussing the formative evaluation of the first course, ft is useful

to note the general impression gained by staff that students quickly
acquired a strong pionaering spirit and immense enthusiasm. This was
confirmed by sitors, and by staff and szudents not involved with the
course, many ot whom felt that they were missing sometbing., So ft is
against this background of enthustastic participation that course criticism
needs to be viewed. We shall consider specific problems that resulted in
course modification on a term by term basls, before concluding with some
mote general {ssues raised by students and the staff's attempts to respond
to then.

What ve failed to anticipate {n the first term was the overwhelming
impact of the two weeks of fieldwork. This dominated the students' thinking
and led to their concentrating most of thefr effort on the fieldwork
project. As a consequence the seminars on Organfzation of Higher Education
Institutions, Curricular Patterns and Assessment suffered, apd the
subsequent essays were rather weak. Since the fieldwork proved a highly
successful fnnovation we had no wish to abandon it. Some of the work was of
publishable qualfty and students were taken aback by the i{ntensity of the
learning experience. As one commented:

'I've learnt more about my college in two weeks fieldwork than fn six
years teaching theve.'

Accordingly, we postponed the assesament seminars to the second term and
conbined the two pieces of assessad work into a single project, asking
students to set the speciffc issues rsised by their fieldwork against a
background analysis of their institution's organizational and curricular
patterns,

The second term raised & rather different kind of problem - getting
started, Students arrived partly cuphoric from the first term and partly
exhaustad by vacation work on the project. The projects had to be handed
in at the beginning of the second term and were still uppermost in students’'
minds when, suddenly, they found the new term upon them and a new set of
concerns and demands. Something was needed which would bring the group
together, refocus thefr attention, provide a forum for discussion hetween
themselves and generally maintain the impetus buflt up during the first
term. The solution was suggested by a student after we had tdentified
and discussed the problem. He had been impressed by the enjoyment derived
by students on the schools course from a workshop lasting several days
on the analysis of curriculum materfals., This was therefore brought into
the higher education course as an opening cvent. The other changes i{n the
second term have been relatively minor; and the seccend project has been
found to butld very uscfully on the experience of the first, developing
skills of analysis and argument while giving further practice to collecting
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empirical evidenco.

As we mentioned earlier, the third term was badly fragmented by the
fncidence of a two-week fieldwork period in the middle of an already short
term. Moreover the corporate momentum of the course weakened as students
shifted their attention almost totally onto their major projects and the
problems of returning to their own institutions. We decided to try and
improve the students' diminishing interest in each other's work by intro-
ducing a week at the end of tho term in late June when they could report
back to the group on the progress of individual projects. This helped
mafintain cohesion and also offered us the opportunity of pointing out the
links between the work of different students at a time when they were
fnclined to overemphasize the uniqueness of the problems they were
tackling.

We also added a submission~writing workshop to the curriculum
development seminars. We had been, perhaps, so concerned with the reality
of curriculum development that we had neglected the rhetoric. Although
their precise effect on teaching {s often problematic, course submissions
are important documents which need to be well prepared. Students requested
more assistance with this particular task and staff readily agreed, as
they themselves were becoming increasingly concerned about the poor
quality of somez of the submissions they had to interpret when working for
validating agencies. The method used was the group editing (2 or 3 in a
group) of existing submission documents; and the workshop was placed early
in the third term as {t had the useful secondary purpose of showing
what happened when course rationales had been insufficiently developed.
The effects of the other major problem ~ lack of consultation over
submissions - had already been fully documented during the first two
projects, and it was helpful to show that curriculum development required
thought, argument and imaginatfon as well as consultation and participation.

The need for all these modifications was jdentified by a combination
of informal discussions between statf and students and more formal end-of-
term feedback sessions. But there were other criticisms which did not so
readily lead to changes in the course. There were inevitable mismatches
between a course which had to be designed with the interests of the whole
student body in mind and the expectations of any one individual student,
with the resylt that some criticisms were mutually contradictory. One
student, for example, might ask for more time on a toplic while another
asked for less; and one student might prefer a more structurod teaghing
approach than another. It was difficult to respond to these criticisms
at the time, other than by pointing out the flexibility inherent in
individual projects and tutorials; and often the problem proved to be
temporary or idiosyncratic. However, two m.jor issues remzined unresolved.
These were (1) the extent to which plenary sessions ware unduly concentrated
on particular types of institution; and (2) the degree of guidance given
to students as to what was requived of then.

Major institutional differences of the kind described in Chapter 4
have always been a problem on the course, though they are also a source
of strength. Contrast often lends depth of understanding, when so much
of the ways in which our various {nstitutions work gets taken for granted.
Some students tend to worry about the limitations of a mixed group while
others enjoy its benefits. This problem was greatest on the early courses
when tutors had less experience to draw upon. Onec response has been
through a programme of guest speakers and special events: eg a special dis-
cussicn of problems of implementing BEC and TEC schemes, or a simulaticn of
a CNAA v'sitation. Another response stemmed from students asking for more
work in zmall groups. The first course consisted largely of plenary
sessions and individual work, and we recognized that some students who felt
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a little inhibited in plenery sessions still had a lot to contribute. We
therefore tried to institute a number of occasions in which groups could
work on problems from the *fewpoint of their particular sector and then
report back to the plenary <or cross-scctional comparison.

Tho issue of guidance is possibly mere difficult still, Staff have
learnt from experienca and students have gained from having access to the
work of their predecessors, but an underlying dilemna remains. To insist
upon a standard pattern of major project, carrying 50 per cent of the total
assessment weighting would certainly have enabled the teaching staff to
glve more precise guidance as to whet students should do, but this would
be to restrict the students' ability to pursue their own interests and
problems. 1t seemed to the staff that {t should always be possible for a
student to pursue a theme which, though f{diosyncratic, was highly relevant
to his,own situation, and that any restriction of the form or content of
the major project would be entirely against the whole cthos of the course.
It may be that operating f{n a climate of considerable uncertainty is one
of the key skills in curriculum devclopment in higher education, but this
should not nacessarily lead to assessment becoming a sort of initiution
ordeal with a high level of anxiety. However, the external examiners at
the end of the third course ccmmented with some justification that, while
this freedom has henefited the stronger students and enabled them to
produce original and exciting work, it had not necessarily helped all the
students. Some had been allowed to attempt very ambitious work when they
could make little headway in the time available. The tutors concerned have
come to the conclusion that they have to use a great deal of intuitive
judgement. By the third term they are getting to know individual students
very well: they have observed how they tackle their work and they have
read the results: fe the reports from the first two projects. Students
often present ideas for their final project which fit neatly into the
generel scheme: eg a course with which they are familiar in their own
institution to be re-vamped as a contribution towavds the development of
a new course for CNAA or TEC validation. Most students should, by the third
term be able to deal effectively with such projects.

The difficulty arises when students have been fired by enthusiasm
generated by discussion, reading or work on earlier projects and wish to
explore areas that are not familiar to them or to their tutors. It some-
times seems that they might *bite off more than they can chew': the tutor
must then be firm and discourage over-ambitfon which might lead to disaster.
Negotiations can sometimes be difficult and a grea deal of sensitivity
and diplomacy is required. Generally students will .ccept the reasoning
and lower their sights - although some have later auplied to do higher
level rescarch work in the same topic.

SUMMATIVE EVALUATION !3

Notwithstanding the shrewd and soundly-based criticisms from students,
considered above, it was clear that all of them had enjoyed the course,

and that most saw it as a critical event in thair lives. Many mentioned
their heightened awareness of the complexity ov the problems of educational
development, while all of them demonstrated that same awarencss by describ-
ing their activities within their institutional context in ways which were
very different from their responses to much the same questions at the
interviews which originally led to their selection for the courae. Some
referred to a new confidence in their relatlons with their colleagues, and
others to a more considerate work-style. One said that he was 'less of a
bull {n a china shop', while another, who thought he had changed his style
of management, was described forthrightly as 'less aggressive' by the
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calleague he had asked to comment on his report.

When asked in June to prepare a summary of thefv individual appraisals
of the course for presentation to the project's steering committee, the
first group of students chose to offer a collage of quotations, one from
each student's report. Though this could be regarded as giving an unduly
favourable itmpressfon, it was their own decision and {t does give an
accurate portrayal of the kind of points which the students chose to ~
emphasize. - )

‘It got me over a dangerous propensity to think that 1 was
sensitive to what others thought ~ fieldwork showed me
that my preconceptions could be wildly {naccurate. It also
brought me to realize the incredible complexity of the
polftfcal structure of tnstitutions, and that tho taking
of decisions did not always {nvolve following one’s own
perceptions of what was a correct course of actfon.’

'l am sure that 1 still do not have {mmediate answers to
. many of our problems ... the big difference is that 1 now
. view the curricular sftuatfon from a wider perspective and
1 certainly have the confidence to try different ways of
dealing with difficult {ssues.’

'The course was finvaluable in helping to fdentify, focus and
develop a wide range of skills required.’

‘The most beneficfal effect has been the weaniny away from
a hard-edga educational technology approach, to sne which
(1 hope) enables me to tolerate the duality of the formal
and fnformal curriculum, and focusas cn the teaching/ \
learning sftuation as a social situatfon i{n a social system.

'A dynamic learning experience within a highly cohesive group.'

‘... helped me to prepare for the next stage of innovation in
the polytechnic. The first stage 1 sece as being near completfon,
fe the development of new courses. The next stage will, I
believe, be in the form of improving, modifying, and

changing reaching and learning methods. '

‘It has frcilitated a major revision {n my thinking about
educaticnal rasearch. The re-adjustment has not been casy.'

*What 1 valued most was the i{nteraction and exchange of ideaa
and experience batveen all concerned - both staff and studenta -
and I believe that the deliberate flexibility and effective
use of the opportunit.es it gave were an Important factor in
the learning process.’

'... dofinitely more aware of teaching/learning problems {n
higher institutfons; better cquipped and more confident in
helping to {nitfate f{nnovatfons.

yBefore beginning the course I could have been described as
an enthusfast who thought snd convinced a few of his colleagues
that team teaching was the answer to all problems associated
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with teaching engineering subjects. 1 am now more awars of
the vealth of pedagogical possibilities and the importance
of looking at the develcpment of courses as a whole. '

‘T feel better abla to carry out the functions of a process
helper within the institution. One cannot help befng made
aware of the limitations of one's role due to (a) institution=
al climate, (b) the attitudes of colleagues.’

'More knowledgeable; more politically guare (devious?); more
confident to disCull on foreign terms; more Knowledge of
alternatives.'

Those comments bear eloquent testimony to the educational value of the
course, but they uo not provide adequate confirmation of our training
needs hypothesis. For this we needed evidence that the students found
their training useful and appropriate after they returned; and later
reports were requested for this specific purpose. Their continued approval
of the general content and style of the course was expected, as they had
many opportunities to discuss this while they were still with us. They
had also been a.'e to demonstrate som2 of their newly developed skills in
their final projects, However, we still had to find out whether these
skills were useful «fter thay were re-absorbed by their employing
institutions, and whether thedir training had enabled them to assume any
different roles. Later reports from the students themselvea form the
major part of our evidence, but we were also able to make cross-checks

on their validity:

1 By asking their colleagues to comment on the reports (the
colleagues concerned werc selected by the students themselves as
this was felt to be the only morally defensible procedure):

2 By recelving evidence of their contributions to their {nstitutions
from several independent sources (a procedure we could hardly
avoid, given the overlnpptng menbership of professional nctworks
and asaociations) \

3 By getting Professor R.A.Becher, a new member of our staff who had
not then taught on the course, to fnterview former students six
months after they had completed the course.

As a result of these enquiries we are satisfied that the evidence of the
students’ reports is substantially correct.

One important point which emerged from these reports was the all-
pervading influence of what has been called tho fnstftutional climate for
innovation. This climate varies from one location to another: it has a
profound fnfluence upon what development takes place, and constrains the
activities of the developers. And, like the weather, it i{s only partly
predictable - one student reported that redundancy fears had made his
colleagues retredt into conservatism, while another, in a similar codllege
not & hundred miles avay, reported that the same fcars had lad to a markad
shift in favour of innovation. Thz institutional climate would certdinly
secm to ba one of tha prime variables affecting the usa of the knowledge
and skills gainod on the course. Low expectations of a returning student
can maka it difficult for him to change his rule, while high expectations
can lead to u successful rola-change irrespective of the nztuve or |
relevance of the course, !
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Nevertheless, without falling t.

much into the post hoc ergo propter

hoc tallacy, it would seem that attendance on the MA course has had a
marked positive effect upon the careers of most of the students, and that
thelr new appointments and roles indicate that they are having an fmpact
upon educational development within their own institutions. While maintain-
ing thef{r anonymity, it is worthwhile listing the effects on all twelve

of the 1974/5 intake.

I Now award tutor f{n a college of ¢ducation

2 MNow co-ord.nator of a un:versity educational technology unit, for
which pucpose he had, in fact, been nominated for the cCourse.

3

—

polytechnic department.

Has established a curriculum development unit within his

4 Mas taken a university research appointment, directly connccted
tork on the course; continues to design short
courses for his polytechnic on a part-time basis.

wich his project

5 1Is moving from an AV service role into a teaching role.

6 Reports an extension of the development roles which he had occupied
before the course; has published a Sussex Occasional Paper.

7 Took major responsibility for a CNAA degree submission which he
4 began as his major project on the course.

8 Has a new post with special responsibility for curriculum
development in one particular area.

9 A new appointment in another college.

10 A new appointment in another college.

11 Promored and given special rcsponslbllltles for the introduction

of TEC schemes.

12 Has taken up a temporary Sussex University research appointment,
before returning to his college.

DR
A3 can be seen, four of the students (4, 9, 10 and 12) haVé, at least for
the moment, given up full-time employment with the institutions at which
they were serving before coming on the course. While their motives in

doing this have been mixed,

it is clear that dissatiefaction with develop~

mant opportunities played some part in their decisions, and this is
probably connected with the institutional .limate for innovation alrcady
referred to. It is also remarkable that, at a time when new appointments
such a high proportion of ex-students have had
little difficulty in changing johs.Most of those who have stayed in post,

are relatively scarce,

however, have had significant changes of formal role to report; and,

perhaps, more important, some of them see indications at an informal level
that their colleagues are looking at them with new eyes, and that the
course has been, if not the sole cause of a new infornsl status, at least
the trigger which has set this in motion. Nine out of the twelve reported
making either direct or indirect use of their major projects.

6

3

0
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Those seeking confirmation or elaboration of these points may wish
to consult Appendix B where excerpts from the reports of six of the
students have been {included.

Finally, we should mention the strong support given to the course by
8 succession of visitors whom we received during the period of our research.
They wgre normally given the opportunity to meet some of the students as
well as the staff; and their responses, while not giving grounds for
complacency, were wholly encouragiug. They were surprised to find such a =
radically different approach to MA teaching but were usually convinced
that this was a more appropriate way to meet the needs of the students and
their parent institutions. This i{nformal external evaluation became
relatively formal at a 3-day conference for educational developers in
higher education which we held at the conclusion of the project. Detatled
course descriptions a.d samples of student project work were available for
examination; and there was considerable agreement that this was the kind
of work that was most relevant to their {nstitution's needs.

A}

NOTES

\\\\\\ ! Freviously fieldwork had been confined to vacation periods and off
fays free of timetable teaching. Though not wholly satisfactory,
{t was at least feasible because school terms did not coincide
with university tarms.

2 This section describes the rationale for the original structure .
Modifi{cations to this arc given on pages 55-7, where a much more
detailed description of the current (1979-80) course can also
be found.

3 As the course has matured over the years ye have recognized the
need for the curriculum developer to face the sometimes unpalatable
fact that politics {s part of the businesa. We have come increasingly
to the view that the nature or power and authority must be under-
stood both in a theoretical and practical sense in order to bring
about desired changes. Seminars and readingd have changed to
reflect this focus.

4 A more detailed account of how the course handles training in
evaluation can be found in Evaluation Newsletter (Miller and
Eraut 1977) .

5 This rather misleading title, borrowed from the schools MA, often
referred to an empirical study of a particular institutienal
feature rather than a profile of the institution as a whole.

6 The MA (Curriculum Development {n Schools) has since been modified
to give a balance of about &4 : J {n favour of diagnosis and reduce
the pressure on the first term.

7 Many of these were run by the students themselves, some of whom
had special expertise.

8 A few students undertook projects away from home in order to gain
wider experience (usually the course evaluation project). Overseas
students had to do 2 away projeccts.

9 Paired projects were encouraged rather then discouraged, though
no student undertook more than one,
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Although tho third, 1976-7, year of the course took place aftar
the conclusion of the research, ve have included information about
ft in this section. Student statistics for 1977-78, 1978-9 and
1979~80 wera added when the report was being revised for
publication.

The terms formative and susmative were introduced by Scriven (1967)
to distinguish betwcen evaluation for purposes of course improve~
ment (formative evaluation) and evaluation to judge the work of

a course (summative evaluation). The latter includes making
Judgements about value as well &5 about effectivaness. ’

This Section rcfers oniy to changes consequent on the formative
evaluation of the early experimental coursss. Chapter 6 gives
detail of the current course.

A detailed description of the latest courae (1979-80) s given in
the next chapter. Since this ingorporated changes resulting from
the formative evaluation described above we believe it was an
{mprovement on the 1974-5 course. But it {s ths summative
evaluation of the 1975~5 course which ts presented below.
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INTRODUCTION

Several readera of our original research report said that they would 1like
to aee a more detailed description of the MA course. They wanted to snoe
how certain ideas were put into practice and to get a better feel of the
way it vorked. Since this interest was in the course rather than the re-
search we thought ft would be most appropriate to respond by describing
the current course rather thsn earlier versfons. In providing this
description we have tried to find a, style in keeping with the rest of
the moncgraph and to avoid the temptation of either writing a CNAA-style
submission to display our erudition or else attempting to capture the
total experience. We lack the novelists's touch and cannot provide the

- book of the film.

Formative cvaluation of the course has continucd cach year. We have
sought the views of students on the course, listened to the comments of
visitors and internal examiners, and taken the opportunity of consulting
former students whenever we have met them. Changes have been made from
year to year in response to these comments and to changes in our intake -
we now have more students in the FE sector; but the staffing and structure
of the course has remafned more or less ronstant since 1977%. The
changes over the first two years were desc.ibed in Chapter 5, and the
diagram below shows the structure that resulted“., This overview gives Lhe
main features of the .urrent course together with the qualities which it

* is hoped to develop fn our students. Individual parts of the course have
been numbered to assist cross-referencing in the description that follows.
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Figure 5 SUMMARY OF HA (CDHE) PROGRAMMES

COURSE PROCRAMME

PERSONAL DEVELUPKENT OF STUDENTS

TERM 1 The Context of Teaching
and Learning

1 Curricular Pactterns
(eg boundaries of a discipline;
modular structures)
2 Organizational Structures
(eg pover, conmittee responsidie
1ey)

3 Scaff and Students
(eg effects of the institutional

context on tfnchlng and learn~
ing ~'hidden implications)

& Methods of Inquiry
To obtain information about 1,
2 and 3 above (eg analysis of
documents, interviewing teche
niques, questionnaires, etc)

, the range of perspectives that

Greater avarensss of the variety
of curricular pstterns, their
advantages and disadvantages, and
the types of organizational
eeructure they {uply.

Awareness of the differences and

staff and scudents have on teach-
ing and learning fssues and the
effect of the context on these.
Skills to obtain and anslyse
{nformation from staff and
students.

Project 1 A teaching and learning
{stue, inethe home {nstitution,
showing {rs links vith organi~
zational structure. -

Ability to select a topic re~
levint to home institution,
carry out data collection there
successfully, and write report,

TERM 2 Analysis and EZvaluation of

Courses

1 Methods of Evaluation

{eg Staka, Scriven, Case Study

methods, etc)

Anelyris of Course Materials

Ob jectives N

Analysis of explicit and
implicit aims and objectives

4 Asgffsment Procedures

(eg effects of different pro-
cedures, advantages , dis-
advantages)

5 Alternative vays of teaching and
learning on 4 course (e
independent lesrning, small
aroup teaching)

-~

{aateness of diffcrent evaluae »
tion models metheds and purposes.

Ability to analyse the assumptions
behind different kinds of
courses.

Ability to viev a course against
alternative ways of running ft.

Project 11 Analysis of a Course
( in home {institutions or eise-
where)

Ability to negotiate and succiss- R
fully conplete an evaluation of
a course in action,

Tron ) Development of Courses and
Curricula

1 Curricutum Develooment

“

lnnolycggn“ud {es of different

types of innovation)
3 Teaching and Learning Support
Units
(ag providing rescucces to help
serff evaluate and develop
courses)

Ability to develop a range of
perspectives on curriculum
development 43 an interpersonel
and problem=solving process.

Development . nd appraisal of
self as a resource perion for the
institution on rsturs,
Apprecietion of the fmvortance
of interpersonal skilis in this.

Project 111 A piece of curriculum
development

Abiliey to sign a course to it
a jarticulfr’context, and
negotiate it with those likely to
be involved.
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THE FIAST TERM

The first term of the course focuses on the {nstitutional context, and the
range of differemt perspectives that {ndividual members may hsve about {t.
The seminar series are entitled Organization, Curricular Patterns, and
Staff and Students. Each of these topics relates the explicit .structures
of the {nstitution to their transiation i{n action by di{fferent individuals
with vsrying needs. Thus Organization discusses how formally assigned roles
nay be interpreted i{n practice. Curricular Patterns links the educational
{deas behind a particular type of curriculum with the i{mplications they
have for i{ts use. Staff and Students looks at aspects of the *'hidden
curriculum' {n teaching and Learning; the assumptions, rules of thumb

snd expectations that people build up {n operating within the constraints
of their learning milieu. The seminars feed into the first project, in
which the student chooses a teaching and learning fssue of relevance in
his or her home {nstitution, and collects and analyses {nformation abouc
{t during a two-week, mid-term 'field trip'. The problems of setting

up this project, and the advantages and limitations of methods that can

be used for collecting data arc discussed i{n the Methods of Inquiry
seminars. Further details of each part of the course are given below.
Curricular Patrerns

Seminars on curricular patterns aim to give students the opportunity to
take a close look at the main current alternatives to the threa-year
single-subject Honours course.

The series begins with a bricf {ntroductory session on the evolution
of, and rationale for, the traditional pattern, and goes on to consider,
{n turn, unit and modular course structures, various types of ‘'broad’
courses, and interdisciplinary programmes. Each of these msin themes is
given two sessions. The first i{s a general discu.ision for which students
prepare on the basis of a selective reading list; the second comprises a
series of {llustrative case studies which students contribute on the basls
of thei{r own experience. The remaining twe seminars aim to set the ldeas
generated in these discuscions {n a wider context. The first looks at the
{nterface with work and society, {n terms of such concepts as sandwich
courses, recurrent education and open-learning systems. The second and
final session examines the complex {nter-relationships between curricular
patterns and the organizational structure {n which they are embedded. It
thus brings together the two strands which have hitherts been considered
side by side.

One theme emphasized throughout the series {s the tension between the
structure of knowlzdge and {ts social determinants - between the cate-
gorical accounts of various philosophers and the relativist views of many
sociologists. The recognition of this tension should help the student to
appreciate some of the practical as well as the theoretical problems gen-
erated by non-traditional curricular arrangements, --1 contribute towards
an undarstanding of the fnterplay between curriculum and organization.

Orpanization

The introductory course on organizational structures |s intended to provide
students with some understanding of varfous nossible styles of organization
and of methodologies which have been developed for studying them. Ideas
about organization are compared and related to students® own experience ol
working {n complex institutions.

The main aims of the course are to enable {ndividuals to appreciate
more fully the structure and the processes which together define their own
institution, and the ways in which these place constraints on {nnovation.
It {s {ntended that this should be achieved by a broadening rather than a
marrowing of focus, and considerable emphasis {s placed upon the exchange
\j 1formation. Students are nyvlled before coming on the lourse that
ERIC .
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they will be expected to present to the group a brief outline of their own
organization.

The environment in which the organization exists {s also considered,
particularly the political, financial and planning constraints which impinge
upon {nsti{tutions. The effects of the policies of the DES, of LEAs, of the
UGC and of the CNAA are explored.

Students are advised to direct their reading towards a consideration
of the following issues: the meaning of organization and organizational
structure; the nature of power and authority; the implication of depart-
mental structure; the notion of organizational culture, the concepts of
colliegiality and bureaucracy; the meaning of 'role'; and the way in
which organizations attempt to control their members. ‘

Reading has to be wide ranging and cover general texts on organization
such as Handy's (1976) Understanding Organisations; Salaman and Thompsons'
(1973) People and Organisations; and books or articles dealing with spec-
ific themes such as Trow's (1976) American Academic Department as a Context
for Learning, Noble and Pyms' (1971) Collegial Authority and the Receding
Locus of Power; or topical reports {ncluding Oaks, Haycocks and CNAA
discussion documents.

Staff-Student Context and Methods of Inquiry

Methods of Inquiry and 3taff-Student Context seminars are clc 7 linked.
The questions and problems posed in the Staff and Students sessions lead
into discussion of the kinds of methods that can be used to gain {nformation
about them.

The a'm of the seminars is to emphasize rhat educational settings are
complex sociai contexts in which the participants have d{fferent perspect-
{ves and experiences. This has important implications for how problems
are perceived and defined. An appreciation of the different priorities,
expectations, concerns and assumptions of staff and students i{s essential
{n understanding particular teaching and learning settings. This {s {ll-
ustrated in the early seminars by discussion of case studies focusing on
particular issues, and later by students applying this to examples from
their own institutions. For bith kinds of example, the questions posed
are discussed and then related to methods of answering them. Some of the
case studies are used every year - Snyder's (1971) The Hidden Curriculum
at MIT, Miller and Parlett's (1974) monograph on assessmen%z at Edinburgh,
and Perry's (1968) study of the intellectual and ethical development of
college students. Others are chosen to suilt the {nterest and experience
nf a particular cohort of studer.>. Work by former students and on-going
research at Sussex also provide relevant examples.

Sendnars in the latter half of the term focus more on the problems
being investi{gated by the students for thetr first projects. The students
are encouraged to formulate issues and questions and to work out methods of
inquiry that will lncrease their understanding of them and yield appropriate
evidence. Specific skill training is provided by workshops on interview~
{ng, participant observatlon and questionnaire, design. Most of the method-
ological discussion {s based on the case studies, the training workshops,
and the projects; but a few key texts such as Schatzmann and Strauss's
(1973)_Field Research, McCall and Simmons (1969) Participant Observation
and Parlett and Hamilton's (1972) Illuminative Evaluation are also used.

The First Project

The first project, afthough less crucial in terms of assessment (only 25
per cent} i{s often regarded as the most {aportant by students because of
the impact it has upon thenm. For most, it {s their first {ntroduction to
research of this kind; for many it is thefr first acquaintance with

7
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research of any kind. To make this clear to prospective applicants we
have added a postcript to one of the course outlines as follows:

Although {n many respects, this {s a taught course involving .
seminars {t also has many elements in common with a research
degree, students inevitably focus a great deal of attention
upon their projects and most tutorials and workshops are con-
cerned with these. Experience on the previous courses has
shown that the combination of course work and project {s an
extremely powerful form of learning but it {s one which places
considerable onus upon students. , It requires of them flex-
tbility, i{magination, selectivity, autonomy and persistence in
their work: In other words all the qualities of a good re-
searcher.

In addit{on to the discussion of projects in seminars, each student
{s gliven individual tutorials specifically on his own project.

The projects undertaken {n term 1 have covered a wide area of i{nterests
{including att{tudes of staff and students to team teaching {n a college,
problems of small subject groups {n a polytechnic, student {nduction i{n a
polytechnic , the experience of overseas students in a university and
morale in & closing college of education.

THE SECOND TERM

The main focus of the second term is a project to evaluate a particular
course In action. Agafn there is two weeks fieldwork towards the end of
the term. Half the term’s teaching {s directly concerned with preparation
for this project, while other seminars continue to develop students’' know-
ledge of different types of higher edvcation practice. So the curricular
pattern theme of the first term {s followed by a similar appraisal of
assessment schemes and alternative (or less traditional) apprvaches to
teaching and learning. These seminars raise {ssues relevant to course
evaluation as well as broadening the students' repertoires for their
curriculum development project in the third term.

Methods of Bvaluation

Seminars on methods of evaluation suggest possible frameworks for conducting

the course evaluation project. The evaluation literature is used more to

alert the students to the {ssues than to provide detailed guidelines, be~

cause 30 much of {t {s based on the resources and expecience of full-time

evalustors and {s unsuited to the needs of scmeone working on relatively

small-scale, home-based evaluation projects. Salient papers by Cronbach,

Parlett, Scriven, Stake and others are discussed; and considerable atten-

tion i{s given to the problem of negotiating a course evaluation and gaining

the involvement and participation of {nterested parties. The general
|
|
|

approach {s that swwmarized {n Eraut (1978), with students' choice of
emphasis and empirical approach varying xccording to their {nterests, the
context and the nature of the course befng evaluated. Detailed method-
ological discussions are largely saved for tho tucorials, so that they can
give close attention to the particular context in which the evaluation will
be conducted. Another important skill {s the ability to write up the eval-
uvation {n a report which {s helpful, fair and useful to those who have
agreed to take part. Hence the problems of focusing a report, and hand-
ling different value positions among client groups are fully discussed,

both {n tutorials and in post—fieldwork seminars.

Q 7 3
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Analysis of Course Materials and Objectives

The analysis of course materials is taught in a one-weck workshop at the
beginning of term, using techniques developed by earlier research at Sussex
(Eraut 1975,. Students work in small groups and analyse anything from a
traditional tex*book to an independent study course. The purpose is to
disclose underltyin, structures and assumptions and to develop criticism
from several standpo:-~ts.

The workshop on ob;ectives {s shorter, not being concerned with the
writing of objectives but w.*h their role i{n course planning. It also
attempts to sort out the very .- nfusing l{terature {n this area. Bloom's
(1956) taxonomy {s introduced thr.ugh the analysis of examination papers,
and this leads on to a review of other a tempts at classifying objectives,
and the different problems posed by diff.rent subjects. Course documents
containing statements of objectives are th>n examined with a view to estab-
lishing the status of these objectives, their success in communicating the
author's intentions and the degree of specificity. With this practical
feel for how people use objectives it {s then possible to approach the more
controversial literature for and against using objectives {n curriculum
planning and for students to draw their owr conclusfons.

Assessment Procedures

A short set of seminars introduces students to the range of assessment
practice that can be found In higher education, and to the many controvers-
les that assessment deci{sions have initiated. They have to work out how
they could evaluate an assessment scheme and get to know the main themes in
the assessment literature. Rowntree (1977) {s used as the main text and
supported by a large portfolio of articles on assessment.

Alternative Ways of Teaching and Learning

The course on alternative ways of teaching ond learning involves a number of
separate elements concerned with {ndependent learning, student s udy methods
and small group teaching. The Intention {s that these developments should
be considered in broad terms so that the full range of possibilities can be
appreclated. The reasoning behind the methods, and the {mplications for
organization, resources and {ndividuals are critically examined.

Small group teaching involves students in a consideration of che aims,
methodulugles and resources associated with this mode of teaching and learn-
ing. Use {s made of videotapes and role playing.

Independent learning requires a bsoad examination of the idea of in-
dependence {n higher education aid the many ferms in which it is {mplement-
ed. Specific schemes ranging from self-placed, formalized programmes in a
specific subject area to more broadly-based student-negotlated courses are
looked at in detall. Study skills and 'learning to learn' are topics which
also receive attention.

Stodents are encouraged to study and reflect on their own experience as
'temporary' stud. .s. In thelr new role, what meaning and {mplications
does independent learning have for them personally?

In recent years {t has begun to take on the appearance of a student-
directed course, Students make many of the deci{sions normally made by a
course tutor, particularly those related to content, modes of teaching and
learning to be adopted, and the reading to be undertaken. In this way the
relationship between independent and co-operative learning (in a group) can
be explored. The readicg varies from year to year but {n the past students
have adopted books ranging from Dressel and Thompson's (1973) Independent
Study, Rcwntree's (1972) Educational Technology {n Curriculum Development
and Pirsig’s (1974) Zen and the Art of Motor Cycle Maintenaace.
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Second Term Project

For their second project, students have to evaluate a course or part of a
course being taught in a higher education establishment. Where possible
their evaluations should be useful to those teaching the course. Support
{s provided by seminars and tutorials. Pzst students have undertaken
evaluations of a wide range of courses, including an HNC course in medical
'laboratory subjects, a modular degree course at a polytechnic, a correspon-
dence course Jn underwater engineering, a foundation course in art and
design, a degree course in accounting, and the teaching practice element in
a2 BEd degree.  Like the first project, it counts for 25 per cent of the
overall marks and ts 10,000 - 12,000 words i{n length. Students tend to find
{t difficult to keep this particular project down to size.

The Third Term

The work in the third term on curriculum development draws {ts strength from
the previous two terms. Having studied the tnstitutfonal context in term
t, and evaluated a course in term 2 in rclation to {ts context, students
have the background to begin work on developing a course which could be
implemerted i{n their home institutions (Project 3). Their previous work
on evaluation has fllustrated the complex process of translating aims and
objectives {nto reality, and the need for the course to fit its setting if
it {3 to work successfully. The seminars {n term 3 use case studies to
{l1lustrate a variety of experiences of curriculum development and innovat-
fon, and the lessons which can be learned from them. while tutorials give
specific support to the third and major project.

Another feature of the third term is students' questioning of his or
her own role on returning to the {nstitution. This reappraisal is assist-
ed by a series of seminars on the advantages, limitations and recent exper-
{ence of teaching and learning support units. Although only some of the
stucents will be working under the formal auspices of such units, their
problems and experience are reclevant to anyone who wishes to make a broader
contribution to their {ustitution than that of the ordinary lecturer. 1f,
for example, sumcone wishes to 7ssume a part-time role as a resource person
for course evaluation, how cou) it be negotiated, what sort of position
should be sought, and what kind of problems should be anticipated?

Curriculum Development

Curriculum development s seen both as a problem-solving activity and as a
socfal process (Eraut 1976). So it {s necessary to see that the detailed
work required for course submission documents {s based on proper foundatlons.
Such foundations include a thorough analysis of a course's context and
rationale, a considerstion of alternative course strategies that is deep
enough to ensure that the approach finally chosen can h{e properly justified,
and sufficient {nsolvement of those likely to be .eaching the course to pre-
vent major difficulties at the implementation stage.

In order to develop these gualities we have gradually evolved a combin-
ation of workshops, seminars and tutorisl.. The first 2-day workshop is
concerned with criticizing course proposals. Next cume two 2~hour sessions
on writing précis of existing course proposals, an exercise designed to pull
out of what {s often quite a lengthy document the rationale and key charac-
teristics of the curriculum strategy. The third workshop (also of two 2-
hour sessions) involves threo 'rival' teams of students producing different
designs from the same course brief -~ the purpose is to contrast the dif ferent
strategies and to develop a critical awareness of the social and intellectual
demands of curriculum problem solving. Finally a writing workshop is held
{n which exterpts from course proposals are criticized and edited. Along-
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stde these workshops a short seminar programme gives students the opportunity
to discuss the work of major writers on curriculum development. The tutor
provides zhe historical context and guides the reading, while students
present in turn their case for and against the perspectives offered.

Tyler, Taba, Bruner, Bloom, Cagné, Stenhouse und Sockett were chosen this
year.

Innovation and Teaching and Learning Support Units

The cours#s un Innovatior and on teaching and learning support units havc
become closely linked in recent years and have recently been sub-titled
The Managenent of Planned Change.

Whereas 'curriculum development' ncrmally concentrates on course pro~
ductfon and improvement, the 'management of change' thkeme deals with associ-
ated staffing, organizacion and policy issues which have a direct bearing on
the possibility, nature and effectiveness of curriculum change.

The course addresses {tself to three key questions: Where and how does
change, or the desire for change, originate? What are the most commonly
met resistances to change {n higher education? What strategies might an
organization adopt for encouraging and facilitating curriculum development?

Themes covered include the characteristics and origins of {nnovation,
barriers to change, organizational development, staff development, consult-
ancy and practical approaches to changing attitudes, and processes which
constrain curriculum development.

Reading ranges from expositions of {nnovation theory by Bennis (1961)
an¢ Zaltman (1973) to more practically orf{entated works such as Havelock's
'970) Change 4gents Guide to Innovation in Education and Berg and Ostergren's
(1977) Innovations and Innovation Procesaes in Higher Education. Case
studies written up by members of faculty working with the teaching and learn-
{ng support programme at Sussex are also used, together with the articles on
staff development support .eries already cited in Chapter 2.

Third Term Projects "

w

The final project accounts for 50 per cent of the overall marks and students
have cons{derable chofce of subject and method of approach. Their brief is
to produce a piece of curriculum development, but they are required to re-
port on the process of negotiating and formulating their proposals as well
as presenting their final designs. Evidence of researching the context, {nc-
tuding potential teachers and considering alternative strategies {s normally
expected.  These projects are mainly supported by tutorials, but students
are also required to give a seminar on their project proposals towards the
end of the term. They can .io00se any level of design, from a whole degree
course on the one hand to part »f a single term's teaching on the other.
Past titles have {ncluded the rev.sion of a CNAA degree in economics, part
of a degree course {n {ndustrial design, a staff trzining course on the
{ntroduction of TEC, and a study skills course for science students.

NOTES

! There {s a core teaching staff of four: Ms. Carolyn Miller, the
current course convenorj Dr. Eric Hewton, who convenes the part-
time course (sre page 75) and Professor Tony Becher and Dr. Michael
Eraut. Individual seminars and workshops are contributed by other
university colleagues and sometimes by staff from other {nstitutions.

2 this diagram was first published in a short article on the training
of evaluators (M{ller and Eraut 1978).
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7 FURTYER EXPERIMENTAL COURSES

THE SHORT COURSE PROGRAMME

Our original proposal committed us to experimenting with shorter courses
than the MA, but for reasons alveady described {n Chapter 3 (page 22) we
founa it impossible to gain support for any courses of intermediate length
(2 weeks to | term). The only non-award-bearing courses which we had the
opportunity to investigate were relatively short (3-5 days); so we chose

to experiment away from our Sussex basc and work in close co-operation with
educational development units in polytechnics. We had to organize the
courses either during or immed{ately after term in order to attract suffi-
cient custom, and asked for an off-campus site to protect participants from
the constant {ntrusion of other duties. This required special financial
provision and considerable forward planning so all the courses were con-
ducted in the third and final year of our research. By then we had already
completed the first MA course and were much better prepared to cater for the
specific needs of polytechnics. Though eventually restricted to three
tourses of 3-5 days {n La2ngth, our short-course programme still served a
number of useful purposes.

1 It tested the extent to which <some of the ideas and approaches
developed in the MA course could be usefully communicated through
short {ntensive courses; and pioneered a style of {n-service
course that was new to the host institutions.

r

2 By working co-operatively with the teaching support units irn the
three polytechnics concerned we were able to pass on some of the
experience we had gained during our research, while at the same
tize gaining valuable insight Jnto the particular needs of their
own institutions.

3  The course {tself enabled us to discuss specific problems of
educatfonal development {ndividually and informally with a large
number of peolytechnic staff, and hence contributed to our general
assessment of training reeds.

4  Subsequent feedback both from course members and from the teaching
support unit helped us to assess the vailue of an external impetus
to an on-going in-service programme.

s
Qur research team was keen to experirent with a workshop style of course,
and offered three possible topics - course evaluation, course design and
independent learning. All threc polytechnics chose course evaluation!,
both because, it was the area in which they felt they had least expertise
and because it was well suited to their hope of making a strong initial
impact which could be followed up later by individual consultations that
they could handle unaided. In cach case the local polytechnic support
unit indicated the broad training needs as they saw (hem and took respons-
ibility for local organization, while the university undertook the detail-
ed educational planning and supplied most of the teaching inputs.

The general aim of each course was to get teachers in higher education

to analyse, discuss and compare thelr courses with a view to identifying
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72 Further Experimental Course.

significant teaching and learning problenms. Then, mainly in a follow-up “
period, they would eifther vonduct more formally organized course evaluations |
or, where the nature of the problem had been generally agreed, begin to formu-

late solutions. Our strategy involved three main phases.

1 Presentation and discussion of case studies

The purpose of this first phase was to present case studies of '
particular courses in order to:

a  {ntroduce important problems which were likely to figure
significant ly {n several of the participant's own courses,

b give some {dca as to what a course analysis might {nvolve,

¢ create a constructive atmbsphere {n which {t was possible
for people to admit to problems and to recognize that some
of them were not susceptible to simple solutions.

These case studies were presented and discussed ln plenary sessions
with short follow-up discussions in smaller groups. Further case-
study material was loaned to course members for the duration of

the workshop; and we made special attempts to provide material

that waus relevant to each participant’s own subject.

2 analysis of the participants’ own courses

Participants were asked to bring to the workshop as much evidence
as possible about one of the courses on which they were teaching.
They then prepared a brief annlqls of that course which combined
their own knowledge of it with the documentary evidence they had
brought, using efther their own analytic structure or one of the
analysis models provided by ourselves. This was then discussed with
colleagues in similar subjects, and major course problems were
{dentified. Since they were asked to select a course which

needed analysis, few of them turned out to be entirely without
problems.

3 Preparation for follow up work

Each participant was asked to make a plan for some future develop-
qﬁn: activity, either the redesign of a course or a more thorough
evaluation of the course he had just analysed. This was discussed
wich the workshop staff with particular reference to (a) the problen
of gaining his colleagues' and head of department’s co-operation

\ and support; (b) the general strategy; and (¢) the appropriate
methodology. This last point was particularly {mportant for those
olanning to undertake evaluation studies.

‘the last two phases were mainly conducted {n small groups with people from
similar subject areas of fering each other mutual support. During each small
group session the course staff, both Sussex and local, operated as consult—
ants, sometlmes staying with a particular group and sometimes peripatetic.
There vas a certain amoun’ of formal reporting back from small groups to
plenary sessions, and a great deal of informal exchange of information

and {deas.
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EVALUATION OF THE SHORT COURSES

A
The conclusions drawn in this section on short®ourses must be regarded as
tentative because the size of the sample was so small and each course was
in {ts own way unique. But we still believe that the evidence provides
some useful pointers to ways {n which this style of in-scrvice education
could profitably develop.

The iocation of the courses had a significant effect on moralc, which
needs to be born in mind when examining the evaluation evidence. Course
A, which lasted four and a half days, was held at an annexe several miles
from the main polytechnic building ir rather diugy classrooms during a spell
of cold, grey and foggy weather. Students had not in every case been
relieved of all their reaching duties, with the result that the numbers
attending varied from day to day and session to session. The ten students
came from a polytechnic, from FE {nstitutions some distance away, and from
two other polytechnics. Course B lasted three days and was restdential,
being held out of season at an inexpensive, rural adventure and recreation
centre. Accommodation was adequate though not especlally comfortable, but
parti.ipants were beyond the reach of other demands on their time and were
able to combine periods of informal cuntact off duty with long working hours.
Fifteen of the nineteen students came frumB polytechnic, one from another
polytechnic, one from a college of education and two from further education.
Course C, which alse lasted 3 days, was non-residential. Though close to
the main polytechni., other demands on participants’' time wete largely avoid-
e¢d by prior planning, so all fourteen were present for most of the time. All
of them ¢ame from C polytechnic.

Another intluence was the 'home' support group, whose commitment and
confidence varled. Where they were able to collaborate with participants
and visiting stal € In a reasonably relaxed manner, things proceeded fairly
smoothly; but when they were tense and apparently winted to pressure the
participants to produce results to Justtfy the course, this got in the way
cf establishing an atmosphere of mutual trust. It was partly a question
of being patient enough to wait for the mument when the participants were
raady to make plans for future acttivities,

A brief feedback questionnaire was completed on the iast day of each
course and the results are presented belowl.
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Figure 6 RESULTS OF FEEDBACK QUESTIONNAIRE

Percentage
of students

A(8) B(13) c(12)

[
1 In the sense that the course

Very uscful 5 N 25
night have some application
to your own situatiom, did you Fairly useful 25 23 67
find it on the whole Not very useful - _ 8
2 “whether you can seec any personal Very {nteresting 75 77 50
applications or not, did you
find the course Fairly {nteresting 25 23 50
Not very {nteresting - - -
3  Did you find the g¢neral level Too high - - -
\
of the course About vight 75 100' 92
Too low 25 - 8
k%]
& Did you find the duration of the Too long 62 8 8
course
About right 38 84 92
v Too short - 8 -
,
ABC
-
b] 1f you had to choose one, and H.E. Organisation
only one, topic {or the next and Curricular Patterns 1
course run on these lines,
which would {t be?  (If Students & Staff;
nothing on the list appeals Their Attitudes &
to you, please write {n any Perceptions 7

sugpested topic at the bottom
of the list)

Evaluation in H.Z.

Teaching/Learning Methods 4

Independent Learning 2

Assessment Problems 1%

‘ Small Group Teaching 1y
Course Design 5

The Process of Innovation 4
\ ( Philosophy of Education 1)

(/
O D
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These results would seem to confirm that thrce days ls the most appropriate
length for a course of this type (only A, the 5-day course, was perceived
as belng too long). The less favourable response to Course C surprised us
as 1t did not correspond with our personal Impressions, and the replies to
question 5 are interesting for emphasizing those areas go which we gave the
gqost attention rather than those wnich we neglected, thus suggesting a
certain whetting of the appetite. A sixth question, asking for further
comments , received a varied response, some wanting a more speclalized course
within a single department, others welcoming the opportunity of gaining @
wider view across the polytechnic. Some wanted more productive group work,
while others would have liked a higher proportion of structured input.

A second questionnaire was sent to the participants of Course B about
six months after the end of the course, asking for a retrospective evalua-
tion of the course and for information about the progress of educational
development plans which had been formulated on the course. Two-thirds
replied, aithough it was npear the cnd of the summer term. The ma jority
(about two-thirds of the respondents) reported considerable progress or
tmportant effects on their thinking about ‘their jobs, while a minority
reported little or no progress. [wo now gave strongly negative appraisals
of the course. and it was interesting to note that both were already in~
volved in cducatlionai development alonp falrly traditional lines with an
emphasis on materials product ton and the definition of objectives. In our
view these resuits showed *he importance of the third phase of the course:
although ia this particular workshop we were careful not to introduce {t at
too early a stage.

3 polytechnic ran a sccond courre on similar lines the following year
without our assistance, thus furthering our aim of disseminating some of *
the experience gained in our research. However, we also received comments
from several participants to the effect that the external stimulus had been
responsible for their «oming on the cvurse «n the first place. so there are
cvidently limits to any dissceminat fon strategy. We ralsed this issue at
the conference for heads of tcaching suppurt units which we held at the end
of the rescarch project: and they agreed that it was always extremely use
ful to be able to call upon external resources provided the init.stive re=~
mained with the internal unit, They also expressed strong support for the
kind of advanced tralning being of fered un the MA course. and stimulated us
to find ways in which this could be made more widely available.

|
|
|

FURTHER EXPERIMENTS WITH LONG COURSES

The succ ess of the original MA course led tu the Educatton Arca at Sussex
making it a permanent feawure of thelr programme, although attendance was
limited to those who could obtain full-time sccondment. Demands for a
part-time version then began to accumulate: and these werc brought to a
head when the Learning Resources Unit at Brightun Pulytechaic gase strong
support and offered to recruit staff from their own iInstitution, The idea
was then discussed at a regional meeting of SCEDSIP (qv page ) where the
Polytechnic of North Londun also de.lared an interest and the followlng
points were made to us in correspondence.

'"This is a particularly important time for staft {nvolved in
mergers and the re-direction of academic effort and there tis
great interest by such staff tr retraining to meet needs in

the development of new courses and alternative modes of learn-
ing in higher education. At the same time there is some
reluctance te undertake a year's full-time separvatfon from their
irstitutions while such major upheavals are taking place. Thus
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the {dea of a two-year part-time course, runting parallel
« {nvolvement {n course redeﬂgn and or.her educational develdpment
activities is most attrsctive.' .

'At PNL we are trying to iniciate an educacional development
service, and we have particular need of academic staff with

this sort of expertise. It {s, though, difficult at present

to press for full-time secondment because of financial stringencies
- a part-time course, by contrast, allows us to integrate teaching
commitments and further study with minimum disrupeion.’

This gave some guarantee of a viable number of students, and consultations
began with both polytechnics over the possibility of day release. A
Meanwhile, the arrival ataSussex of another member of staff wirh higher
education research interests and experience made the staffing of such >
course feasible, so a part-time course was approved by the appropriate
university committees with the proviso that we recruited only once in two
years. It was agreed that the content should torreapond as closcly as. . | -
possible to the full-time course and that the assessment should also be the
same, ie on the basis of threc project3. The course should be spread
over two ycars instead of one and this would extend the time taken for each
project from one term to tWo terms. Students would be required to set
aside one day a week during term time for attendance at the university or

for {ndependent course work., They would slso be expected to spend the
equivalent of onc additional day per week overall, carrying out fieldwork
for their projects and writing up thelr reports. In addition there would

be three pre-term workshops at the university, requiring full-time attend-
ance for two days on each occasion.

Applications were received from rembers of many institutions in London
and the South-East; and twelve students werd accepted. The criteria for
selection were similar to those used for the full-time course, with partic~
ular attention being paid to the support offered to applicants by their home
inst{tution. Half the group were from polytechnics and half from colleges
or tnstitutes of higher education. The range of subjects was mathematics,
science, engineering, education, learning resources and lang.ages. The
f rst course began in fununy 1977 and has now finished, with comments from
internal and external examiners indicating that the resultant projects are
on a par with those of the full-time students. A second course began’ in
Octeber 1979, This time ten students wete selected, from a much larger !
application list, They represent polytechnics, colleges of further educ-
ation, the open university, and medical and nurse training {nstitutions.

Again, the broad spread of subject backgrounds has been maintained.

A number of differences between the full and part-time courses are
worthy of note. Group identity {s much more difficult to create part-time.
Members of the group clearly lcse something by not having daily contact with
cach other. ‘l'he exchange of information, books, papers, {deas and problems
takes place n nturally on the full-time course; but on the part-time course it
either does not ocecur or ‘else has to be deliberately engincered, always with
the risk of appearing contrived. Restdential workshops help, to some ta
extent, to overcome these problems. '

The main advantage for the part-time student lies in coutinuing ¢lose \
contact with developments tn the home institution as and when they occur.

They provide frgquent opportunicies to relate course work back and to
arrange and carry out ad hoc fieldwork. As aginst this, however, thelr
regular presence tends to draw Lhem into depar.aental affairs at tha cost
of their agreed release time.  Alchough regular visits to Sussex have re-
mained top priority, the preservation of time for prpject work has become,
for many,  hazardous business. Another less obvious diaadvantage {s that
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those who are full-time at Sussox can return to their institutions with the
temporary status of 'outsiders', whilst the part-timers are still seen by
their colleagues very much as 'fnsiders'. This makes a considerable diff~
erence to their credibility as researchers and hence to the attitude of
.¢ollesgues and students during their fieldwork.

Despite the d'fficulties and the obviously greater stra’ which a part-
time comm{tment presents to students, we nevertheless feel encouraged {n the
belief that this form of course has a major part to play in an overall prog-
ragzma.

NOTES

1 A fourth polytechnic requested a course on independent learning but
we were unable to get sufficient financial support at a time of heavy
cuts {n expenditure.

2 Somstimes it was possible to use compleced MA projects after
obtaining the author's permission.

3 1t {s unusual to use percentages when such small numbers are involved,
but in this case {t allows comparisons to be made without disturbing
the format of the original questionnaire.
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8  SUMMARY AND CONCLUS IONS

THE CURRENT SITUATION

During the five years from 1972 *o 1977 most institutions of higher education
established reasonably successful courses of inftial training four their
staff. However, though many institutions have now evolved intezresting and
valuable programmes of ir service activities for experienced staff, the

total effect is relatively small.

Initial training, in-service training and educational develojment are
interdependent activities whose succeus 15 greatly influenced by the clim-
ate prevailing within individual departments and institutions. Edu.ational
development activities in which experienced staff receive co-operation and
assistance from members of teaching suppurt units are themselves an import-
ant form of in-service training.

An i(nformal national network has developed of professional associations
and individual iecturers with a strong interest in educational development
and teaching in higher education. This network should be resarded as a use-
ful resource for in-service provision.

Many of the people to be found within the network can be classified
either as having a formal institut{ou-wide responsibility for educational
development (usually through belonging to a teaching support unit) or else
a special role within their own departments (possibly being recognized as
an innovator or as someonc who can give useful advice about teaching).

The latter gruup are impurtant ta facilitating change, and many would welcome
and benefit from some foran | recognition of their departmental roles. Th’s
would be enhanced by their receiving appropriate advanced training. Many
members of teaching support units would also welcome the opportunity to
undertake advanced training, and to gain formal quatifications related to
their area of expertise.

University staff tend to sece teaching as a wholly indiv. '1al enterprise,
with funovation deing a matter of personal rather than corporate c ncern.

But in the maintained sector there is more focus on the course and the group
of staff responsible for .eaching tt; and the more hierarchical structure
allows initiatives to come from above as well as from below. This implies
that rather different approaches to educational development may be needed.

NEEDS FOR IN-SERVICE TRAINING

The expressed need for in-service training among experienced teachers is
relatively small, because:

1 There is limited awareness of the kind of training that could be
provided.

2 Ekxpressing a need for training implies that one's current performance
is possibly deficient,

3 Low privrity is given to the quality of teaching in most institutions
and departments.

Opinions ab.ut tralniug weeds are highly dependent on the concvext in which
they are solicited, so surveys of nced are likely to be mislecading. Inter~
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views t2.: be useful only {f they allow the respondents’ perspectlves to
emerge.

A second approach to needs assessment starts from an analysis of
institutionai goals and problems; and x.sumes that it is possible to
contribute to these by introducing appropriate kinds of tratning. Such
training needs may not often be acknowledged, and of f~-the~-peg courses
are unlikely to be appropriate.

The third approach to the assessment of training needs {s experimental.

It involves designing courses to meet hypothesized needs and then evaluating
the courses to see whether the training was both effective and relevant.
Long courses offer the special advantage of allowing training needs to te
refined and modified within the course itself.

All three methods were used in our research. The findings of the
first cwo are sunmarized below and the third on page 80.

In tnvestigating expressed needs we gave specfal attention to staff
fdentified as beiag 'keen teachers'. This group gave relatively low
priority to formal training and high priority to interpersonal kills,

They also welcomed the opportunity to meet like-minded colleagues and to
tink in to national networks. In the maintained sector there was a parallel
enphasis on political skills and on the ability to work with colleagues

and gain their support. Evaluation was seen as important but there were
doubts about its feasibility.

Evaluation was also emphasized by members of teaching support units,
many of whom felt that they themselves .ould benefit from training in this
area. Political skills were again mentisr.d; and so was course design
particularly where the preparation of documents for validation was of vital
{mportance. ’

Ditferent groups saw in~service training meeting different purposes.
The ’'keen teachers' were concerned with getting a better deal for students
and making teaching a more rewarding experience for staff, Senior manage-
ment saw institutional needs in terms of coping with change. They wanted
to maintain stability, morale and & sense of direction amidst rapidly hang-
ing external circumstances. Educational developers, on the other hand,
wished to stiralate change and to re-examine institutional norms that
appeared to affect the quality of teaching.

Our own analysis of institutional goals and problems was based on
previous experience, with evidence provided by the case studies and re-
search undertaken by students on our MA course in the!r own institutions.

In addition to the needs .dentified above we would emphasize the Importance
of communication in educational development. A high proportion of the
problems we identified in the course of our research appeared to result from
poor communication, both between different groups of staff and between staff
and students, Mutual suspicion, narrow interpretations of the teaching
role and a failure to share fdeas and perspectives not only prevented
development but even more seriously resulted in a lack of understanding of
the existing state of affalrs. For this reason we would give high priority
in training to understanding and coming to terms with the full range of
staff and student perspectives on important issues; to the skills of work-
ing with people; and to approaches which treat both development and evalu-
aclon as social processes. A broader kncwledge of the institution itself, ]
|
|

of its general direction and its links with the outside world are also im-
portant {f educational development is to be seen in its proper context.
Our initial diagnosis of training necds is summarized in Apendix A.
It is distinctively different from that which appears to underly many
current in-service programmes. These tend to be overtechnical in thel.
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approach, neglecting {uterpersonal skills and social processes and treating
teaching problems in relative i{solation from their broader {nstitutfonal
context.

EXPERIMENTAL COURSES

The test-bcd around which much o€ the research revolved was an experimental
MA course for experienced staff ia higher and further education (detatls of
the current course arc given in Appendix 3). This course {s {ntended to
prepare its students for future roles as edu.ational development consultants
at either {nstitutional or departmental level; and the majority of the
students .ubsequently assumed or resumed such roles. The course embodied

a set of assumptions about training needs which participants were invited

to experience, test out and modify. These assumptions were refined and
confirmed by feedback from students on the course, by student experien.es
while undertaking fieldwork in their own institutions and by former students
attempting to use their training aft-r they had finished the course

(cf Appendix B). A number of external cvaluations by visiting experts and
examiners were also sought.

The experiment also produced strong ewvidence {n favour of the course's
{intellectual style and teaching strategy. Features confirmed as being
particularly valuable {ncluded (1) the emphasis on project work in a
student's own {nstitution, (2} {ts treatment of educational development as
& social and political process as well as a technical process, (3) {ts use
of semiuar discussions and tutorfals, and (&) the early focus on evaluation
and problem diagnusis.

People who receive this kind of advanced training in educational dev-
elupment can moke important contributfons te higher education, and many have
already done so. The major factor affecting educational development will
cont inue to be the prevatling <limate of opinion within fndividual depart-
ments and {nstitutions, but this {s not unaffected by educational develop-
ment activit'es which take proper account of the i{ndividual concerns of
staff and students.

Experiments with part-time versions of this MA course are now {n pro-
gress; and attempts to transfer scme of the techniques and experience gain-
ed to shorter 3-day courses have been reasonably successful. There ts
scope for further experiment with 3-5 day courses, particularly those which
are residential, i{nstitutionaliy-bssed, und i{ncorporate follow-up activities.
An external stimulus {s useful on such occastons, both because {t confers
special status upon them and because fnnocent outsiders have to be instruct=-
ed i{n the ways of the place, which thereby become explicit and debatable.
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APPENDIX A INITIAL DIAGNOSIS OF TRAINING NEEDS

KNOWLEDGE

1 nigher Education and Society The place of a student's institution in
society; expectations of it and attitudes towards {t; the political
and financial pressures on it; how it is perceived by various groups of
members and bv various groups ir the local community,

2 Academic Structures and Curricular Patterns The range of possibilities,
and arguments for and against each of them; including characteristics
such as modular courses, foundatior ycars,‘sandwich courses, Dip HEs,
and interdisciplinary courses; faculties, schools, departments and
subject groups.

3 Course Evaluation and Desipn Structures for courses; ways of develop-
ing courses; ways of evaluating courses; methods of assessment;
general curriculum concepts. .

4 Staff and Students Their perceptions of departments, courses,
situations and people; techniques for the investigation of these
nerceptions.

b Teaching, Learning and Communication Methods Differ:nt methods and
styles, and their advantages and limitacions; the use of media;
problems of aualysing and improving teaching performance.

6 Organizational P.tterns, Teaching Support Units and Innovation
Strategles The effects of different kinds of organi:zation; formal
and informal structures; resource distribution; institutional climate;
factors promoting or preventing innovation; staff development;
committee structures; roles of support units.

SKILLS

These can be sub-divided into interpersonal skills, teaching kills, task-
oriented skills, in nearly all s{tuvations all three will be required.

1 Laterpersoral Skills Par:zicipating in committees, working groups, course
teams, etc; functioning as ¢ 'process helper' in such groups; talking
with people 1n order to find out .heir problems, needs and attitudes;
acting as an adviser to individual people.

2 Teaching Skills Making a presentation in an in-service context; non-
directive teaching in an in-service context,

J  Task-Oriented Skills Diagnosing problems; developing and evaluating
courses; planning in~service tralning; preparing learning materials;
writing reports.

ATTUTUDES

~Concern to diagnose a problem before attempting to solve it.

-avareness of the limitations of knowledge about education.

-Expectation of learning from other people's views and experience.
-Concern for all participants in a situation and awareness of conflicting
views,

~Desire to funition a5 a 'process helper’ rather than 'expert' whencver
possiblcs
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-Motivation to persist when recefving very little support.
-High tolerance of risk and uncertainty.

3
Co
8
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APPENDIX B RETROSPECTIVE STUDENT REFORTS ON THE 1574-5 HA COURSE

STUDENT A

During my year at Sussex I applied for an appoiutment at the college for a
principal lectureship with special respunsibility for curriculum development
The appointment was to be made within my teaching speciallsm, but time was
to be allocated in order that I could work with teams undertaking de elop-
ment In other subjects. The appolntment was therefore not predominantly
within curriculum development as an enterprise in {ts own right, but curr-
fculum development was named as the special feature of the appointment.

My application was successful, and I am sure that my year of study at

Sussex strongly influenced the declsion of the appointments committee.

From my short-lived experience of being in the thick of curri.ulum
development I am unable to see any firm pattern of commitment emerging.

I am, however, aware that there are dangers in becoming the person who may
he called on to patch and polish the outdated and the mediocre. If such a
role is allowed to become established, I would be profoundly suspicious of
my real value to the academic health of the {nstitution: 1 feel that the
wurriculum develuper should become the member of staff who can be relied
upun toy stimulate and sustaln institutiovnal concern in educational advance:
not the tame editor-in-chief who can be relied upon to package muddled
thoughts in acceptable English,

Tt most happy .ud entouraging part of my present experience is per-
haps In my work at the polytechilc. here | am using the skills developed
wich you in ways that I percelve to be the mout productive. I am accepted
as a subject speclelist in my own right, and yet my views on the structure
and organizatlon of arts-centred courses are valued: I am working and
discussing courses with others that care about the content of such courses,
and feel that my presence Is enriching the level of debate. Thils partic-
ular commitment comes most closely to the type of work that I envisaged for
myself before attendlng the Sussex course: not only will 1 have contrib-
uted to the form of courses ta be run, and therefore pressed the subject
forward, but 1 will, in all probabllity, be teaching on those courses: 1
then sce these courses as generating national interest in the concepts
embodled In them, and therefore becoming agents for chaige and enrichment.

I1{ one was asked to generalize, one would say that the course at Sussex
was most valuable In providing an overview rather than a detalled focus: it
also provlided an invaluable vorabulary for analysing and articulating aspects
of the academic and poiitizlal structyre of the institutions in which one
worked. In retrospect, I would find it most difficult to arrange the
various elements of the CDET course ine.a hierarchy of relative importance:
they all seem to contribute to the various issues that arise in the ongoing
institutional commitment to currlculum development: for me, you had the
mixture right. 1 have never wanted specif.c Information trom courses, but
rather an Introduction to the perspectives of those responsible for the
teaching of the course: one can al ays dig into detail In one's own time,
but the contact with others cannot be achicved in any other way. I found
the protracted discussion with fellow stuuents Invaluable 1n that I became
aware of thelr attitudes towards thelr o/n specialist subjects: in my
work at college with staff from other subject disciplines these insights
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have proved important (n establishing relationships.
STUDENT B

As I have indicated, | don't fecel much of a sense of change between my tast
term with you and the subsequent one at X. One experience has seemed to be
a natural continuation of the uther. Although this must contribute to your
course {t is also the result of 2 viry fortunate co-incidence of time be-~
tween the requirements of the CNAA and my attendance on the MA course.
Whatever the reason, huwever, this made the MA tourse particularly reward-
ing for mu.

As to how well the course has prepared me to cope with problems associa-
ted with curriculum development, this is very difficult to evaluate, partic-
ularly to myself. However, there is one positive thing that I can say
abour this, which {s that I now feel very much more confident about what I
am doing and about what I may be asked to do in the future, than 1 did
pteviously and 1 feel that this i{s because | now sce the whole issue of
curriculum development in>ﬂ better perspective,

STUDENT C

The head of faculty asked me to see him the day | returned to discuss my
future role within the facutlty. During our discussion I was able to
describe in detatl particular aspects of the course and some of the projects
I had undertaken that were relevant to the problems facing the college. We
both agreed that there was tittle point {n me taking up my old position in
rhe preseny sittation and he asked me to join a faculty-based curriculum
develupment group. this group was formed within one week of our discussion
and out (nitial brief |s to de.ign nev engineering courses at higher tech-
nician level. The group comprises of one representative from ecach of the
divisions of mechanical, electrical, and production engineering, with a
chalrman. The representatives from the divisions of mechanical and elect-
rical are senior staff of consliderable experience and provern ability within
the college. They w*il have ao difficulty in writing the content sections
of their new courses but have limited knowledge of new methods of assessment,
teaching and learring that the validating body will be looking for in sulf-
missions. One of the main hindrances to curriculum development will be
heterageneity in approach among the individuals within the group. To [n-
ttiate the changes advocated by the Technician Educatiun Council necess-
itates gathering together a team of people with like intent, though not
nevessarily like out luuk. All uhould believe that there was an urgent need
for reform which is (ertatnly not the case in cur group. There 1s alsc a
body of opinlun that repards .urriculum development as nothing more than
writing syllabuses un ubjovtive form. Discusslons with staff have re-
vealed that many belleve that objectives occur 1n a vacuum and independent
' of thelr interaction between other aspects of curriculum design such as
method . of prescutation and modes of assessment. This 18 where the ex-
perlenctes of last year will be helpful, 1 will be responsible for design
and production conglnecring (uurses and witl try to establish 1 house style
’ for course design and develupment. 1 will altsv be required to help out
' on teaching snd learnieg stratepgies and modes of assessment for c(ourses
boinp desigiad far sther divisions,
[ heve used the tirst term to re-establish myself within the college
and mivoensre 1nte the right positions so that the expericices of tast year
Lan be app ! -d. lhe cerriculun deve Topment group to which | belong will
be respansible 1or designing new techuivian courses which represent  approx-
' iMate by 80 per cont of the faculty wotx load. I have also been appuinted
|
|
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to the Wocking Party for Preparation of Teaching Materials in my own

regional branch of technology and just before Christmas I was asked to

assist the senior lecturer in educatlon iIn exploring the possibilities of

pool {ng resources and expertise to provide a more comprehens {ve programme

of staff development and training for the further and higher education

sectors. ,

STUDENT D

1 have been passed enquiries from organizations and companies with manage-
ment development aud training requirements and where possible 1 have des-
igned and run short courses for them on an 'in-company' basis. This {s
almost exactly the same function a< that which 1 had previously. 1 find
that comparisons of my work before and after the Sussex course reveal that
it has greatly mproved.

This assesiment {s not oaly based upon personal observation and {ntuit-
ion. Feedback from emplosers (10 course sponsors) and short course
students is more cncouraging. {n clas<-contact 1 feel that | have seer
much better results and I am convinced that this 1s directly related to
my placing much more emphasis on the learning process and not quite so
much concern over lecture performance and formal teaching. There have been
favourable commentw at the polytechni~ on the new Diploma i{n Industrial
Management which was my major curriculum development project. This was
subsequently adopted by the relevant board of studies as a new course for
1975/76 and was also approved by the Institution of Works Managers as an
acceptable alternative to thelr own syllabus for registered students. The
course commenced in September 1975 with an enrolment of fourteen students
and 1 am continuing ro keep in touch with ongoing progress in the hope of =
evaluating the Diploma course after its first year is completed in July
1976.

STUDENT E

In a real sense the 1974/75 MA (CDET) ME option course is still continuing.
The course provided not only a thorough training 1n techmques of curriculum
research but also the opportunity to apply it to a new nd challenging sit-
gation. Many issues and nroblems were raised by the work, which will
continue to remain substantive for a long time to come. The mai. value of
the course has been in providing a more solid conseptual foundatior to dis~
cuss developm nts in BEd programmes on the part of thé researcher. It was
less successful in cormunicating ftself to the {mmediat+ ¢ lientele {th:
department) and the {nst {tut:on as a whole.  Perhap~ this {s not surprising
where no higher degree of the kind has ever becn uniertaken by a member of
the ¢ollege and where there are fears for the future of the institution.

A further limitation has besn the lack of status sin the institution to
{nfluence policy formation at 1ts most sensitive stages.  Going away from
the institution for the course meant missing a strat gic opportunity "to be
directly involved.

STUDENT F

It is unlikely that I woul® oe as ‘{nvolved' as 1 am without the experience
of the HA course behind me and certainly I feel that I have been able to
apply certair general skills acquired during the course. At one level a
report, on a conference attended re DipHE was effective in {nfluencing the
thinking of the DipHE commitree and 1 fecl that the report would not have
been as effectively produced without the observational skills acquired on
the course. At another level 1 feel more adept at 'problem-ldcntificn::on'
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vis-3-vis the scheme. However, although it scems relatively easy to per-
suade colleagues to perceive 'problems' as 'problems' 1¢ is less casy to
promote action or risk. The institution is too concerned with survival to
risk disturbing the CNAA polytechnic negotiations. 'Regulations' are 1n
process of bccoming more self-actualized than people.
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