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ABSTRACT
The value of the role of the decentralised staff developer in higher
education and of the alternative ways by which it might be fulfilled,
has not been addressed or decided.
Of the alternative models of staff development practice in higher
education, product-orientation, prescription-orientation, processorientation, problem orientation and eclecticism, all but the latter
are considered to have significant weaknesses.

Similarly, the

alternative models of staff development responsibility in higher
education, 'management', 'shopfloor' and 'partnership', are considered
to have weaknesses.

It is hypothesised that the 'partnership' model,

modified by decentralisation and eclectic in practice, offers a means
for overcoming these weaknesses and promoting effective staff
development.
To test the hypothesis, a case study method was adopted which
comprised participant observation, interviews, documentation and a
survey. A sustained investigation was made of Birmingham Polytechnic
with more limited inquiries at Brighton and Coventry Polytechnics.
The results of the research provide some qualified support for the
hypothesis.

It was found that eclecticism was the only model of

practice that was capable of facilitating extensive professional
development.

Decentralisation was found to be partially successful in

promoting staff development albeit with limited integration, low staff
response and uncertain expertise.

Further research was considered

necessary to refine the model further.
It

was concluded that eclectic decentralised staff development offers

a model for higher education which can adequately meet the challenges
facing professional development in the future.
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CHAPTER ONE
INTRODUCTION
The purpose of this thesis is to investigate the role of the staff
developer who is located at the periphery, rather than at the centre
of

the higher education institution.

I shall therefore be seeking to

define and analyse the role of the decentralised staff developer and
evaluate the contribution of the role to meeting the professional
needs of academic staff in institutions of higher education.
Essentially, I shall attempt to answer two questions. 'What influence,
if any, can the decentralised staff developer exert upon the
professional competence of academic staff?'

'How can that influence

be exerted most effectively?' In developing this thesis, I shall rely
to a large extent upon an innovation in the recorded custom and
practice of staff development which occurred in one institution of
higher education, Birmingham POlytechnic.

In addition, some attention

will be given to two other institutions of higher education which
:::;;howed in:3ti tutional support for decentralised staff development.
There are two main reasons for the thesis.

One has been my growing

curio:::;ity about the theory and practice of staff development in higher
education; the other was the opportunity afforded to me to research
(and indeed practically participate in, at least initially) an
important innovation in staff development from which new knowledge and
understanding could be derived.
In the latter part of my teaching career in higher education, I was
designated a staff tutor and became responSible for staff development
activities within the Department of Sociology and Applied Social
Studies, of Birmingham Polytechnic, to which I was appointed a member
of staff in April 1977.

The experience first raised questions for me

about the activities of peers with staff development responsibilities
and the benefits of such activities for academic colleagues.
Subsequently during secondment as a full-time student on the Diploma
in Teaching and Course Development at the Centre for Staff Development
in Higher Education (1984-85), my interest was extended to theoretical
aspects of staff development (Smith, 1987).

On completion of my

year's secondment, I was successful, in my application for appointment
to the post of half-time staff developer for the Faculty of Arts and
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Social Sciences, (later retitled Health and Social Sciences).

The

appointment was one of several made by the Polytechnic to fulfil its
decision to institute a system of decentralised staff development
throughout its faculties.

The appointment gave me the opportunity to

fulfil my wish to combine a sustained research undertaking into the
concept of decentralised staff developers in higher education, with
the chance to personally participate in the enterprise which was the
object of my research.

"

However my initial high hopes of combining research with the practice
of staff development were curtailed after only one year.

For after

one year, I was told by the Dean of the Faculty of Health and Social
Sciences that he was no longer able to maintain the role of staff
developer for the Faculty.

My year in the role had been made possible

by some extra finance which had been allocated by the Directorate, to

permit the substitution of temporary teachers during my partial
absence from my regular teaching duties whilst I occupied the role of
staff developer.

Under new leadership however, the Directorate had

decided to discontinue the financial assistance to faculties to
support their staff developers.

It had now become a matter for

faculties to decide whether or not to maintain the role, using their
own judgement and resources.

I had made a big commitment to the role,

and the curtailment of it was deeply depressing, both as a loss of
what I wanted to do in my work and because my research undertaking
also seemed jeapordised.

I soon recovered my equilibrium nonetheless,

and was able to continue the research although the participant
observer basis upon which it had been started gradually shifted during
the second year to that of non-participant observer which it remained
for the rest of the research.
My interest in the concept of decentralised staff development arose
from my awareness from the literature that hitherto, research into
staff development had been undertaken largely into and from the
standpoint of, the staff developer centrally located within the
institution of higher education.

Indeed to date, there has been

little research of note into staff development undertaken and indeed
encouraged formally, at the decentralised levels of higher education
institutions, either within Britain or overseas.

This gap is a
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serious one, given that the limitations of the exclusively centralised
approach have long been recognised (Warren Piper and Glatter, 1977).
More recently, there has been a re-iteration of the importance and
value of staff development activity which is organisationally closer
to staff than at the central level of the institution although little
evidence has been offered about such activity, other than an
acknowledgement of its existence (CVCP, 1986; Brown and Atkins, 1986).
This thesis seeks to help redress this omission of research into
decentralised staff development activity and thereby to extend our
knowledge beyond the centralised level.

It attempts to do so by an

analysis and evaluation of a particular organisational role, the
decentralised staff developer, from which it is hoped to develop some
new ideas and insights about staff development.
In two other respects, the thesis extends the research of staff
development.

Much of the academic literature on staff development has

been written by those in the university sector.

Whilst the validity

of this literature for staff development in higher education as a
whole is not disputed, this thesis is firmly based on research into
the public sector of higher education.

As such it offers knowledge

derived from a less well researched institutional context, from which
lessons can be learned, hopefully, for both sectors of higher
education.

Additionally, the thesis offers largely an ethnographic

account of decentralised staff development in one institution, rather
than a survey of a wide range of institutions.

Because at the start

of the research, one institution of higher education was known to have
adopted decentralised staff development and another only, to have
preceded it, a survey of institutions or indeed a predominantly
quantitative method, did not seem a suitable approach to investigate
decentralised staff development.

An ethnographic approach was adopted

to achieve a full and detailed portrait of an innovatory role in staff
development, as a basis for a complete analysis and evaluation of that
role later.
The thesis begins with a literature review in chapter 2, in which
staff development is defined and centralisation identified as the
principal approach, albeit with its limitations.

The alternative
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models of staff development, both at the micro level of practice and
macro level of responsibility, are also distinguished.
In chapter 3, an account of the process of the research as a whole is
given.

Reasons are stated for the selection of the case study method,

within which specific techniques, their use and sequencing are
described.
Chapter 4 provides the first case study of decentralised staff
development, in which the short-lived experience at Brighton
Polytechnic is decribed and analysed.
In chapter 5, the case study of Birmingham Polytechnic begins with an
account of staff development from its inception to the adoption of a
corporate strategy for the institution, by which decentralised staff
developers came to be appointed.
The events leading to the introduction of decentralised staff
developers at Birmingham Polytechnic are then analysed with reference
to innovation theory in chapter 6.
The various activities of the decentralised staff developers at
Birmingham Polytechnic and their relative importance are described in
chapter 7.
In the four succeeding chapters, an examination is made of the
institutional context of decentralised staff development at Birmingham
Polytechnic.
It is the deans which are the subject of chapter 8 and attention is
paid to the expectations which they held of the decentralised staff
developers and their management of the posts.
In chapter 9 the immediate context of the decentralised staff
developers in faculties is examined, in which the formal organisation,
informal organisation and departmental material resources and
loyalties stand out.
The relationship of the EDU and the decentralised staff developers is
examined next in chapter 10 and attention is given to formal and
informal aspects as well as to the activities of the EDU.
The Directorate is the subject of chapter 11 and the importance for
decentralised staff development of changes in its composition and its
support for decentralised management, are explained.
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Chapter 12 reports the findings of a survey of academic staff at
Birmingham Polytechnic.

The experience of various facilities and

opportunities for staff development and aspirations for further
professional development are described.
In chapter 13 changes made to the institution of decentralised staff
development at Birmingham Polytechnic since its inception are
clarified and the perceptions of key informants are stated.
The attempt to introduce decentralised staff development at Coventry
Polytechnic and its lapse, is the subject of chapter 14.
Finally, chapters 15, 16 and 17, bring the thesis to its conclusion.
In chapter 15 the micro models of staff development practice are
evaluated for their suitability for the role of the decentralised
staff developer.
In chapter 16, an evaluation is made of the macro models of staff
development responsibility, with particular attention given to the
decentralised variant of the 'partnership' model.
In chapter 17, challenges for professional development in higher
education in the future are identified and the way to effectively meet
them is elaborated in a model of eclectic decentralised staff
development.
The postscript addresses more rigorously than was addressed in chapter
3, issues concerning the epistemological basis of the research.
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CHAPTER TWO
STAFF DEVELOPMENT IN HIGHER EDUCATION
Introduction
This chapter makes a critical review of the literature on staff
development.

The important themes which emerge from it are identified as

being the scope of staff development, its growth, its centralisation,
staff development in other countries, volunteers, micro models of staff
development practice and macro models of staff development
responsibili ty.
Scope
Staff development in higher education has been recognised by Hewton
(1980) in his literature review as an extremely ill-defined field of

acti vi ties.

He concluded that "there are few institutions which could not

be shown to engage in substantial Staff Development programmes" (1980,
p.208).

From an equally thorough and circumspect review of the

literature, Main (1985), recognises alternative understandings of the term
and concludes that there is no universally agreed definition.

Of the

several definitions available, the one provided by Warren Piper and
Glatter is frequently cited and notable: "Staff development is a
systematic attempt to harmonize individuals' interests and wishes, and
their carefully assessed requirements for furthering their careers with
the forthcoming requirements of the organization within which they are
expected to work" (1977 p .25) .

This definition is succinct and it is

helpful in its delineation of the field of activities as wide, with
reference to idealistic purposes.

The harmony implied may be more an

intention than an achievment however.

The elasticity of the term is

given some further shape by Main when he identifies for the purposes of
h1s study, the principal aspects of staff development: "the provision of
formal training courseSj the fostering of instructional development
programmesj the operation of professional development agenciesj the
operation of advisers and 'developers'" <1985, p.13).

A greater

understanding of the ambiguity of the term is given by Greenaway and
Harding (1978) when they report that the term staff development is of
very recent use in higher education.
Growth
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Indeed, it is clear that explicit attempts to promote staff development in
higher education have been manifest only with the post-war expansion of
the system.

Rutherford and Kathias <1983, p .85) record that "Staff

Development came in on the flood-tide of the Robbins expansion of higher
education."

In other countries also Teather judges that the

"comparatively new field" of staff development emerged recently in the
1970's commensurate with expansion (1979, p.14).
An impetus for the growth of staff development was the reports of
several official committees, appointed nationally, of which one, the Hale
Committee on University Teaching Methods, 1964, is identified as a
watershed, by McAleese, for prior to it "there had been little
development" <1979, p.107).

The growth in staff development which

followed was through two separate strands: training for staff about
teaching and the provision of technological assistance.

The latter

strand was stimulated particularly by the Brynmor Jones Report, 1965.
McAleese (1979) suggests that there was not a uniform response by
institutions to these developments.

Indeed a distinction is implied by

him between polytechnics and universities.

The former were more

receptive towards staff training, illustrated by the use of secondments.
Thus, "Such secondment projects are features that characterize the public
sector.

Few universities have attempted or are attempting to introduce

secondment to educational technology or teaching units.

Other forms of

secondment (e.g. study leave or staff development leave) are similarly
more ofter found in the public sector than in universities" <1979, p.119).
The greater receptiveness by polytechnics to staff training seems to be
attributable to their generally agreed purpose as teaching institutions
for which training is seen as necessary.

The less receptive response

from the universities to staff training can equally be attributed to the
importance attached to research rather than teaching, for which training
has been seen as of little value.
An authoritative differentiation between the polytechnics and the
universities in their response to staff development cannot be made
however, for the information which is available is so varied and limited
in some respects, that comparisons are not easy to make.
A distinction between the universities and polytechnics that has shown
itself without doubt is national leadership to support staff development.
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Thus for the universities, there has existed for some years official
support nationally to promote staff development activity amongst all
institutions, albeit, "a chequered history in this century" (Brown and
Atkins, 1986, p.l).

In recent years a committee appointed by the

Committtee of Vice Chancellors and Principals has been responsible and in
1986 prepared a code of practice which provides guidelines, procedures
and practices in the implementing and maintaining of training and
development for academic staff.

The code has been described in one

official report as representing "an unprecedented level of interest by the
CVCP in this hitherto relatively neglected area" (PICKUP, 1989, p.18).
In contrast, for the polytechnics, there is no equivalent official national
device to promote staff development.

A body was formed from informal

meetings by interested parties in polytechnics, the Standing Conference
on Educational Development (SCED, formerly SCEDSIP) but it is not
sponsored by the directors of the polytechnics.

This difference led

Greenaway and Harding to comment that "A crude distinction would be that
uni versi ty collaboration was from 'the top down' whereas in the
polytechnics it was from 'the bottom up' (1978, p.g).
Collaboration nationally, amongst the universities over staff development
has had its influence upon the practices of individual institutions.

Thus

the pay agreement of 1974 made it Obligatory for institutions to provide
training and support newcomers to the profession.

Subsequently, the pay

agreement of 1987 made it obligatory for universities to introduce staff
appraisal.

For polytechnics, there has been no national agreement about

probation although proposals for staff appraisal were part of the pay
agreement for 1988.
Greenaway and Harding (1978), found that staff development had grown
from its initial preoccupation with teaching skills for staff and the
provision of technological aids to a wider perspective encompassing many
aspects of work in institutions.
More recent evidence from the universities indicates continued expansion
of activities albeit with little widening in scope.

A survey undertaken

by the Association of University Teachers in 1968 showed that only some
50 per cent of universities made any provision for training (Nisbet and
McAleese, 1979, p.40).

A survey conducted in 1985 for the Committee of

Vice Chancellors and Principals, led to the conclusion that "All
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universities responding to the survey provided some academic staff
training during the past three years, most of which was concentrated on
newly appointed staff" (Brown and Atkins, 1986, p.30).

However it was

also concluded that whilst training had become more significant and
slightly wider in scope, "there is as yet little provision for broader
aspects of career development" <Brown and Atkins, 1986, p.32).
This critical conclusion is re-iterated elsewhere by the comment that
"what exists in most cases currently for academic staff at local level is
very firmly 'training' and not the total process of staff development
(PICKUP, 1989, p.19).
Since the survey, the Committee of Vice Chancellors and Principals has
established a central national Staff Development Training Unit at the
University of Sheffield.

The Unit is to stimulate provision for the

training and development of all categories of university staff.

This

initiative expresses a greater strategic concern than ever before for
staff development in the universities.

Its impetus is the Jarratt Report

(CVCP, 1985) which recommended that consideration should be given to
policies for staff development, appraisal and accountability.
Centralisation
Greenaway and Harding (1978), Matheson (1981) and Rutherford (1983)
indicate that within institutions of higher education a variety of devices
are used such as committees, working parties and other means, to promote
staff development.

Within this diversity of staff development practice,

it is possible to discern two important features organisationally.

These

are the designation of personnel who have a responsibility throughout the
whole of the institution for staff development activities, <aided and
abetted by others) and the performance of their role within centrally
located structures.

These personnel are largely employed as full-time or

part-time in this capacity.
Within polytechniCS, the unit which serves the whole of an institution
for such services as educational technology, curriculum development and
staff training is indicated in the register of the Standing Conference on
Educational Development Services in Polytechnics (SCEDSIP 1982).

It is

clear from the register that these centralised units comprise varying
numbers of staff including technicians and other non-teaching staff.
Most polytechnics fit this pattern.
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For universities there is a similar organisational format but less
universal.

Thus Brown and Atkins (1986 p.36) report from their survey of

training provisions for university teachers that "In most universities
there is no member of staff, officer or unit directly responsible for
staff training, and only a limited budget and administrative support for
training activities."

From Cryer's survey (1981) it is evident that there

is a core of special units and full-timers engaged in staff development
but the practice also includes substantial numbers of part-timers and
volunteers who are not attached to any special unit.

Cryer shows that

this is also true of staff developers in polytechnics but much less so.
Where a central figure does not exist within a university there is a some
evident feeling according to Brown and Atkins (1986), that such a post
should be created by the institution.

The code of practice prepared by

the committee on the training of university teachers also indicates the
high priority given to the need for a centralised staff developer when it
suggests

"that the existing practice of many universities in appointing

a full-time or part-time co-ordinator for academic staff training might
be more widely followed" (CVCP, 1986, p.l).

So there is a core of

professionals in staff development particularly in polytechnics but
arrangements in universities are on more of an ad hoc basis.

Cryer

(1981), aptly calls these primary exponents of staff development, staff
developers.
From their analysis of staff development units in universities, Warren
Piper and Glatter (1977) identify four functions.

These are:

1. Research
2. Resources for Staff Development
3. Promotion of Initiatives
4. Staff Training
However, the dominant approach to staff development by centralised units,
where they exist, has been through formal training courses.

Yet the

approach has limitations as an effective staff development method, as
Warren Piper and Glatter (1977) and the committee on the training of
university teachers (CVCP, 1986) recognise.

The limitations essentially

arise from the gap which can exist between the learning derived from a
course or other assistance given by a central unit and its suitability
and application to the everyday working context of individuals.

Main
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(1985) also recognises the limitations of centralised units and formal
training courses unless the training or assistance offered is
appropriately dovetailed to the normal work of the individual.
The limitations of the centralised units are attributed by Ryan (1984)
from his study of the Central Institutions in Scotland, to the
organisational context within which the units work.

Thus he maintains

that the centralised units are tacked onto institutions in an accessory
way and that the sociotechnology of the institution is invariably at odds
with the innovatory purpose of the units.

Thus he comments that "The

specialist education developer in the college setting was an item of
discrepant technology, an embodiment of a different pedagogical theory to
that implicit in the institution's architecture and organizational plan"
(1984, para.2.3.1.).

Accordingly relatively few staff consult the

centralised units.
Hewton (1982) makes explicit the limitations to the centralised approach
when he identifies as a powerful influence on the behaviour of staff I the
diverse cultures associated with the different departments and
disciplines which characterise institutions of higher education.

To these

diverse disciplinary and organisational cultures, the centralised staff
developer is always an outsider.

He is not accepted by academic staff as

a peer, with the same detailed knowledge and beliefs about subjects and
disciplines.

As an outsider he faces a gulf with academic colleagues who

are insiders.
Revision of the centralised approach has been suggested through the
inclusion of many more part-time tutors (volunteers), drawn from
practising staff to serve training courses (AUT, 1982).

Greater diversity

in the training initiated by such means as informal interest groups has
also been proposed as an improvement (CVCP 1986).
An effective means to overcome the limitations of centralisation and
training is offered by Main, in his support for activities which are
personalised sufficiently to "touch on the personal skills and the
personal rewards or achievments of teachers" <1985, p.64)'

He echoes the

recognition made by Warren Piper (1978) that the activities promoted by
centralised units have to be integrated within the organisation by
strategies which reconcile three elements concerning teachers: improving
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the ability to teach, improving the opportunity to teach and improving
the incentive to teach.
The first known attempt to depart from the standard form of centralised
units in higher education in this country, occurred at Brighton
Polytechnic and is the subject of chapter four.

Birmingham Polytechnic

subsequently borrowed from Brighton's experience for its innovation to
decentralise staff development which constitutes the basis of this thesis.
Other countries
This pattern of staff development in higher education as a centralised
phenomenon either through specialised units or staff for whom it is a
secondary activity, is mirrored by higher education in other countries.
Thus in Australia both Johnson (1982) and Moses (1985a) report that
there is a sturdy provision of centralised units, known as academic
development units, in Australian universities.

Indeed the impression is

created that Australian recognition of the need for institutionalised
provision for staff development in higher education is in advance of
British universities.

The listed functions of these units which Johnson

compiles is very close to the activities of units as reported by SCEDSIP
(1982).

Johnson's evaluation of these units is very positive: "There is

no room for doubt that units do help academic staff perform better"
(1982, p.40).

Moses's much more qualified evaluation of such units,

"generally effectiveness is judged at the level of reaction only" <1985a,
p.97), arises from her circumspect approach which points to the limited
nature of evidence about the outcomes from staff development activity in
general.
In Canada staff development in universities is also organised through
central persons or units according to Konrad (1983).

Thus he reports

that "Sixty percent of the universities had an organised program or a set
of development activities.

About two-thirds of these universities had a

person or a unit for coordinatiing faculty development activities: most
development staff persons served on a part-time basis in this role" <1983
p. 24).

In contrast to Australia where staff development is securely

established, in Canada staff development appears to be a very marginal
activity indeed so that Konrad is provoked to conclude that, "Faculty
development activities are limited in their effectiveness, in part, because
of their treatment as temporary systems in Canadian universities.
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Although 'coordinators' for development activities exist in many
universities, most of them serve on a part-time basis.

Furthermore,

resources appear to be too minimal for the development of adequate
programs" (1983, p.25).
In the United States also Centra (1976) reported from his survey of
higher education that in his sample of institutions just under half had
units or persons that co-ordinated the development of activities on
campus.

The units varied in size from solitary part-timers to larger

staffs of three or four and there also existed some inter-collegiate
arrangements for small colleges.

The picture drawn by Centra is

confirmed by Gaff (1979) when he refers to special organisations that
have been established at all kinds of institutions of higher education to
promote staff development: "Such organizations have a separate identity, a
small staff often drawn from among the current faculty from a variety of
academic disciplines, a separate budget and a responSibility to be an
active proponent of the improvement of teaching and learning" (1979,
p.236).

Some colleges especially the smaller and more isolated ones do

not have access to centralised units so that initiatives to promote staff
development such as those funded by the Bush Foundation have included
the establishment of faculty development centers (Eble and KcKeachie,
1985).

Such centralised units as have been establised in American higher

education can manifest an almost palatial standard if the personal
testimony of Main is accepted when he refers to the unit serving the
University of Michigan <1985, p.48).
Nevertheless, Toombs (1983) notes the closure of many units or
alternatively a reduction in their budgets, since the late 1970's.

The

trend is attributed to the lack of impact of such units upon their
institutions.

He concludes that because higher education has been faced

with massive change from outside, there has been the adoption of a
'managed institution approach' in which "effectiveness is manifest in the
fiscal condition of the whole enterprise, not in the educational or
intellectual strength of its components" (1983, p.91>.

Toombs concludes

that centralised units have promoted the personal development of teaching
staff against a rising tide which has asserted organisational priorities
and requirements.
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The failure of centralised units to achieve a balance between the personal
and organisational needs, identified by Toombs (1983), is supported and
developed by Kozma (1985) from his empirical research.

He shows that

whilst centralised units have enabled individual teachers to make
innovations, there has been no extensive or lasting impact from such
innovations, in the institutions concerned.

The lack of significant

impact is attributed to lithe personal orientations of faculty development
while ignoring the organizational needs created by changes occurring in
higher education" (1985, p.315).

Kozma suggests a shift in approach by

centralised units towards the organizational context of teachers: "Perhaps
the most crucial contribution that instructional improvement agencies can
make is to resist the temptation to cater to the personal preferences of
faculty and make the adoption process more deliberate and interpersonal"
<1985, p.315).
Centrali:3ed units in some form seem to have been created by institutions
of higher education in many other countries other than those already
cited where teaching and learning are considered of value as distinct
from academic disciplines.

Thus contributors to an international review

of staff development confirm that the pattern is quite widespread
(Teather, 1979).

Main (1985) sums up the international picture thus:

"Centres for the improvement of teaching have existed for many years in
the United States of America, have flourished during the 1970's in
Australia and in parts of Canada, and there are some examples of the
concept in the United Kingdom and continental Europe" (1985, p.48).

Main

(1985) helpfully categorises the activities of these units as sixfold:
1. Courses, Workshops, Seminars.

Training activies of various forms and

content constitute this category.
2. Study Leave.

Units are involved (but not exclusively) in co-ordinating

arrangements of various kinds which give leave of absence to academic
staff to alternative destinations.
3. Change Teams.

Internal secondment of staff, usually part-time to the

unit to develop specific programmes of their own.
4. Grants Schemes.
innovations.

Grants are given for specific projects and
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5. Personal Help through Evaluation.

The unit offers help to staff

through several means, both with evaluation of teaching and subsequent
improvements.
6. Other Forms of Personal Help.

Help can take alternative forms to

individual teachers, including in the United States, growth contracts.
Aspirations to depart from the usual formula of centralised units to
devolved staff developers within all faculties or divisions of an
institution have been expressed at an international gathering of staff
developers (Harding et aI, 1981).

Such an aspiration for the future was

shared by the Universities of Chulalongkorn (Thailand), Queensland
(Australia), Auckland (New Zealand) t and Stellenbosch (South Africa).
However, any such development has not yet found its way into the
literature.

Such a change in the organisation of staff development would

seem to be dependent on the allocation of extra resources and staff to
centralised units.

At least this seemed to be the view of Australian

units according to Moses (1985a, p.84).

It may be that some devolved

staff development system has been adopted in the massive higher
education system of the United States.

Centra (1976) in his survey of

units refers to there being some decentralised offices but any important
developments of this form have again gone univestigated and unreported in
the literature.

Indeed, the recent examination made by Moses (1987) of

educational development units in Australia, Britain, USA, West Germany and
Sweden omits reference to any initiatives for decentralisation.
Centralisation of staff development in higher education apparently
remains without significant variation.
Volunteers
Staff development is not the exclusive preserve of persons who engage in
it as a major activity for which they are employed.

There are many staff

engaged in staff development for whom it is essentially a secondary,
voluntary or informal activity in contrast to those staff developers
associated with centralised units for whom it is more of a professional
or primary activity.

Through both pOlicy making (academic staff training

committees) and services (training courses) volunteers play an important
part in the structures which institutions have created to promote staff
development.

Within universities this seems to be particularly true,

given the dearth of staff developers as indicated by Cryer (1981) and
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Brown and Atkins (1986).

It seems that a good deal of the training

arranged by universities for their staff is only possible because of the
support of volunteers.
Volunteers are also engaged in staff development in more than just
centrally inspired activities.

Evidence to support this statement is

based on scattered data, no sustained research having been conducted
apparently.

Thus the agreement made between the Association of

University Teachers and the University Authorities Panel in 1974 about
probation for new staff envisaged there being a senior cOlleague in the
department of a new lecturer to whom the newcomer could turn, for advice
and guidance.

These senior colleagues have also become known as

departmental advisers, which Cox acknowledges (1983, p.139).

A system

of senior colleagues has not emerged, for according to Brown (1986),
"There is no-one I know of, who is using the senior cOlleague system
identified in the AUTlUAP agreement".

Nevertheless it is clear

departmentally based staff training takes place as reported by :Matheson
(1981) and more recently by the committee on the training of university
teachers when they report that "Some departments already provide
systematic on-the-job training for their academic staff through seminars,
discussions and job rotations which are specific to their own subject and
research needs" (CVCP, 1986, p.2).

In discussion of their survey

undertaken on behalf of the university authorities, Brown and Atkins
(1986) admit the incomplete nature of their findings in respect of
departmentally based staff development.
Some other sources such as Main, give an inkling of interesting
activities within departments, when he refers to some recent developments
at his own university, specifically a system of mentors (or senior
colleagues by another name) and cOlleague groups (1985, p.119).

Personal

sources suggest that some form of mentorship or senior colleague system
exists at both Birmingham University and the Imperial College of Science
and Technology albeit of an informal kind.

Certainly, there are grounds

for thinking that if research were undertaken into departmental staff
development in institutions of higher education, it might come to similar
findings to those of Bradley et al (1983), from their survey of a sample
of cOlleges of further education.

In 6 of the 19 colleges surveyed, a

formal system of mentors existed and in the majority of the rest, an
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informal system prevailed (1983, p.97).

Some further indication that

vOluntary staff development at the departmental level of higher education
institutions is significant is shown in the expressed policy of one
polytechnic at least, for a supervisory tutor in each department to help
and guide new staff in their new occupational role (Fox, 198?).

Moreover

it is clear from the recognition and support given by the Council for
National Academic Awards (CNAA 1985) that mentorship for staff in
further and higher education is a common practice which is valued and
may well grow.
The importance of volunteers, particularly departmental advisers, to the
staff development process, has been recognised by Smith (1987), who
attributes to them a commonality of purpose with the staff developers.
He maintains that although the two agents differ in their roles, they can
offer each other a mutuality of support, from which their institution can
benefit.
Important though volunteers in staff development may be, two questions
are raised by Elton (1987) about the quality of their contribution.
concern their selection and training for the role.

These

He suggests that

unless satisfactory arrangements are made in both of these respects, then
volunteers may simply pass on their well established but poor practice.
Micro Models
Whether staff development activity is full-time, part-time or voluntary,
the literature indicates that there are alternative models of staff
development practice.

There is implicit agreement in the literature that

the staff developer is a consultant to his academic COlleagues but beyond
that there are undoubtedly different approaches to the task with
different implications.

I shall call these models which address the

detailed practice of the staff developer, micro models.
A fourfold categorisation of models for the practice of staff development
is offered by Rutherford (1982).

The categorisation is derived from the

major strategies and theories of change postulated by Chin and Benne
(1976) and Berg and Ostergren (1977, 1979).

In his categorisation, there

is a product-orientated model, a prescription-orientated model, a processorientated model and a problem-orientated model.
The product-orientated model involves the delivery of a range of
alternative services by the staff developer in response to needs
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presented by academic staff.

It is implied that advice or information or

various technical services will be encompassed by the staff developer.
The prescription-orientated model involves the staff developer accepting
invitations to diagnose problems which exist for academic staff and
prescribing remedies.

Rutherford (1982) likens the relationship to a

doctor and patient and implicit in that analogy is the role of the staff
developer as an expert who determines unilaterally the nature of the
problem and through his advice, the appropriate treatment.
The process-orientated model involves the staff developer promoting
activities which are intended to develop the personal and professional
qualities of participating individuals.

Implicitly, the emphasis here is

upon training activities, such as workshops and discussion groups.
The problem-orientated model involves the staff developer supporting
academic staff to resolve problems which are set within the institutional
context.

A common manifestation of the model is the working party, in

which the staff developer is a contributor.
Rutherford commends the problem-orientated model as "arguably the most
effective strategy for staff developers to employ in the present
circumstances" (1982, p.186).

Nevertheless, he also concludes that "The

many differences among institutions - differences in personnel, context,
history, available resources and so forth - necessitate different
arrangements which change as circumstances change" <1982, p.190).
Another fourfold categorisation of micro models of staff development
practice, guided by differences of philosophy, is suggested by Harding et
al (1981) from an international gathering of staff developers.

The

models that are identified are the medical model, the public health model,
the athletic model and the authoritarian model.
The medical model suggests private and confidential help prescribed by
the staff developer to individuals, who freely seek it out.

The staff

developer accordingly responds to approaches from his or her colleagues,
which are usually for help with some specific and defined difficulty.
The public health model upholds environmental factors such as rewards,
recognition and management style as important for the staff developer to
support and use.
The athletic model suggests that the staff developer makes relationships
with his colleagues, in which he encourages self-development through
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individual initiative to achieve improvement on past performance.
Examples of the acti vi ties of staff developers adhering to this model are
personal evaluation of teaching performance and growth contracts.
The authoritarian model suggests that the staff developer prescribes
institutional objectives, which academic staff are required to achieve.
This model is exemplified through the organisation of compulsory training
courses and the compulsory inspection of teaching with possible
prescriptions for change.
Rutherford's assumption about differences and change in institutions of
higher education, is apparently supported to an even greater extent by
Harding et al (1981), for no one model is commended over the others.
In addition to both these categorisations of models, Main (1985)
advocates the personal growth model which has an emphasis on the
individual.

It is characterised by an acceptance and respect for the

whole person and not just an interest in their capacity to deliver an
ever improving professional performance.

In this model the staff

developer is pre-eminently a combination of tutor and counsellor.
Baud and McDonald (1981) distinguish three models which they identify as
the professional service model, the counselling model and the cOlleagual
model.
In the professional service model the staff developer brings
"organizational and technical expertise to apply to a problem that has
been identified by a client" (1981 p.3).
In the counselling model, "The focus is on the resources of the teacher
rather than the expertise of the cousellor" <1981 p.5).
The colleagual model involves the staff developer engaging in joint
research activity with colleagues, for which there is shared
responsibility and a tangible outcome.
When a comparison is made between these categorisations of models it
becomes apparent that there are strong similarities between individual
models.

Whilst different terms have been used, there appear to be common

properties which several of the models share.
Thus the product-orientated and professional service models define the
staff developer as a source of multiple services, with an emphasis on
material assistance.

The prescription-orientated and medical models

characterise the staff developer as a trainer or instructor who dispenses
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well defined guidance and advice.

The public health model too seems to

have a broad affinity with these two other models.

It differs slightly

in that the expertise of the staff developer is directed at more
collective or institutional targets which influence the behaviour of
academic staff.

The process-orientated, personal growth and counselling

models pOint to the staff developer as a tutor and counsellor, whose
activities are designed to enhance the capacities of academic staff to
resolve their own problems.

Finally, the problem-orientated, athletic and

colleagual models represent the staff developer as a collaborator with
staff in research and development activities either in pairs or groups.
The authoritarian model is not accomodated easily within this basic
fourfold categorisation of models.

However, it seems a rare species in

the literature and apparently absent from the British higher education
system.
Assuming that there are four broad basic micro models of staff
development, it is evident that each has its limitations or weaknesses,
which is also acknowledged in the literature.
The product-orientated model is weak in the superficial analysis of
problems and inappropriate or restricted solutions which may be
engendered.
The prescription-orientated model is weak because the uncollaborative
nature of the relationship between staff developer and academic staff can
reduce the willingness of the latter to accept solutions which may be
prescribed.
The process-orientated model is weak through its concentration upon
personal and individual aspects which can neglect the institutional and
organisational context.
Finally, the problem-orientated model is weak suggest Boud and McDonald
(1981) through the emphasis placed upon shared original answers to
problems which may discount expertise that has been accumulated either in
the literature or in institutional practices.
Boud and McDonald maintain that exclusive association by staff developers
with anyone model is an inadequate approach because of the limitations
which anyone model has.

They conclude that the staff developer has to

pursue an eclectic model for "It is necessary to work flexibly and
eclectically in order to respond to the unique demands of each situation"
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(1981 p.5).

So each separate model at times may be of use but to be

effective, the staff developer has to maintain a versatility of approach
with the capacity to apply all the models discriminatingly.
The eclectic model is very similar to the diplomacy model which Hewton
(1982) advocates.

In this model the staff developer resembles the

diplomat in being respectful of the colleagues he has to deal with and
their ways, possesses similar negotiating skills and is able to choose
and apply from a range of strategies to achieve his aims.

Hewton bases

his model on a thorough analysis of educational change strategies and
their limitations, and the variety of perspectives held both by staff
developers and amongst the academic community.

Particularly powerful

conceptually, is his notion of the staff developer as an outsider to the
host cultures of departments and subject disciplines which surround his
academic colleagues.

Hewton's model rests on a well supported and

developed analysis of institutions of higher education and in its
essentials is the same as the eclectic model.
Paradoxically, however, the sale case study which he offers at some
length to support the diplomacy model revolves around a working party
approach, which is more characteristic of the problem-orientated model
than the diplomacy model where a variety of methods would be expected.
Further support for the eclectic model is given by Berg and Ostergren
<1977>, FEU <1987a), Lindquist (1978) and McAleese (1978).
Berg and Ostergren from their study of innovation processes in Swedish
higher education offer "some rules of thumb for change strategies" which
include the promotion of a variety of activities amongst academic staff
<1977 pp.126-127).
The FEU recommends a wide set of skills for the staff developer in
further education and a wide range of activities promoted by him so that
he is "an agent for change whose work is at the leading edge of
institutional and service growth and development" (1987a, p.26).
Lindquist (1978), from his study of change in higher education in the USA
is most explicit in concluding that to be effective, staff developers have
to combine and integrate change strategies which are usually pursued
separately.
Finally, McAleese (1978), from his analysis of the university staff
developer concludes that the role is constituted by six overlapping sub-
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roles, organiser, teacher, researcher, facilitator, counsellor and
consultant.
The eclectic or diplomacy model offers a model for staff development
practice which does seem superior to all other models which have been
identified.

For effectively, it encompasses the four lesser models within

it, thereby cancelling out the risks from relying merely on one of the
four, as the sale approach to staff development.
limitations.
developers.

Even so, it too also has

One limitation is in the versatility expected of staff
To assume a competence by staff developers in the use of a

wide range of strategies may be too difficult to realise and result in
failure through over-ambition.

Another limitation is of minimal change

through acceptance of existing staff practices.

Nevertheless, some

limitation or risk seems inevitable with any micro model of staff
development practice and the eclectic model does appear to offer the
greatest potential for practice overall.

A more extensive critical

discussion of the micro models will be made in chapter 15.
Macro Models
Just as several alternative micro models have been proffered for staff
development practice, so also several models have been postulated which
suggest alternative primary sources for staff development initiatives.

I

shall call these the macro models of staff development responsibility.
The three macro models of staff development were recognised by Yorke
(1977) and identified by him as 'management', 'shop floor' and
'partnership'.

Each has a distinctive rationale, with implications for

action.
The 'management' model implies that staff development activity is
generated to achieve the management's perception of what the institution
needs.

Thus training courses and staff appraisal procedures are

organised for staff to achieve standards that have been set by
management.

Staff are expected to change in terms of the diagnosis and

prescription which management has made.

The implication of the

'management' model is to forsake the appointment of separate staff
developers as being unnecessary, or if appointed, to require their
compliance with the wishes of management.
'management' model are apparent.

Two weaknesses of the

It disregards the perceptions and needs

of staff and it assumes that managers in higher education can discharge
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staff development responsibilities adequately as part of a wide range of
duties.

Even so, its supporters such as Badley (1988) appear to assume

that the model can be applied successfully if heads of departments are
given as apriority, training for their general responsibilities.
The 'shop floor' model implies that staff identify their needs and propose
action to meet them.
management.

Support for initiatives can be obtained from

The implication of this model for the staff developer, if a

post is deemed necessary within an institution, is a marginal role,
largely reactive and with a responsibility only for the allocation of
resources.

Two weaknesses are apparent with this model.

It assumes that

staff are fully capable of identifying their professional needs and taking
action to meet them.

It also fails to recognise, other than peripherally,

the legitimate concern that management has with the professional
development of its staff.

Implicit support for the model given for

example by Muller (1988), makes no acknowledgement of these weaknesses.
The 'partnership' model recognises a divergence of interests between the
individual and institution and the reconciliation of this divergence by
means of professional staff developers in a specialised and centralised
unit.

The staff developers initiate various activities which relieve

management of some of their responsibilities and simultaneously offer
opportunities to staff for development which is to their benefit.

There

are three weaknesses apparent with this model which have been indicated
earlier in this chapter.

One is the difficulty of integrating centralised

initiatives for staff development, with the everyday organisational
requirements of institutions.

Another is the limited utilisation of

centralised units by academic staff and the concomitant minimal influence
of the former on the latter.

Finally unless appropriately selected and

trained personnel are appointed who are able to fulfil the professional
demands of the role, there will be a lack of expertise and the
'partnership' model may then founder.
These weaknesses might be overcome or reduced through a modification of
the model to include decentralised staff developers working in
cooperation with their centralised colleagues in a new and extended form
of 'partnership'.

The appointment of staff developers throughout an

institution of higher education, rather than at the centre alone, could
permit a greater closeness to academic staff.

The decentralised staff
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developers might then become less outsiders and more insiders.

An

extension of the 'partnership' model has been advocated explictly by
Bligh (1982a), Elton (1987) and Smith (1987) and is implicitly supported
by Main (1985) and Warren Piper and Glatter (1977).
considerably, the contribution which the model makes.

It offers to advance
A more extensive

critical discussion of the macro models will be made in chapter 16.
Conclusion
The scope of staff development in higher education has been defined as
wide, its growth as a recent phenomenon.

It has manifested itself in the

development of centralised units both at home and abroad, and through the
activities of volunteers.

The limitations of the centralised approach

have been recognised, most notably the problem of the outsider.

Of the

five micro models of practice that have been identified, the eclectic
model is considered to have greatest merit.

Of the three macro models of

responsibility, the 'partnership' model is considered most meritorious,
albeit with limitations.

It is hypothesised that an eclectic

decentralised variant of the 'partnership' model presents a highly
promising approach to the effective promotion of staff development.
Subsequent chapters will develop this thesis of decentralised staff
development roles in higher education.
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CHAPTER THREE
THE RESEARCH DESIGN
Introduction
This chapter describes the strategy adopted to investigate
decentralised staff development roles in higher education.

It reports

the methods employed, the order in which they were used and the
reasons for their use.

On the next page, Table 3.1, a chart of the

research design over its dUration of four and a half years, is shown.
Three early phases are distinguished: a methodological overviewj the
adoption of a case study methodj the Brighton Polytechnic case study.
Then the Birmingham Polytechnic case study is reported: the genesis of
decentralised staff developmentj participant observationj interviews
and documentation; a survey of academic staff and further interviews
and documentation.

The last phase is a case study of Coventry

Polytechnic.
Xethodological Overview
The first stage of the research which began in October 1985, was a
review of educational research methods in general and prior research
into staff development and innovation theory in higher education in
particular.

The purpose of the review was to achieve a command of the

range of educational research methods which were available and to
become familiar with the methodological approaches which had
characterised previous research in the field of study.
This review was achieved through consultation with relevant literature
and informal discussions with colleagues active in the fields of staff
development and the methodology of social research.

A computer search

of the ERIC database, consultation with the literature and informal
discussions with colleagues involved in staff development in higher
education also confirmed that only one institution of higher education
other than Birmingham Polytechnic, either at home or abroad, was known
to have introduced a scheme of decentralised staff development
throughout the entire institution.

That institution was Brighton

Polytechnic, the scheme had been abandoned some years previously and
there was evidence to suggest that it had exercised an influence upon
the adoption of decentralised staff development by Birmingham
Polytechnic.

This knowledge guided the subsequent direction of the
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Table 3.1
Chart of the research design
Academic Year 1985-86
Preparation of methodological overview.
Brighton Polytechnic case study: interviews (5) with key informants
Collection of documentation
Analysis of data of first case study
Birmingham Polytechnic case study begins with genesis:
Interviews (18) with key informants
Collection of documentation
Participant observation
Analysis of data
Writing
Academic Year 1986-87
Participant observation
Interviews (34) with key informants
Collection of documentation
Analysis of data
Writi ng
Academic Year 1987-88
Observation
Sample Survey:
Preparation, administration and analysis of questionnaire
Writing
Academic Year 1988-89
Survey continued: Interviews (30)
Further interviews (8) with key informants
Collection of documentation
Completion of analYSis of second case study
Writing
Coventry Polytechnic case study:
Interiews (3) with key informants and collection of documentation
Completion of analysis of third case study
Writing
Academic Year 1989-90
Review, integration of chapters and editing for submission of thesis
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research for it diminished the scope for applying some research
methods.
Thus although a wide variety of methods was known in principle as
available for use, the absence of decentral1sed staff developers at
institutions other than the two initially identified, negated the
utilisation of some methods.

Thus a survey of institutions to

discover staff development practices, such as those undertaken by
Brown and Atkins (1986),

Centra (1976), Cryer (1981), Greenaway and

Harding (1978), Konrad (1983), and Moses (1985a), was not considered
to be a feasible approach to the subject.

For there was only one

institution with a current scheme of decentralised staff development
and another institution which had a scheme in the past.
For the same reason, an extended review of literature as the major
method of research, as exemplified by Boud and McDonald (1981), Cannon
(1985), Levinson-Rose and Menges (1981), Teather (1979), was also
rejected because of the dearth of literature on decentralised staff
development.
A general approach which was considered and rejected, was predominant
use of structured questionnaires or quantitative and statistical data.
Such an approach has not commended itself generally to researchers of
staff development in higher education, and the reasons for eschewing
the approach in two cases at least, are given explicitly by Bradley et
al (1983) and Ryan (1984).
Thus Bradley et al (1983) identified three reasons for not adopting
such an approach: the lack of previous research in the area of their
inquiry (staff development in further education) required
determination of the key issues first rather than concentrating on
those aspects which were easy to measurej the lack of precise
definitions and agreed upon assessment criteria which characterised
the literature of the subject;

the elusive and ambiguous nature of

staff development activity which would not be captured in a narrow
statistical approach.

As a result, Bradley et al (1983) were led to

using a variety of procedures.
Ryan (1984) similarly reasoned that a survey method would help little
in his search to develop theoretical knowledge of staff development in
the Scottish Central Institions.

For that purpose he considered that
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it was important to establish the meanings that people attributed to
staff development processes.

Given the purpose of his research, he

emphasised the necessity of an open-ended and pragmatic approach
rather than one which was fixed and determined from the very
beginning.

Thus he chose a participant observation approach, in which

interviews were one method of several that were employed.
The reasoning of both Bradley (1983) and Ryan (1984) was shared for
the purposes of the research into decentralised staff development.
Thus it was known that the subject of the research had not previously
been investigated.

It was also held that the phenomenon in question,

decentralised staff development, was without precise definitions and
lacking agreed upon assessment criteria.

It was also held that a

strong emphasis upon a statistical approach might yield data that was
of little value.

The subject of the research was perceived as a

developing social phenomenon in a complex environment.

There was a

need to e:3tablish the meanings of decentralised staff development
acti vi ty in the eyes of all those close to it.

The approach which was

judged to be most suitable was that identified as qualitative by
Bogdan and Biklen (1982) and Patton (1980), ethnographic by Hammersley
and Atkinson (1983), illuminative evaluation by Parlett and Dearden
(1977), field research by

Burgess (1982) and Johnson (1975) and case

study by Walker (1980) and Yin (1984).

Burgess (1982, p.1) explicitly

acknowledges the synonymity of all these terms, thus recognising a
common and distinctive research approach.
Case Study Method
The essential characteristics of qualitative methods are defined by
Bogdan and Biklen (1982) as study in a natural setting, descriptive in
character, a concern with processes rather than outcomes, an inductive
analytic approach and obtaining an understanding of human behaviour.
This approach was thought both appropriate and feasible for research
into decentralised staff development in the two institutions which
were known to have adopted it.

As the subject was an educational

innovation, the illuminative approach was most appropriate to it,
accepting the advocacy of Parlett and Dearden (1977).

Their

characterisation of the approach as involving description and
interpretation rather than measurement and prediction was thought
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applicable to the subject.

For the absence of firm and clear concepts

and indicators with which to measure decentralised staff development
led to a recognition of the value of the case study method.
In employing the case study method it was thought that a degree of
objectivity would be secured through uncovering the multiple realities
to which both Bogdan and Biklen (1982) and Walker (1980) refer.

For

it was not seen as being possible to achieve a single undisputed
understanding of the truth about decentralised staff developers.
Several interpretations might best offer a greater understanding of
the phenomenon.
Although the case study method was apparently suitable for the
purposes of the research, three principal problems or criticisms of
the approach were recognised.
The first problem was the subjective nature of the approach, whereby
the data that is collected is processed in accordance with the
interpretations of the investigator.

The outcome of this procedure is

a risk of bias or distortion from the reliance on human judgement.
The second problem was the risk of the investigator influencing
untowardly, the behaviour and events that were under study through his
participation.
The third problem was the generalisability of the analysis to other
situations.

Thus a question is posed of the relevance and truth of

intensive, detailed and small scale studies for the wider world of
which they are but one small part.
It was noted that these three principal problems were well recognised
by proponents of the case study method and assurance was given of how
to combat them.
The first problem of the subjectivity of the approach was addressed by
Bogdan and Biklen (1982), Parlett and Dearden (1977), and Reason and
Rowan (1981) who suggest several techniques to counter the problem and
safeguard the scientific probity of the research.

Self-awareness by

the researcher figures prominently amongst the techniques as well as
explicit reasoning and careful documentation of all the various
processes and procedures of the research.
The second problem of the risk of disturbance or distortion from the
participation of the investigator, seemed avoidable by following the
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gUidance given by Parlett and Dearden (1977).

They maintain that the

investigator can counter disturbance from his participation by
managing his presence through skill in the relationships he makes with
those under study.

They also maintain that the integrity of the

research can be secured through observance of appropriate ethical
standards by the researcher.
The third problem of the representativeness of the study or its
generalisability was answered by Bogdan and Biklen (1982) and Parlett
and Dearden (1977) in their analysis of educational institutions.

For

they contend that within learning milieux, despite diversity, there is
much that is shared through conventions and characteristics.

Thus for

generalisability, a full and open account of the research process is
required so that it is possible for others to decide how reliable and
valid the research findings from the case study are to other cases.
Because these problems of the case stUdy method seemed resolvable. it
was decided in principle to proceed with its application to the
research into decentralised staff development.
The suitability of the case study method was supported by the staff
development research undertaken by Berg and Ostergren (1977), Bradley
et al (1983), Eble and McKeachie (1985), Mathias and Rutherford (1983)
Rutherford (1982), and Rutherford, Fleming and Mathias (1985) in which
varying degrees of reliance had been placed upon the technique.
Of these research studies, the most notable theoretical contribution
came from Berg and Ostergren (1977), who based their research method
on several case studies in which documentation and non-structured
interviews were dominant.

In doing so, they explained that relevant

quantitative and empirical methods had not been developed for the area
of study.

More positively, they argued that the case study approach

made it possible to reach the core of multi-dimensional and multifaceted reality which was reflected in the innovation process, the
subject of their inquiry.
Additional support for use of the case study method was given by
Hewton (1982).

For in his major theoretical analysis of the roles of

staff developers in higher education, which was derived from a review
of the literature, Hewton (1982) upholds his conclusions with support
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from a case study of the institution in which he was a participant
observer in his post as a centralised staff developer.
Further encouragement for applying a case study method was given by
Main (1981) who showed the usefulness of its contribution (combined
with an extensive literature review) for his evaluation of the
training of university teachers.

He had made full use of his own

institution of higher education, Strathclyde University, and his role
there as the centralised staff developer for his research.

Even more

appositely, McAleese (1978) had made considerably fuller use of his
own institution, Aberdeen University, and his post as the centralised
staff developer, to develop his thesis on the roles of the staff
developer.
In both of these research studies, (Main, 1981; McAleese, 1978), the
researcher had conducted research into staff development using
extensively, his experience as a staff developer in his own
institution.

Essentially, both Main and McAleese had utilised their

organisational roles to exemplify the principle of participant
observation for their research.
The researc:b into decentralised staff development for this thesis was
presented with the opportunity for participant observation, similar to
that afforded by the research of Main (1981) and McAleese (1978).

It

was decided to exploit the opportunity, to obtain data from first hand
experience of the rare innovation of decentralised staff development.
The technique was adopted as but one of several however, for reliance
upon a single technique was regarded as too narrow, thus making the
research vulnerable to criticism.
A case study approach characterised by triangulation as commended by
Yin (1984), was adopted for the research.

For it was considered that

several techniques for gathering information were necessary for two
reasons: to make the findings more accurate through a corroborative
mode and to construct a more extended, rich and complete inquiry
through the inclusion of different perceptions of informants.
Methodological triangulation was regarded as vital for the research,
to counter the risk in the case study method, identified by Walker
(1980) of being dominated by the sole interpretation of the
researcher.

The use of several methods would increase the sources of
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information and the possibility of contrasting interpretations.
a synthesis of the truth would be achieved.

Thus

In sum, triangulation

was judged essential to ensure the objectivity of the research.
To further promote the objectivity of the research, the use of other
types of triangulation, additional to the methodological, was
considered necessary and feasible.

Space triangulation could be

achieved through investigation of the two institutions known to have
adopted decentralised staff development.

Time triangulation could be

achieved by conducting the research into Birmingham Polytechnic over a
prolonged period of time.

A combination of several levels of

triangulation was considered achievable through investigating
decentralised staff development at several distinctive points within
the organisation of Birmingham POlytechnic.

The final type of

triangulation that it was decided to use, was theoretical
triangulation.

Thus it was resolved to explore decentralised staff

development with reference to the alternative models of the process of
staff development and the alternative models of the practice or role
of the staff developer.
Methodologically, participant observation, interviews, documentation,
and a survey of staff were selected as the appropriate techniques to
achieve triangulation.
Interviews were selected as a research tool because of the flexible
and exploratory use that could be made of them with those selected as
key informants from the experience of participant observation.

Their

value as a tool for staff development research had been well
demonstrated by Berg and Ostergren (1977), Bradley et al (1983), Eble
and McKeachie (1985), Kozma (1985), NASD/CEDAT (1986), Ryan (1984),
and Startup (1979).

The type of interview selected as most

appropriate for use with the key informants was the guided or focused
interview as identified by Hoser and Kalton (1971).

This type of

interview provided the means to inquire into some topics with open
questions and the exercise of discretion to probe further when it was
considered necessary.

Diaries were considered as an alternative to

the interviews of some key informants but their conspiCUOUS lack of
use in staff development research combined with doubts about them

42

being kept reliably, led to their rejection as a research tool in the
circumstances.
Documentation was judged to be a fruitful source of data, for the two
institutions concerned were assumed to commit much of their thinking
and their decisions about staff development to writing.

A selection

of documentation would be made through participant observation and
subsequently through data collected by interviews.

The use of

documentation as a worthwhile activity in staff development research
was supported by Berg and Ostergren (1977), Bradley et al (1983), Eble
and McKeachie (1985), Greenaway and Harding (1978) and Kozma (1985).
A survey was judged necessary to obtain data from the potential
beneficiaries of decentralised staff development, the academic staff.
Their experience and perceptions were judged as a vital contribution
to the methodological triangulation and more specifically to determine
the perceptions by staff of their own needs.

Although discussion

groups as one of the several techniques identified by McKillip (1987)
for analysing needs was considered for use and known to have been
employed

successfully by Bradley et al (1983), Eble and McKeachie

(1985), NASD/CEDAT (1986) and Yorke (1977), the participation of staff
was thought difficult to secure and doubt was felt about the
representativeness of any such discussion groups that could be
convened.

As a better alternative, a survey of staff commended itself

as a means of obtaining a relevant quantity of data from a
representative sample of staff.

The logistics suggested were those of

a self-administered questionnaire, delivered and returned by post to
the researcher.

The adoption of this technique was given support for

its use in the field of staff development research by Bradley et al
(1983), Eble and McKeachie (1986), Fax (1984), Rutherford (1986) and
Startup (1979).

It was proposed to complement the quantitative data

obtained from the questionnaire by interviews in depth with a smaller
representative sample of staff to obtain qualitative data about staff
needs.
After it had been resolved to proceed with a case study approach,
decisions were made about the best sequence of the methods adopted.
It was decided to complete the Brighton Polytechnic case study first
so that any important lessons from that abortive experience could be
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used for the case study of Birmingham Polytechnic.

Also effort could

be made from the beginning to see what relationship there was, if any,
between the two case studies.

It was also decided that research into

the genesis of decentralised staff development at Birmingham
Polytechnic should be undertaken next so that a full understanding of
the background to the appointment of decentralised staff developers
was gained prior to investigating the phenomenon in operation.

A year

of participant observation initially was judged necessary as a
preliminary to the systematiC use of interviews and documentation
throughout the institution.

The survey of staff would be conducted

last.
This sequence of investigation was formulated so that time would be
given initially to enable the role of decentralised staff developer to
become securely established and operational within the institution.
This period of time would also permit the researcher to formulate some
hypotheses, questions and issues, derived from his experience of the
role, upon which further investigation could be based.

Accordingly

interviews with key informants were proposed for the second year of
the research by which time the decentralised staff developer posts had
been extant for a year.

From the knowledge and understanding derived

from participant observation and interviews and documentation, it was
planned to prepare and administer the survey of staff.

Participant

observation was planned as a process to continue throughout the whole
period of the research to gain the maximum benefit from an accessible
and effective method used in a sustained way.

It was also thought

that the prOlonged use of the technique could indicate any significant
changes in decentralised staff development, for which new strategies
of research might be required.
Brighton Polytechnic
It was with great curiosity that the case study of Brighton
Polytechnic was begun.

For it was to afford a rare example of

departure from the orthodoxy of centralisation of staff development in
higher education.

Access to data on decentralised staff development

at Brighton Polytechnic presented itself as a problem immediately.
All that was known from initial inquiries was that decentralised staff
development at Brighton Polytechnic had been abandoned some years
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previously.

The researcher was an outsider to the institution, which

was at some geographical distance to Birmingham Polytechnic, where the
research through participant observation, had already commenced.
Initial inquiries of cOlleagues active in staff development in higher
education suggested several persons who had been highly involved in
some way in the decentralised staff development scheme at Brighton
Polytechnic.

It was therefore decided to arrange interviews with

these persons as key informants, to obtain basic data which could then
gUide further inquiries.

It was anticipated that such further

inquiries would be conducted by means of a site visit, as exemplified
by Bradley et al (1983) and Eble and McKeachie (1985) for further
interviews, documentation, observation and a survey of staff opinion.
Interviews of a focused or guided format were arranged with five key
informants when they were in the vicinity of Birmingham Polytechnic
and from these interviews some documentation and literature was
obtained subsequently.
Those interviewed, were the sale remaining member of the EDU at
Brighton Polytechnic and a former CRO (Course Resource Officer)
herself, the original head of the EDU at Brighton PolytechniC, two
former EDA's <educational development assistants), and a former CRO at
Brighton Polytechnic who was later appointed to the EDU at Birmingham
PolytechniC.
From these initial interviews and documentation, a profile abeit
limited, of decentralised staff development at Brighton Polytechnic
was compiled.

Serious difficulties were anticipated from further

inquiries through a site visit.

For it was learned from the sale

remaining member of the EDU that a visit by an outsider intent on a
sustained inquiry into the recent history of staff development within
the institution, would be neither welcomed or assisted.

It was

realised also that observation from such a visit would be very
restricted because decentralised staff development had been abandoned
some years previously.

For the same reason, a survey of staff views

on institutional arrangements which had been dissolved was thought to
be fraught with difficulty.

A site visit was the next logical step

but to continue with one in the circumstances was thought likely to
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yield meagre data.

Given the adversity of circumstances, a site visit

was considered of doubtful value and not arranged.
The decision was made therefore to close the Brighton Polytechnic case
study.

The case study is reported in chapter 4.

The Birmingham

Polytechnic case study was continued through participant observation
and a new phase was begun into the historical background.
Genesis of Decentralised Staff Development at Birmingham Polytechnic
From investigation of some aspects of the historical development of
Birmingham Polytechnic, it was hoped to achieve an explanation for the
adoption of a staff development strategy which was at variance with
that commonly pursued by institutions of higher education.

The

research into the genesis of decentralised staff development at
Birmingham Polytechnic was aided by some preliminary investigation
which had been made into the recent history of staff development
within the institution (Smith, 1985).

For it enabled a start to be

made on a list of key informants, which it was intended to extend as a
result of further interviews.
This prior knowledge indicated that the first interviews and
accompanying search for documentation should be with the two
centralised staff developers.

For they had been conspicuously

associated with the introduction of decentralised staff development.
Interviews arranged subsequently, were with five informants who
contributed to the formulation or implementation of staff development
policy through their close association with the Directorate.

In

addition, interviews were conducted with three individuals who had
been party to staff development policy making at central level, from
outside the Directorate.

For two of them, it had been in their

capacity as officers of the NATFHE branch, whilst the third was a
COlleague of the researcher.
These interviews and documentation about the recent history revealed
that there had been predecessors to the decentralised staff developers
who were volunteers or departmental advisers.

Accordingly efforts

were made to identify them within the existing staff in order to
interview them and find out what the role had amounted to.

It was a

matter of interest to determine if the role had been associated with
any particular micro model of staff development practice.

A file
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which had been kept by the EDU and had ceased to be used, was
recovered and donated for the research.

Within the file was a list of

names of staff identified as staff tutors, (Appendix 1) which was then
used as a gUide for interviews.

Approaches made to names on the list

soon established that several of them were no longer members of the
Polytechnic staff, whilst responses were unforthcoming from other
names, despite several attempts made to contact them, both by
telephone and in writing.

Eventually six former staff tutors, or a

third of the names identified in the list compiled by the EDU, were
interviewed.

Because this number was considered to be an adequate

repre:3entation of the total, no further efforts were made to obtain
interviews with other former staff tutors.
From these inquiries through interviews and documents it was
ascertained that there had also been predecessors to the staff tutors.
The discovery of professional tutors prompted efforts to identify
staff who had been so designated for interview.

These efforts led to

the successful identification for interview of two former professional
tutors only.

No comprehensive list of professional tutors was

discovered, and persons suggested either by interview or documents as
having being professional tutors, other than the two identified, were
found to be no longer on the staff either through retirement or
departure for other reasons.

It was accepted that the lapse of time

since the appOintment of professional tutors and absence of detailed
and comprehensive records made it unlikely that further inquiries to
locate former professional tutors would be fruitful.

Accordingly no

more effort was expended in this direction.
The type of interview used for the research into the genesis of
decentralised staff development was of a guided format in fifteen
instances and conversational in three.
To achieve some theoretical understanding of the genesis of
decentralised staff development at Birmingham Polytechnic, analysiS
was made of the events with reference to the innovation theories
advanced by Berg and Ostergren (1977, 1979), Chin and Benne (1976),
Havelock and Huberman (1978), Lindquist (1978), Rogers and Shoemaker
(1971) and Zaltman et al (1977).
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The genesis of decentralised staff development at Birmingham
Polytechnic is described in chapter 5 and the analysis of it is made
in chapter 6.
Participant Observation
Participant observation was the method employed immediately the
research began in October 1985.

The purpose of the method was to

obtain data first hand from the experience of being a decentralised
staff developer and to use that data as an insider to guide further
inquiry through interviews, documentation and a survey.
The scope of the participant observation was largely concentrated on
one faculty of Birmingham Polytechnic, Health and Social Sciences.
However it was complemented by some observation of the other
decentralised staff developers both in their faculties and at meetings
convened by the EDU for them.

From the data obtained from observation

of the decentralised staff developers in the five faculties of
Birmingham Polytechnic (other than Health and Social Sciences) it was
intended to secure some corroboration of the findings from the Faculty
of Health and Social Sciences and to compile a complete profile of
decentralised staff development throughout the institution as a whole.
The approach adopted to participant observation was that identified by
Burgess (1982) as an overt one rather than a covert one.

Thus the

decentralised staff developers and centralised staff developers were
informed explicitly about the research and its purposes.

Colleagues

within the Faculty of Health and Social Sciences were also informed
casually, if not uniformly about the research activity.

However, the

explicit research techniques were not identified publicly.

This

approach was pursued so that a just balance was struck between
respecting the confidentiality of those observed and maintaining an
unobtrusive approach to the process of observation.
In seeking to secure the confidence of all those observed, the
participant observation role that was adopted was that identified by
Burgess (1982) as an active role.

Thus an honest and full

participation in the role of decentralised staff developer was
followed.

Accordingly, various initiatives were taken to promote

activities amongst academic staff and to assist them in their
responsibilities rather than merely be reactive or perform the role at
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a superficial level.

No attempt was made to manipulate or contrive

results for the sake of the research.

With all academic colleagues,

an effort was made conSistently to make all encounters engendered with
them, genuine and not synthetic.

In keeping with this approach, at

meetings of all the decentralised staff developers convened by the
EDU, an active and involved part was played in proceedings.

In

adopting an overt and active participant observer role it was the
intention to seriously explore the full experience encountered by
those occupants of the post.
During the first year of participant observation, informal visits were
made to each of the five decentralised staff developers in their
Learning Centres.

The purpose of these visits was to observe

unobtrusively, the decentralised staff developers in their natural
settings.

Indeed these visits were also pilot studies to determine if

a systematiC programme of observation would be of value.

A secondary

purpose was to build up some trust with the decentralised staff
developers as colleagues, for the purposes of obtaining information,
especially through interviews later.

The visits enabled observation

of the decentralised staff developers at work and yielded some
information through the informal conversation engendered.

An

understanding of the various Learning Centres, their facilities and
the decentralised staff developers' perceptions of their
responsibilities was obtained.
Some other informal encounters were also made with the decentralised
staff developers which yielded further information.

One of these

occasions was a visit to another polytechnic for a meeting of staff
developers in higher education in the region.

The return car journey

of several hours duration fostered casual conversation with two of the
decentralised staff developers who were travelling companions.
Data from observation was recorded in a diary and completed
irregularly usually several times a week.

Events, conversations and

activities which occurred were entered into the diary when relevant to
decentralised staff development.

Activities pertaining to the other

role of the participant observer as a part-time teacher within the
institution were omitted.
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To maintain a sense of detachment and achieve some perspective as an
outsider, complementary to that of insider, totally involved and
uncritical of events taking place, reflections were regularly made
upon the experiences of participant observation.

Thus the practice

recommended by Bogdan and Biklen (1982) was adopted, of recording
observations in a diary and separately recording reflections on those
observations.

In this way it was intended to separate the participant

observer's own feelings from the activities which he had witnessed.
Participant observation was curtailed after one academic year because
the post of decentralised staff developer in the Faculty of Health and
Social Sciences was formally abrogated as explained in chapter one.
From the experience of one year of participant observation some
indications for the future direction of the research were established.
It had been ascertained that the decentralised staff developers spent
their time in various settings in which unobtrusive observation would
be difficult to arrange.

It was also inferred that further direct

observation of their behaviour would provide little evidence about the
real meaning of their activities, for such meaning would not
necessarily be directly observable.

Verbal accounts both from them

and others with whom they had a relationship, were thought to be a
more productive technique than observation.

Thus it was decided that

an extended and systematic programme of observation of the
decentralised staff developers in their natural settings would be of
l i ttle value.

Instead, it was decided to maintain participant observation within the
Faculty of Health and Social Sciences as far as that was possible, so
as to achieve the maximum benefit from the use of that technique over
a prOlonged period.

That would extend to meetings of the

decentralised staff developers convened by the EDU.

Participant

observation would be complemented by a programme of interviews of key
informants together with the collection of documentation.

Through the

use of these techniques, other perceptions of the role of
decentralised staff developer would be gained.
The amassing of data from several sources was also seen as a necessity
in the preparation of the survey to be administered to a sample of
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staff throughout the whole Polytechnic in the third year of the
research.
The ultimate outcome from these proposed research activities was
expected to be a substantial advance in understanding of
decentralisation as a significant variation of the 'partnership' macro
model of staff development.
Interviews and Documentation
From the first year of participant observation a list was compiled of
key informants to interview.

These interviews were expected to

suggest corroborative documentation.
First amongst these key informants were all those persons who were or
had been in post as decentralised staff developers.

Their perceptions

and experience of the role was considered an essential first stage in
interviewing so that the profile that had emerged from the experience
of one year in one faculty could be extended to the institution as a
whole,

Their information was o.lso seen as crucial in elucidating

which micro model:3 of staff development practice had been supported,
albeit implicitly,

These interviews numbered nine.

Documentation

about various a:3pects of decentralised staff development in the
faculties was also obtained as a result of these interviews.

The

interviews were a major source of information about the activities of
the decentralised staff developers, the subject of chapter 7.
From these interviews it became apparent that deans of faculties had
important relationships with the decentralised staff developers
because of the power that they exercised over them.

That power

influenced the activities which the decentralised staff developers
promoted.

Thus the perspective of the deans was considered of value

in indicating an important influence upon the decentralised staff
developers.

More specifically, the extent to which the deans

supported anyone particular macro or micro model of staff development
for their faculties was viewed with interest.

Accordingly, interviews

were arranged with the deans of the six faculties with decentralised
staff development appointments at the start of the research.

Of the

two new faculties created soon after the research was begun, neither
of which made decentralised staff development appOintments, it was
decided to interview one dean.

The purpose of this interview was to
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obtain an understanding of the non appointment.

In all, interviews

were held with seven informants who were deans.

The relationship of

the deans to the decentralised staff developers is addressed in
chapter B.
The first year of participant observation combined with interviews of
the decentralised staff developers suggested that the technicians who
worked in the faculty learning centres enjoyed a close relationship
with the decentralised staff developers who supervised their work.
The technicians were considered well placed, in particular, to
corroborate an indication that the decentralised staff developers
supported the product-orientated model of staff development in their
practice.

It was also considered that interviews with the technicians

would substitute for the absence of a systematic programme of
observation of the decentralised staff developers.

A final reason for

interviewing the technicians was the anticipation that from their
regular co-operation with teaching staff in all faculties over the use
of equipment and materials, they could offer some useful insights into
unrevealed aspects of staff development needs.

Six interviews were

arranged with technicians which contribute to chapter 7 on the
activities of the decentralised staff developers and chapter 9 on the
faculties and the decentralised staff developers.
A document obtained at the very end of the first year of participant
observation <Appendix 2) corroborated a conclusion from that year of
the organisational marginality of the decentralised staff developers.
They appeared to be outsiders rather than insiders to their academic
colleagues.

As a result, it was decided to interview the assistant

academic registars of the six faculties with decentralised staff
developers.

From their role as principal administrators for their

faculties it was expected that

they would be able to inform the

research about the particular formal and informal organisational
context which surrounded the decentralised staff developers in each
faculty.

In this way the varied organisational patterns of each

faculty might reveal the extent to which decentralisation as a variant
of the 'partnership' macro model of staff development had been
securely established.

Six interviews were held for this purpose and

r------------
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accompanying documentation obtained.

The interviews contributed much

to chapter 9 on the faculties and decentralised staff development.
Participant observation and interviews with the decentralised staff
developers suggested that the two centralised staff developers who
worked closely together, had an important relationship with the
former, both formally and informally.

Thus it was assumed that as

exponents of the 'partnership' macro model of staff development they
could give unique insights into its modification by a variant,
decentralisation.

To obtain their distinctive perspectives, separate

interviews were arranged.

These interviews were important sources of

information for chapter 10 on the EDU and decentralised staff
development.
The chief technician in the EDU, was also identified as an exponent of
the 'partnership' model.

Also because his responsibilities extended

throughout the entire institution, he was perceived as being
knowledgeable about many aspects of decentralised staff development.
The interview with him contributed to chapter 9 about the faculties
and chapter 10 about the EDU.
The Assistant Director responsible for the EDU had shared
responsibility for the introduction of decentralised staff development
to the institution and participant observation and interviews with the
two centralised staff developers identified a continuing
responsibility for supporting the innovation.

An interview with him

was arranged in order that an inside account be obtained about
Directorate policy for decentralised staff development.

The interview

contributed to chapter 11 on the Directorate and decentralised staff
development.
The interviews with the technicians and the chief technician in the
EDU had confirmed earlier observations that there were resource
centres and supplies of equipment and materials within departments
which were supportive of staff development.

A perspective from a

central and responsible source to account for this system was sought.
The Polytechnic Secretary was identified as the most appropriate
informant because of his administrative responsibilities for all
technicians.
facul ties.

His interview was a source for chapter 9, about the
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Over the two years of participant observation it became apparent that
there had been a change of staff development policy by the
Directorate.

It seemed that a shift away from the 'partnership' macro

model of staff development, or at least its variant, decentralisation,
had occurred.

This was most demonstrably expressed by the

termination of a decentralised staff developer post in the Faculty of
Health and Social Sciences.

The information available pointed towards

the Director as being largely responsible for the change, so that an
interview was arranged with him to pursue inquiries in that quarter.
The interview contributed to chapter 11 on the Directorate and
decentralised staff development.
The interviews with the key informants were arranged for the most part
in their usual working environments or exceptionally in the office of
the participant observer.

Thus for both the decentralised staff

developers and the technicians, the learning centres were the venue
which also permitted some further direct observation of the
decentralised staff developers performing their role.
A fairly standard format was selected for all the interviews. They
were conducted using a guided or focused approach with a list of open
question from which the interviewer departed if the interviewee was
speaking freely and relevantly.

This approach was adopted to enable

an exploratory and flexible exchange to take place.

The interviews

were recorded by an unobtrusive audio cassette recorder and invariably
transcribed by hand, the same evening.

In addition to the

transcription of the interview, the .researcher would record his
reflections about the interview.

The interviews usually led to

documents either being passed or being suggested for collection later.
As a result of an interview with one of the two centralised staff
developers in the EDU, who was curious to learn about the findings of
the research and in recognition of the opportunity to achieve soma
respondent validation, a brief paper (Appendix 3) was presented to one
of the regular meetings convened for decentral1sed staff developers by
the EDU.

The paper summarised some of the prinCipal findings about

the decentralised staff developers which had been made from the
research upto that time.

.------------------ ---
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At the meeting, one of the decentralised staff developers claimed that
the paper was too negative and underestimated the significance of the
decentralised staff developers within the faculties and their
achievements.

Two other decentralised staff developers expressed the

view that some progress had been made by them in their faculties since
they had been interviewed several months earlier.

Because the

remaining two staff developers were absent from the meeting, no
response was forthcoming from them.
As a result of this experience, it was decided to interview a second
time, all the decentralised staff developers in post, to ascertain
what important changes, if any, had occurred in their perception of
their role since the first interview.
completion of the survey of staff.

These were planned for after

Some of the findings from the

survey of staff were expected to indicate some lines of inquiry for
the second interviews of the decentralised staff developers.
Because commensurate time, support and recognition was not formally
given for the role of decentralised staff developer, active
partiCipant observation gradually became passive participant
observation and diminished further until it was completely
extinguished by the end of the second academic year.

The meeting

convened by the EDU for decentralised staff developers in June 1987
marked the final meeting of that series and the termination of
participant observation.
Thus from the third year of the research, observation of decentralised
staff development in Birmingham Polytechnic was reduced to observation
only as a member of academic staff of the institution
Survey
The survey of staff was conducted during the third year of the
research.

It will be described in terms of purposes, population,

sampling, method and response.
Purposes
The previous two years of research suggested that the introduction of
decentralised staff development at Birmingham Polytechnic was
manifested by the product-orientated model of practice associated with
the management of Learning Centres in six of the eight faculties.
There was little evidence of other models of practice.

It was also
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concluded that decentralised staff development was but part of a wider
context of staff development activity which was diffused through
several institutions of the Polytechnic, of which departments were the
most notable.

It was inferred that the wider context of activity was

promoted by the 'management' and 'shopfloor' models as well as the
unmodified 'partnership' model.

The extent to which the various

facilities for staff development provided by these models were used
and satisfied the professional needs of staff as perceived by the
staff themselves, was unknown, as were the aspirations of staff for
further professional development.
Accordingly, the purposes decided for the survey were threefold: to
determine the experience, perceptions and expectations amongst staff
of a variety of facilities and opportunities for staff development
that had been identified as important in the earlier stages of the
research; to ascertain the needs for staff development as defined by
the staff themselves; to obtain some indications from staff of the
propensity of alternative models of staff development to satisfy their
professional needs.
Population
The population upon which the survey was focused was the academic
staff of Birmingham Polytechnic.

Al though a memorandum to all

academic staff from the Polytechnic Secretary in Autumn 1987
identified the total number of full-time and part-time staff as 692,
it was decided to define the population as much less than this number
Table 3.2
Distribution of population
Faculty

Population

%

Art and Design

97

18.2

Built Environment

74

13.9

Business Studies and Law

92

17.3

Computing and Information Studies

34

6.4

Education

47

8.9

Engineering and Computer Technology

78

14.7

109

20.6

Health and Social Sciences

Total 531

100
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for the survey.
The size of the population was defined to omit some academic staff.
These were posts which were vacant or abolished, staff whose
responsibilities were senior management or staff development, academic
staff in the small Music Centre whose experience of staff development
differentiated them from the mainstream, and academic staff in a small
college recently integrated into the Polytechnic.
The population to be surveyed was distributed across seven of the
eight faculties of the Polytechnic.

The details of the population

distribution are shown in Table 3.2.
Sampling
Because of the large size of the population it was considered more
feasible to adopt a sampling strategy rather than to survey the whole
population.

The sampling design was informed by the sampling theory

propounded by Moser and Kalton (1971).
Table 3.3
Distribution of sample
Faculty

Sample Size

%

Art and Design

48

18.1

Built Environment

37

14.0

Business Studies and Law

46

17.4

Computing and Information Studies

17

6.4

Education

23

8.8

Engineering and Computer Technology

39

14.8

Health and Social Sciences

54

20.5

Total 264

100

It was decided to select a uniform random sample of half the academic
staff from each faculty.

The sample size for each faculty is shown in

Table 3.3
It was considered that the sample size chosen would be sufficient to
achieve the purposes of the survey, particularly those relating to
comparisons between faculties.
The sampling frame that was chosen was the internal lists of staff
kept by faculties and updated by them from time to time.

This choice

of frame was made because the only alternative which was identified,
the internal telephone directory, was considered obsolescent.
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The form of probability sampling selected was systematic sampling so
that each alternating name on the staff lists was selected for the
survey.
Method
The survey comprised two methods: the administration of a postal
questionnaire to staff within the institution; subsequent interviews
of a selection of staff.

The questionnaire was considered suitable to

collect information which was largely of a quantitative character
whilst the sUbsequent interviews were considered complementary in
obtaining information which was more qualitative in character.
The postal questionnaire (Appendix 4) was distributed to the sample of
teaching staff with an accompanying letter (Appendix 5) in late Spring
1988 for completion and return.
The questionnaire had a standard format for all faculties except for

An and DeSign for which there was a slight variation in the wording
of questions about the Learning Centre.

Earlier research established

that in this faculty the facilities for which the decentralised staff
developer was responsible were known as computer rooms and not a
Learning Centre.
A pi) at survey was made wi th a potential respondent from each faculty
in early Spring 1988 to test out the questionnaire.

As a result of

the interviews conducted for the pilot survey and other informal
consultations made with colleagues with interests in the purposes or
methodology of the research, several Changes were made to the
questionnaire.
To encourage a high response to the questionnaire, a follow up letter
was sent and telephone reminder made to respondents.
Response
The response to the postal survey was a return of 149 completed
questionnaires representing 56.4% of the sample.
the response by faculties is shown in Table 3.4

The distribution of
There was a little

variation in the response rate of faculties compared with the sample
<Table 3.3) which was considered acceptable.
The response was considered sufficiently high to be of value.

Indeed

it was considered comparable for example, to the survey of academic

58
staff opinion conducted by Rutherford (1988) when a return of 58% was
achieved from a one in three random sample.
Written and verbal comments from the non-respondents suggested that
there were four main reasons for non-response.
Table 3.4
Distribution of response
Response

Faculty
Art and Design

17

11. 4

Built Environment

18

12.1

Business Studies and Law

29

19.4

Computing and Information Studies

11

7.4

Education

15

10.1

Engineering and Computer Technology

20

13.4

Health and Social Sciences

39

26.2

Total 149

100

For a small number, inaccuracy in the internal lists of staff had
resulted in questionnaires being distributed to staff who were not in
post, either because they had vacated their post or had not yet
occupied it.
Some staff stated that they were much too busy with their duties to be
able to afford any time to help.
For other non-respondents there was a feeling that there was
insufficient assurance of confidentiality for them to divulge highly
sensitive personal information.
The remaining non-respondents indicated that they doubted the
integrity of the survey as independent research.

They suspected that

the survey was being undertaken for the management of the Polytechnic
for its own purposes, which might be to their detriment.

The survey

may have been confused with a survey of morale conducted for the
Directorate by postal questionnaire sent to all academic staff in
early Spring 1988.

The results later showed that the morale of

academic staff was very low.
Some confirmation of the representativeness of the response to the
postal survey was secured by comparing information about the
composition of the population, obtained from personnel administrative
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staff; with the composition of the response with regard to sex and
position, as shown in Table 3.5.
The Table shows that in terms of sex and position, the difference
between the response and the population was small.

No information was

available about the length of employment of the population with which
to make a comparison with the response.
Table 3.5
Composition of response and population by sex and position
Sex
Response
Male
Female
Total

%

Population

%

119

80.4

453

79.6

29

19.6

116

20.4

148

100

569

100

Position
Response
Senior Lecturer!

%

Population

%

103

70.1

440

77.3

44

20.9

129

22.7

Lecturer 11
Principal
Lecturer
Total

147

100

569

100
The information collected by the questionnaires was processed by
computer during the Summer of 1988.

The SPSS-X statistical programme

was used to administer the chi-square test for statistical
significance to those tables where comparisons were made between
faculties or in other ways.

These were Tables 12.12, 12.14, 12.15,

12.16, 12.17, 12.18, 12.19, 12.20, 12.21, 12.22, 12,24, 12,25, 12.26,
and 12.27.

Because of the small size of some of the samples, some of

the categories used in the questionnaire had to be combined for
statistical analysis.
Interviews were arranged during the Autumn of 1988 with a sub-sample
of 30 respondents to the postal survey.

The sub-sample was selected

as representative in terms of faculty, gender, position and length of
employment.

A guided or focused format was used for the interviews

which amplified the information collected by the questionnaires,
particularly in respect of the more informal and less quantifiable
processes of staff development.

The interviews were recorded on an
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audio-cassette recorder and transcribed shortly afterwards.

Analysis

of the information from the interviews was made manually, using the
inductive methods commended by Patton (1980).

The results of the

survey are presented in chapter 12 and are used for evaluation of the
models of practice and responsibility in chapters 15 and 16
respectively.
Further Interviews and Documentation
After analysis of the survey was completed, second interviews were
arranged in Spring 1989 with several key informants identified earlier
in the research.

There were two purposes for the re-interviews.

To

achieve some further respondent validation by obtaining reactions to a
summary of the survey results (Appendix 6).

Also to obtain

alternative perceptions of institutional changes in staff development
arrangements that had been indicated in two documents obtained from
observation as a member of academic staff (Appendices 7 and 8).

The

documents suggested that a shift of support institutionally had
occurred, from the 'partnership' model to the 'management' model,
which was of course, a matter of great interest.
Accordingly, the serving or last occupants of the five decentralised
staff development posts, the two centralised staff developers and the
relatively new Assistant Director for Staff Development were
interviewed.

The information from these interviews is the basis for

chapter 13, which reviews the staff development arrangements three
years after the introduction of decentralisation.
Coventry Polytechnic
An innovation in the arrangements for staff development at Coventry
Polytechnic became known informally from staff development COlleagues
whilst the case study of Birmingham Polytechnic was being undertaken.
The new arrangements were understood to include the introduction of
decentralised staff development.

This information suggested that

there was an opportunity to compile another case stUdy from which it
was anticipated that evidence might be obtained of models of practice
other than the product-orientated model alone and of the influence of
such models on the professional development of academic staff.

It was

hoped also from the case study to ascertain the relationship that
prevailed between the centralised and decentralised practitioners of
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the 'partnership' model and to estimate the important influences upon
it.

Some illumination might be given, it was conjectured, on the

institutional arrangements that had been devised to extend the
'partnership' model effectively to faculties and departments.
It was decided to investigate Coventry Polytechnic in Summer 1989 by
which time its new staff development arrangements would be well
established and the Birmingham Polytechnic case study would be
completed.
Contact made initially with the sole centralised staff developer
identified him as the key informant and a visit was made to Coventry
Polytechnic to interview him in a semi-structured way.

The interview

and accompanying documentation suggested that whilst a proposal for
decentralised staff development had been approved by the Polytechnic,
it had subsequently lapsed in favour of the staff release principle.
Some confirmation of this inference was sought from other key
informants so a small sample was selected for interview from a list of
academic staff who had participated in the new staff development
arrangements.

Two semi-structured interviews were arranged and

further documentation obtained.
From all the evidence obtained from Coventry Polytechnic, it was
decided that further inquiries would not be more fruitful about the
implementation of decentralised staff development.
case study was closed.

Accordingly, the

The case study is described in chapter 14.
Summary

The research design was selected to describe, analyse and evaluate
decentralised staff development roles in higher education.

It was

necessary concomitantly to address the various micro models of
practice and the alternative macro models of responsibility.

The

rarity and innovative nature of the subject led to the adoption of a
case study approach.
approach,

To ensure the scientific probity of the

triangulation of several types was used.

first applied to Brighton Polytechnic.

The approach was

Subsequently, it was applied

to Birmingham Polytechnic in a more sustained way.

It began with

inquiries into the genesis of decentralised staff development.
Simultaneously, participant observation commenced and also accompanied
the succeeding stage of interviews and documentation.

A dual method
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survey was then organised and followed by further interviews and
documentation.
was undertaken.

Finally, a brief case study of Coventry Polytechnic
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CHAPTER FOUR
DECENTRALISED STAFF DEVELOPMENT AT BRIGHTON POLYTECHNIC
Introduction
In chapter 3, it was stated that because of its rare departure from
centralisation of staff development, Brighton Polytechnic was considered
appropriate for a case study.

This chapter presents that case study.

It

describes the means of decentralised staff development, the EDU Release
Scheme and the activities of the staff developers associated with it.
The limits to decentralisation and the abandonment of it for
centralisation are described also.

Finally, a brief evaluation of the

decentralisation experiment is attempted.

The relevance of the

decentralisation experiment at Brighton Polytechnic to the Birmingham
PolytechniC case study is stated in chapter 5.
The EDU Release Scheme
Staff development at Brighton Polytechnic was promoted through a
centralised unit, the Educational Development Unit, which pursued a form
of decentralisation, that existed between 1977 and 1982.
The EDU was from its beginning, a small section within a much larger
Department of Learning Resources, established in 1973, to provide an
integrated range of library, media and educational development services.
A major expansion of the Department followed a CNAA visit of 1975.

The

CNAA was critical of the central support services which were considered
insufficient and jeapordised its approval for courses.

The Polytechnic

was concerned to safeguard courses and accordingly, "A period of growth
and development followed (1975-1979), in which library services were
improved and extended, and the media and educational development services
firmly established" <Brighton Polytechnic, 1985, p.5).

This period of

expansion included the inception of the EDU Release Scheme, the idea for
which was conceived by the Head of Learning Resources, and developed by
the Co-ordinator of the EDU.

The Release Scheme, was "established to

provide teaching staff with support to carry out innovations in and
improvements to their teaching" <Tait, 1984, p.l).

Through it, staff were

given time off from their usual duties to develop improvements in their
teaching, for which they were given the support and facilities of the EDU
and its associated services.

The Scheme grew from a few departments to

involve the participation of all faculties eventually.

The Scheme
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represented a combination of two activities, change teams and grants
schemes, which are common to staff development units internationally
(Main, 1985).
To promote the EDU Release Scheme throughout the Polytechnic, it was
decided that the EDA's (the staff developers) should specialise in the
work of faculties.

Thus, the EDA's were appointed with academic

backgrounds appropriate to the faculties of the Polytechnic, rather than
as staff suited to serve the needs of the institution as a whole.
Accordingly, "from 1977 to 1982 the work of the Educational Development
Assistants (EDA's) was organised on a faculty basis, with each EDA
covering the whole range of educational development needs in his or her
area, including the overseeing of release project activity" (Barlow, 1987,
p.4) .
The Staff Developers
Because the EDA's were appointed on a faculty basis, they were
accommodated within the faculties, rather than in the shared
accommodation of a central service.
EDU (SCEDSIP, 1982, p.3).

Thus there were 5 offices for the

In this way, they were better able to work

closely with colleagues in their respective faculties.

Such was the

physical dispersal of the Polytechnic over a multiplicity of sites, that
some travelling was still required on the part of EDA's for personal
contact with some colleagues (Millar, 1986).
The activities of the EDA's were centred around support for the Release
Scheme and as such were diverse.

This involved them in various

activities which they summarised: "It is the EDA, for instance, who
assists in the structuring of learning materials, helps obtain student
reactions, makes contact with other appropriate lecturers and
institutions, and generally tries to ensure that the Project develops as
planned" (Adderley et al 1979, p.284).

One of the activities was detailed

evaluation of projects (Williams and Pearce, 1980).
The work of the EDA's extended from the very informal to the more formal
kind of activity.

Thus two former EDA's confirmed that much time had to

be spent in coffee bars with colleagues in fairly casual conversation as
a means of initiating projects (Adderley, 1986; Millar, 1986).

Later on,

the EDA's activities involved participation in various meetings of the
more formal processes such as boards of studies.

The more formal
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aspects of the EDA's work were designed to obtain resources and
commitment from courses, departments and faculties for innovations, as
well as public approval for staff development and encouragement for its
wider acceptance and adoption.

In seeking to extend the influence of the

Release Scheme, the EDA's had some responsibility for organising seminars
in departments and faculties to make known the projects and stimulate
new ones.

Much work by the EDA's involved liaison with technical

specialists in the rest of their Department, for the outcome of the
Release Scheme was expressed to a large extent in the production of
various kinds of educational materials.

The many kinds of projects that

were evidently promoted (Tait, 1984) are well summarised in the reference
made by EDA's to "the introduction of individualized and independent
learning, case studies, games and simulation; the production of workbooks,
learning packages and video tapes; and the establishment of specialist
resources centres" (Adderley et al 1979, p.278).
From the emphasis of their work on co-operation with cOlleagues on
projects, it appears at first sight as if the role of the EDA's embodied
the problem-orientated model of staff development practice.

However,

given t:he diversity of their activities, a more appropriate definition of
their role is the eclectic model.
In their work, the EDA's shared responsibility for staff development
through the Release Scheme with the CRO's (Course Resource Officers).
The CRO's were primarily librarians serving a course or group of courses
but with responsibilities extended to staff development work.

Thus their

task was to take "direct responsibility for the provision of print and
media resources which are made available to the staff and students of
'their' courses through the libraries of the Polytechnic.

Additionally,

they help to identify other needs of lecturers and direct them to
appropriate Learning Resources staff" <Tait, 1984, p.8).
In contrast, the EDA's had responsibility for "Assisting with course
design and operating the EDU Release Scheme" <Tai t, 1984, p.9).

However,

"The roles of the CRO and EDA can be seen as complementary and together
they form mutually supportive teams in the various faculties" <Tait, 1984,
p.9)'

In principle therefore both the CRO's and EDA's acted as

gatekeepers "opening appropriate 'gates' into Learning Resources for
teaching staff with particular needs" (Adderley et aI, 1979, p. 286).

The

- -

---

-~-

-----------------------,
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Deparment of Learning Resources certainly had a vast range of technical
facilities to offer staff, for which a guide was undoubtedly helpful,
maybe even essential.
These arrangements for decentralised staff development seemali ttle
confused however, for they suggest a lack of distinctive responsibility
for the EDA's and an absence of clear demarcation in their work from that
of the CRO's.

Such a fluidity and interchangeability in the roles of

CRO's and EDA's may have been an influential consideration later on, when
the Department came under pressure to make economies.

For the EDA's may

have been considered more easily expendable, with scope for a transfer of
some of their responsibilities to the CRO's, whose library duties made
them less easily dispensable.
Limits to Decentralisation
A decentralisation of staff development was only achieved within certain
limits at Brighton Polytechnic, for in several respects, centralisation of
staff development was never entirely abandoned.
Although tbe work of the EDA's was organised according to faculties,
there was never a sufficient number of EDA's appointed to achieve the
objective that "eventually there should be one EDA with an appropriate
academic background for each of the six Polytechnic faculties" <Tai t,
1984, p.9).

The staffing of the EDU never increased beyond the Co-

ordinator and "two part-time EDA's who are responsible for the faculties
in which they also teach, and twa full time non-teaching EDA's" (Adderley
et al 1979, p. 279).

The failure to achieve a

complement of staff

sufficient for full decentralisation, resulted in the EDA's being
responsible for mare than one faculty and for some activities, staff
induction and study skills for example, being undertaken by EDA's
irrespective of faculties.

Thus although EDA's had work which associated

them strongly with one faculty, they all had some responsibilities which
extended to more than just one.
In addition to their activities which cut across faculties, the
organisational relationships were such, that EDA's were never truly
decentralised to faculties in terms of formal organisation.

Thus as

members of staff of the EDU, they owed immediate accountability to it,
which was also therefore to the Department of Learning Resources, then to
the Learning Resources Committee which was a sub-committee of the
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Academic Board.

Thus the EDA IS were always centralised as far as their

formal position and responsibilies were concerned.

The faculties as the

decentralised elements of the Polytechnic, had no direct control over the
EDAls.

The implications for the EDA's were that they were never full

members of the various meetings of the faculties in which they worked,
such as boards of studies, (Adderly, 1986; Millar, 1986).

Thus at the

formal meetings, the EDA's attended as invited guests rather than as full
members with voting rights.
The formal position of EDA's, and the breadth of their responsibilities,
influenced their relationships with faculty colleagues.

One former EDA

recollects that whilst in post he was always regarded as an outsider, and
remembers being told by one colleague in the Electrical Engineering
Departmen t that "You are on the enem y side" (Adder ley, 1986).

As

outsiders of course, the EDA's never enjoyed the full trust of their
academic cOlleagues.
In contrast, the position both formally and informally, of the CRO's, who
shared staff development duties with the EDA's, was different, so that
they apparently enjoyed a closer relationship with staff.

They regularly

attended boards of studies and other meetings wi thin faculties and were
more accessible to the small numbers of staff with whom they worked.
Indeed they were if anything, insiders, to the outsiders, who were the
EDA's.
Cen tra lisa t ion
Centralisation of staff development occurred following the appointment of
a new EDU Co-ordinator, "The Unit then moved to a consultancy basis, with
EDA's developing expertise in specific areas of educational development
such as Computer Assisted Learning. efficiencies in teaching and learning,
individualised and packaged learning and evaluation" (Barlow, 1987, p.4).
Thus there was a shift away from eclecticism.

The arrangement lasted for

18 months after which, in response to requests made of the Learning
Resources Department to make staffing cuts, "for various reasons it was
decided to reduce the EDU to one full-time EDA, with a part-time
secretary, and to base educational development activity on the release
scheme" (Barlow, 1987, p.2).

It is very clear that the Polytechnic's

abandonment of decentralised staff development and savage reduction of
the EDU. occurred in the context of a revision of spending on central
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services.

Thus it was reported that "during the period of financial

contraction (1980-1984), reductions of considerable size were applied to
Learning Resources staffing and funding; for the most part, these
reductions were evenly distributed across the whole range of Learning
Resources services, although in 1983 the Educational Development Unit was
subjected to particularly heavy cuts" (Brighton Polytechnic, 1985, p. 5).
The present EDU Co-ordinator, has been extremely cryptic about the
changes which took place in the EDU (Barlow, 1986, 1987). Given limited
data, (the reasons for which are explained in chapter 3), it is difficult
to be sure of the reasons for the abandonment of decentralisation.
One factor does seem relevant.

It was the absence of the two key figures

responsible for EDU decentralisation, in the period of cuts.

The first

Co-ordinator had left for another post and the first Head of Department
of Learning Resources was on extended leave of absence to an open
learning enterprise outside the Polytechnic.

Thus the architects of the

extended 'partnership' model had no influence when the Learning Resources
Department made its decisions over the reduction of its expenditure and
the retreat from that model.
The explanation which seems most probable is that at a time of
contraction, the position of the EDA's as outsiders to the academic
community of the institution made them vulnerable, just as the position
of the CRO's as insiders to the wider academic community gave them
protection.

Thus when there was pressure on the resources of the

Department of Learning Resources, it led to a recognition that there were
virtually two staff development services.

The CRO's were better

established organisationally within faculties and were therefore more
accepted by academic staff than the EDA's as the practitioners of staff
development.

Some cuts had to be made and they fell on the EDU

disproportionately.

The librarians of the Department were the most

significant occupational group within it, which would also augur well for
a maintenance of their services.

This explanation is also supported by

the knowledge that the person who became the sole EDA and Co-ordinator
of the EDU after its reduction, is a qualified librarian, and was formerly
a CRO.

The present Head of the Department (and former Deputy Head) is

also a qualified librarian.
The Value of Decentralisation
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Because of fairly scant data which has been obtained, an estimate of the
value of the experiment in decentralisation of staff development at
Brighton Polytechnic is from a narrow base.

Thus no primary data is

available about how staff felt their professional needs had been met
through the appointment of decentralised staff developers.

Those

involved at the time, were very enthusiastic about their work as
decentralised staff developers and claimed that "lecturers who have
participated in the EDU Release Scheme have usually accomplished what
they set out to do, become more enthusiastic about their work and have
been able to influence the attitudes of their departmental colleagues"
(Adderley et al 1979, p.285).

One former EDA has also maintained that

the work of the EDA's on the production of learning materials was a
"superb" method of staff development (Adderley, 1986).

The first EDU Co-

ordinator has maintained that the EDU Release Scheme during her period of
responsibility, "has been able to give 1 in 5 of the teaching staff the
opportunity to improve, develop, innovate and experiment with their
approaches to teaching and learning" <Tait, 1984, p.10).
The EDU Release Scheme continues, administered by a sole centralised EDA,
and without the support of explicitly identified decentralised staff
developers.

It might well be thought therefore, that the extended

'partnership' model at Brighton Polytechnic was unnecessary, ineffective,
or failed in some way to contribute to staff developmemt.

Perhaps the

approach of decentralised staff development is intrinsically flawed?
A critical examination of the documentation about staff development at
Brighton Polytechnic offers an answer to this question.
It is apparent that the Release Scheme is highly dependent for its
survival on surrogate decentralised staff developers.

Thus, "Course

Resource Officers continue to provide day-to-day liaison with staff, and
to help in areas such as literature searching and identifying related
work in other institutions" <Brighton Polytechnic, 1985, p.l7),

The

extensive diffusion of responsibility for staff development becomes
clearer from the present EDU Co-ordinator's appraisal: "Although the past
two years have shown that a staff release scheme on the scale of
Brighton's can be maintained with just one EDA co-ordinating it and
without the backup of an EDU as such, it is important to recognise that a
great deal of support is necessary from other sources: Media Services,
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the Computer Centre, librarians and academic staff.

The loss of the unit

has decentralised some of the responsibility for initiating changes,
transferring it to departments and course teams.

In a few cases

educational development interest groups have been set up, or a member of
staff has been given special responsibility for staff development and
educational development" <Barlow, 1987, p.1l).
In contrast to the apparent success of staff development in the earlier
era, the current arrangements with their dependence on such fragmented
responsibility seem much less successful.

Thus, "On a broader scale there

is inevitably a sense of frustration over the restricted impact of the
scheme, given the small amount of funding available and the limited
amount of educational development expertise to support it .... Staff need to
acquire skills in the management and facilitating of learning, and
students need to be helped to develop new and more flexible attitudes to
learning.

These are matters which could be tackled if proper allowances

of staff time and resources were allocated for educational development"
(Barlow, 1987, p.12).
It appears that the experiment of decentralised staff development was not
abandoned because it was an inferior method to the centralised promotion
of staff development.

Other reasons, which are not altogether clear, must

be assumed to have been more influential in its demise.
Currently, the process of, staff development at Brighton Polytechnic
exemplifies the 'shop-floor' model.

A lone centralised staff developer

administers arrangements and funds, in response to requests for selfinitiated staff projects.

The outcome, accordingly, is uneven and

restricted.
Conclusion
Decentralisation of staff development at Brighton Polytechnic was
promoted for a short period of years, through the appointment of EDA's,
specialising in the work of faculties.

Their primary purpose was to

support the EDU Release Scheme, which they shared with the CRO's, for
which their practice was eclectic.

Several limitations to

decentralisation meant that it was never fully achieved, and then
abandoned under the pressure to cut resources.

Evaluation of this

experiment with the modified 'partnership' model suggests that it did not
fail to meet the professional needs of academic staff.

An evaluation is
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made of the models of staff development practice and responsibility in
chapters 15 and 16 respectively.
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CHAPTER FIVE
THE GENESIS OF DECENTRALISED STAFF DEVELOPMENT AT BIRMINGHAM
POLYTECHNIC
Introduction
This chapter begins the case study of Birmingham Polytechnic, the
strategy for which was stated in chapter 3.

It describes

chronologically, staff development policy which culminated in the
appointment of decentralised staff developers in 1985.

The policy is

defined as falling into several phases: recognition of professional
tutors; the formation of an educational development unit; limited approval
for staff tutors; adoption of a strategy, 'The

Polytechnic of the Future';

the appointment of decentralised staff developers to faculties.

The

events in this chapter will be analysed in chapter 6, with reference to
the innovation theories identified in chapter 3.
Professional Tutors
Birmingharn Polytechnic was formed in 1971 by the amalgamation of five
colleges and as an outcome of the Government's policy to expand higher
education through the creation of the polytechnics in the public sector
of higher education.

Its origins go back some 150 years however.

1975. three further colleges amalgamated with the Polytechnic.

In

As such,

the Polytechnic inherited various staff development policies and practices
from its constituent parts.
The first notable step as far as explicit staff development policy was
concerned, came in 1974, when a paper on staff development policy was
adopted <Appendix 9).

The paper recognised staff development as varied

in character, for which responsibility was diffused throughout the
institution.

Even so, heads of departments were singled out as having a

primary responsibility for the development of their staff.

Support for

the concept of volunteers with staff development responsibilities at the
departmental level, was given as a minor inclusion of the paper.

Thus

the paper suggested as an option for heads of departments, delegation of
some of their staff development responsibilities to a member of their
staff, designated as a profeSSional tutor.

In effect, whilst the paper

upheld the 'management' model, it acknowledged the 'shopfloor' model and
offered some support for the 'partnership' model within departments.
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The impetus for this proposal came from the experience of one Department,
Business Studies and Finance, where a member of staff had been pioneering
the role of professional tutor with the agreement of the Head of
Department.

The Department of Business Studies and Finance was a large

department with many staff who were young and new to teaching.

The Head

shared the view with the professional tutor, that newcomers to the
profession needed to learn how to achieve a competence in their chosen
occupational role but with many demands on his time, he felt unable to do
much himself.

So the professional tutor, partly inspired by the recent

James Report (Department of Education and Science, 1972) and his own
perception of needs in the Department, initiated a role which the Head
supported, by which he assumed responsibility for helping staff both by
instruction and in a counselling capacity.

An effective and positive

working relationship developed between them over staff development and in
recognition of the responsibility undertaken, the professional tutor
received a small remission of hours from teaching.
Both men were of the view that the Polytechnic as a young and evolving
institution could benefit from the practice that they had pioneered and
they decided to promote the idea of professional tutors throughout the
rest of the Polytechnic.

This they did by attendance at meetings, such

as the Staff Development Committtee and Arts and Social Sciences
Committee, whicrl as sub-committees of the Academic Board, reported to it.
At these meetings the professional tutor, supported by his Head of
Department, presented a paper on the professional tutor <Appendix 10) in
which the prescription-orientated model was implied primarily, and the
process-orientated model, secondarily.

Some success was achieved in that

the paper on staff development policy (Appendix 9) recognised that there
was some value in the concept of professional tutor, but it compressed
the many ideas advanced for the role <AppendiX 10) into one paragraph
and was very tentative about the idea.
The concept of volunteers with staff development responsibilities at
departmental level was applied in some departments, sometimes informally,
wi thout the use of the title, 'professional tutor'.

In those departments

where the role was performed, several activities were undertaken which
were both departmental and centralised in their scope.

Within

departments, a main activity for the professional tutors where they had
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been appointed, was supervision of new cOlleagues in their probationary
year.

Responsibilities for new colleagues also included listening to

their problems, giving advice as appropriate, observing their performance
as teachers and reporting progress to the head of department.
Additionally, in one department at least, the professional tutor arranged
a series of seminars on educational topics that was open to all
departmental staff.

In another department, the professional tutor became

aware of the deficiency of teaching aids and assumed responsibility for
ordering audio-visual materials.
In terms of their centralised activities, professional tutors maintained
an informal network which arranged for annual induction courses for new
staff from the entire Polytechnic and for some in-service training for
interested, establised staff.
Fulfilling the role of professional tutor was not without its difficulties
however.

Thus in the Department of Economics and Social Science, the

professional tutor encountered resistance to his activities from senior
colleagues with responsibility for staff according to discipline.

He was

told by one COlleague that "unless you are an economist, you have little
to offer" (Ward, 1986).

As a historian he was indeed handicapped!

Although the professional tutor in the Department of Business Studies and
Finance was always willing to talk about the professional tutor role to
interested colleagues in other departments, the role was not universally
adopted in practice throughout the institution.

Indeed the absence of

professional tutors as a common and significant role in departments, can
be inferred from the re-assertion of the idea by the Head of the
Department of Business Studies and Finance in 1977, when he became a
member of the Directorate.
The limited adoption of the professional tutors by departments can be
attributed to several factors.
The major proponents were two individuals only, a head of department and
senior lecturer.

Although they had succeeded in gaining acceptance of the

idea on paper, they did not occupy influential pOSitions within the
Polytechnic (until one became a member of the Directorate in 1977).
In the wake of approval of the paper on staff development, no special
efforts were expended by the Directorate to ensure that the professional
tutor concept was widely accepted and practised.
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Hle concept of professional tutor as exemplified within the institution
was of ambiguous appeal.

The example offered by the Department of

Business Studies and Finance was cited most often to promote support for
the concept.

Although the professional tutor in this Department

maintained that for him the role was both that of facilitator and
instructor, he was more inclined to the latter role.

This was manifested

for example, by the seminars on education for colleagues in his
department, which he led entirely himself.

Indeed he cultivated a

distinctive approach to the role which had been successful in his own
department, with many new young and inexperienced staff, but had less
appeal to other departments.

On his own admission, he cultivated

eccentricity in promoting the role (Beech, 1986) and was known to appear
in full academic dress on unexpected occasions.

The professional tutor

concept was associated with one model only, which had been well
articulated and publicly identified.

The model was the prescription-

orientated model which had been developed in the Department of BUSiness
Studies and Finance.

Although personnel records kept by the Polytechnic

do not provide easy analysis of the composition of staff, informal
sources suggest that there was an increasing stability, maturity and
experience amongst them.

It is inferred from this trend that the

prescription-orientated model of professional tutor was decreasingly
attractive to staff of the Polytechnic who were maturing professionally.
Had alternative models of practice been exhibited, support for the
appOintment of professional tutors by departments may have been greater.
The title proposed for volunteers with staff development responsibilities
in departments, professional tutor, was not destined to be successful in
identifying the role positively and increasing support for its general
adoption

within the institution.

Professional tutor was a title that had

been appropriated legitimately from the James Report (Department of
Education and Science 1972).

However the James Report did not

specifically address staff development in higher education and had it
done so, it might well have recommended a different title and approach.
The title, professional tutor, and the concept implied, was not popular,
as discussion later showed when it was changed to staff tutor.
negative interpretations were made of the former title.

Various

In the main, it

suggested that academic staff were learners, who should defer to the
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advice given to them by omnicompetent colleagues.

As such, there was

opposition to the title for the model of practice that it implied.

A more

extensive evaluation of the role of the professional tutors is made in
chapter 15.
Educational Development Unit
Domination of staff development in the Polytechnic by the 'management'
model, as shown by the 1974 paper <Appendix 9), was challenged by the
new Assistant Director for Staff Development, promoted in 1977 from his
former post as Head of Department of Business Studies and Finance.

He

was committed to improving teaching and learning within the institution
through the 'partnership' model and to fulfil his ideas he initiated the
formation of the Sub-Committee on the Development of Teaching and
Learning Methods of which he was chair, which reported to the Staffing
and Staff Development Committee and other related committees of the
Academic Board.

The Sub-Committee discussed various ideas at its

meetings to improve teaching and learning methods and two main proposals
emerged.

They were for an educational development unit and for

professional tutors in every department.
The aims identified for the educational development unit were threefold:
1) to promote good teaching and effective learning throughout the
Polytechnic
2) subject to the approval of the Academic Board, to develop and operate
a system of course evaluation
3) to promote research into teaching and learning in the Polytechnic
Of the three aims, the second, to develop and operate a system of course
evaluation was controversial.

It was advocated on the grounds that it

was needed to enhance internal evaluation processes in order to satisfy
the rigorous scrutiny of the CIAA.

The aim was to be fulfilled by course

evaluation panels composed of representatives of academic staff with a
chair who was a member of the EDU staff.

These panels would present

reports in the form of 'critical appraisals', to boards of studies and
other bodies involved in the internal evaluation process at time of
resubmission of courses prior to external approval.
The proposal to give responsibility to the EDU for evaluation provoked
strong opposition.

The opposition was essentially to the threat of
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control of course evaluation by outsiders.

The strength of the opposition

was sufficiently strong to secure the abandonment of the second aim.
As a lesser intention for the EDU, it was proposed that wherever
possible, it should involve professional tutors with its work, to which
there was no objection.
In anticipation of the contraction of teacher training within the
Polytechnic as a result of national policy, the Centre for Teacher
Education and Training was approached as a possible source of staffing
from redeployment.

One member of staff who had been responsible for

forming a highly regarded resource centre, specialising in audio-visual
aids,

was singled out as a possible director of the EDU.

In a

memorandum to the Assistant Director for Staff Development <Appendix 11)
which was of significance for later educational development, the member
of staff expounded his ideas for an EDU which included the establishment
of learning skills centres, library and resource centres as well as cooperation with professional tutors.

In his first and last ideas he

echoed the Assistant Director for Staff Development, who had included
them with individualised learning methods as the three main items on the
agenda of the first meeting of the Sub-Committee on the Development of
Teaching and Learning Methods.

Further discussions centring on the

Staffing and Staff Development Committee, led to principles and details
being finally settled for the EDU and a paper was approved by the
Academic Board (Appendix 12).
The paper destined the EDU for location on the main site of the
Polytechnic, with the intention also to establish individual learning
centres in libraries on different sites.

Approval of the paper showed

that the 'partnership' model was embraced by the institution more firmly
than before and that an eclectic model of practice was expected.

The EDU

opened late in 1980, with the member of staff from the Centre for Teacher
Education and Training who had shown interest, appointed as its director.
Staff Tutors
The proposal for a professional tutor in every department encountered
considerable opposition during its passage through the channels of the
Polytechnic.

Early on in discussions, it was accepted that the title was

open to misunderstanding and the term staff tutor was substituted as an
improvement.

After preliminary discussion, the Assistant Director for
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staff Development spelt out full details of the proposal for staff tutors
in a paper to the Staffing and Staff Development Committee <Appendix 13).
The paper supported the prescription-orientated and process-orientated
models in its accent on advice, training and counselling responsibilities
of the post, for which a substantial remission of hours was recommended.
The paper showed a small recognition of an organisational change which
was being implemented: the formation of faculties, which followed a
Polytechnic decision of 1978.

Thus as an alternative to departmental

appointments, the possibility of faculty appointments was allowed.
so, the thrust of the paper was for appointments by departments.

Even
The

Assistant Director for Staff Development and the Sub-Committee sought to
gain acceptance of the proposal through consultation with heads of
departments and their staffs.
In reporting the views of staff collected from this consultation, the
Assistant Director for Staff Development attempted to show support for

,

the proposal in a paper (Appendix 14) but a close examination of the
paper suggests that there was little enthusiasm and an underlying
resistance to the idea.

Indeed, the professional tutor in the Department

of Business Studies and Finance in his recollection of the period (and as
a member of the Sub-Committee) felt that there was little interest in the
idea of staff tutors and much opposition to it (Beech, 1986).
An exemplification of the unreceptive response to the proposal for staff
tutors was given in the report of its discussion, by the Department of
Computer Studies and Mathematics (Appendix 15).

Many objections and

reservations were voiced about the idea, which only received the votes of
2 staff in support. out' of the 10 in attendance.
I personally recall that at a meeting called to discuss the proposal for
a staff tutor in the Department of Sociology and Applied Social Studies
in 1979, near unanimous opposition was shown to the idea.

For there was

a fear that it was merely a device for the manipulation of staff by
management.
The period of discussion of the staff tutor idea, was one in which
important structural changes within the Polytechnic began to take place
and which had an influence upon the outcome of the discussions.
Wider structural changes had been under consideration by the Polytechnic
for some time and were approved by the Academic Board in 1978.

The most
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important of these, the creation of faculties, had been urged in principle
by the CNAA in its visit in 1973 and reiterated in 1978.

The transition

to six faculties began in 1978 and had been preceded by prolonged
examination of academic structure by a working party of the Academic
Board appointed in 1975.

The proposal for staff tutors was a late and

somewhat marginal item to the debate and process of restructuring which
had occupied the Polytechnic for some time.
Although the principle of staff tutors was agreed, it was agreement of a
very minimal kind.

Thus in the policy statement on staff development

agreed by the Academic Board in 1980 (Appendix 16), few responsibilities
were given to the staff tutor and the role was defined succinctly.
Instead responsibilities for staff development were allocated to a
multiplicity of agents, in which the EDU figured only slightly.

In

contrast, wide responsibilities were attributed to heads of departments
whose role was described as 'crucial'.

Essentially, the 1980 policy

statement largely re-iterated the earlier policy statement of 1974
(A ppendix 9) in its recognition of the 'shopfloor' model , its very modest
support for the 'partnership' model and its strong support for the
'management' model.
The period from 1980 was one in which nearly all departments appointed
staff tutors.

At least in response to requests from the EDU, names were

sent in and compiled in a list kept by the EDU <Appendix 1), on the
instruction of the Assistant Director for Staff Development.

Compliance

nominally with staff tutor appOintments rather than in spirit, was
certainly true of some heads of department and clearly indicated in the
communication sent by the Head of the Department of Visual Communication
to the EDU (Appendix 17).
no means ceased.

Opposition to the idea of staff tutors had by

Not only was there opposition of an overt kind, serious

and thoughtful support for the role was not given everywhere.

Thus in a

retrospective comment on the role in 1987, the Dean of the Faculty of
Engineering and Computer Technology reflected, "We did have them years
ago.

The one in Electrical was a waste of time.

It's a non-job really.

We gave the job to a guy who had nothing else to do" (Arthur, 1987).
The EDU director, had no great expectations of those persons nominated as
staff tutors by heads of departments.

Indeed as far as the relationship

with the EDU was concerned, he saw them mainly in a "postbox role"
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(Farmer. 1986).

He made efforts to contact them all but found that it

was difficult establishing a relationship with them (Farmer, 1986).
Information was despatched to the staff tutors by the EDU, other contact
being through facilities which were provided for all staff such as
seminars and workshops.
The Assistant Director for Staff Development took no particular
initiatives with respect to the staff tutors, for he took the view that
staff development had to an extent been delegated to faculties.
Certainly, the policy statement on staff development of 1980, ascribed to
staff tutors a very peripheral role, which did not allow much support for
them from the Directorate, other than recognition.

Having formally

recognised the staff tutor role in departments, and encouraged
appOintments throughout the institution, the Polytechnic centrally left
the staff tutors and their departments to settle the details of the role.
In post. the staff tutors shared some activities for which they were
responsible, with variation amongst them too.
practice prevailed.

A variety of models of

Of their organisational position in their

departments. there was some Variation also, in the duties delegated to
them by heads of departments.

There were differences between

departments in the support given for the 'partnership' model.
Arranging for the distribution of information about seminars, workshops
and courses from the EDU was a common activity.

Another activity which

was shared by some, was the acquisition, and management of material
resources.

These resources varied conSiderably from a stock of

substantial and sophisticated equipment in departments of the Faculty of
Education and Teacher Training to more elementary materials, such as
flannel graphS and magnetic boards in the Department of Electrical
Engineering.

In one department at least, Mathematics and StatistiCS, the

product-orientated model was strong, for the staff tutor organised an
embryonic resource centre through the accumulation of lecture handouts,
exam papers and other documents of common interest to his colleagues.
The supervision of new teachers in their probationary year and
counselling of staff was a responsibility shared by some staff tutors
whilst the organisation of seminars and similar events was a task which
occupied the efforts of others.

Thus the process-orientated and

prescription-orientated models were practised.
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In one department. the staff tutor initially vetted applications for
secondment and attendance at courses before they were considered by the
head of department.
In another department, the head valued the staff tutor enough to delegate
the annual interview of some staff for the purposes of staff appraisal.
However the staff tutor here was also the deputy head of department and
it seems probable that the staff appraisal responsibility derived from
being deputy head rather than staff tutor.

This conclusion is supported

by there being no evidence of staff appraisal responsibilities amongst
any other staff tutors.
The relationship of the staff tutors to heads of department and their
formal position in the department varied a lot.

Thus in the Department

of Mechanical and Production Engineering, the staff tutor had regular
fortnightly meetings with his head.

At the other extreme, in the

Department of Foundation Studies the staff tutor had no meetings with the
Head about his duties as staff tutor.
In some departments the problem-orientated model was upheld, with the
staff tutor a leading figure if not chair, of a committee om teaching and
learning methods.
In the Department of Mathematics and Statistics commitment to the
'partnership' model was made explicit in a paper on structure in which
the role of the staff tutor was defined at some length.

The paper was

drafted by the Head of Department and circulated to staff <Appendix 18).

By way of contrast, in the Department of Foundation Studies, as far as
the staff tutor role existed, it was entirely without any formal
recognition, obligations or responsibilities within the department.
Staff tutors were given sufficient time to fulfil their obligations and
were not dissatisfied with the time allowed although none were apparently
given remission of hours which approximated to the recommendations of
the paper, The Staff Tutor in the PolytechniC (Appendix 13).

It seems

that none had such significant responsibilities delegated to them by
heads of department, as envisaged by the paper, that they required a
half-time teaching time table.

This pattern indicated less than

wholehearted support for the 'partnership' model.
It appears to be the case that the title, staff tutor, was not common or
widely used in departments because of the associations with the
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prescription-orientated model that it shared with its predecessor, the
professional tutor.

Thus the term was not used in the Department of

Mathematics and Statistics and the School of Architecture.

In the latter

department, the holder of the post was sure that the title had
paternalistic connotations and he titled himself teaching and learning
methods tutor instead.

This was the custom in other departments too.

In general, the staff tutors felt that there was a useful role for them to
perform.

Although there was strong opposition from staff initially to

the proposal, their later views about the role after it had become
established throughout the Polytechnic is unknown, relevant evidence not
being available.
Whatever responsibilities were entrusted to the staff tutors by heads of
departments and whatever the relationships with colleagues, the role was
fulfilled in isolation virtually, without the benefit of shared knowledge
and understanding of alternative approaches to it.
I recall that as the staff tutor for the Department of Sociology and
Applied Social Studies, I felt very isolated in the role and also very
curious about what my peers did, indeed if there were any and how they
sought to influence their departments.

Because the Polytechnic centrally

was inactive towards the staff tutors, as were the newly established
faculties, there was no system available for exchange of information or
mutual support.

There was no supportive framework available to foster

the growth and development of the role.

Learning and improved

performance in the role was by means of initiatives which the staff
tutors took individually.
Although the EDU did little conspicuously to maintain, promote or
encourage the role in the Polytechnic, I found from being a staff tutor,
that the EDU director was always most positive and helpful in response
to any overtures or requests made to him.

Thus he made a sustained,

significant and valuable contribution to a programme of seminars and
workshops which I arranged for all staff in the Department.

Other staff

tutors also had a positive relationship with the EDU, even if it was
restricted to a limited contact mainly over the distribution of
information.

In general therefore, a reactive rather than a proactive

approach was taken by the EDU to upholding the extension of the
'partnership' model.
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No reference was made to the staff tutors in information presented by the
Polytechnic to the CNAA for its institutuonal review (Birmingham
Polytechnic 1983) although their existence was acknowledged when the
eNAA noted that "close links had been established with staff tutors in
each department to ensure that the Educational Development Unit staff
were using their time to best effect" (CNAA 1983 p.1l).
Staff tutors were left to their own devices by the Polytechnic centrally,
and the Assistant Director for Staff Development and EDU director became
increasingly involved in the next phase of policy making within the
Polytechnic which encompassed staff development along with all other
aspects of the institution.

Appointments of staff tutors by departments

began to lapse and the EDU ceased to maintain a list of persons who had
been specifically identified as staff tutors.

Some departments continued

to recognise the post but there was no longer any centrally directed
effort even to maintain the role in departments, let alone develop it.
Retrospectively, the EDU director commented on the staff tutors that
"they withered on the vine" (Farmer, 1986).
A more extensive evaluation of the role of staff tutors will be made in
chapter 15.
'The Polytechnic of the Future'
The next phase of staff development policy began in the Autumn of 1982
with a planning initiative directed towards all aspects of the
Polytechnic.

The impetus for the initiative was a continuing resource

problem.
The Polytechnic from its beginning as an amalgamation of several
distinctive colleges (to which more were added), had a problem of
managing the available resources allocated to it, to meet all its needs.
The inadequacy of resources was highlighted early on publicly by the
Students' Union in two publications which graphically depicted the
unenviable plight of consumers at the institution (Birmingham Polytechnic
Students Union, no datej Birmingham Polytechnic Students Union 1975).
The CNAA made known the deficiencies in resources in its Visit in 1973,
in 1975 when Officers visited and again in 1978 when it commented that
"The Polytechnic is still badly under-resourced", (Birmingham Polytechnic,
1979, p.1).

84
The Directorate of the Polytechnic was well aware of the problems it
seems, (Allan, 1986) and the CNAA provided further stimulus to action and
offered a helpful lever with the local education authority.

To deal with

the resource problem the Polytechnic embarked upon a plan for development
for a five year period (Birmingham Polytechnic, 1980) but this effort in
the words of two of its authors, "foundered through the inability of the
LEA to provide a clear indication of future funding" (Allan and
Richardson, 1984, p.2).

That debacle was succeeded by continuing resource

problems: "the Polytechnic was coping with the third successive reduction
in its annual revenue budget, as well as preparing its response to a
hypothetical cut of 10% in expenditure for 1984/85 postulated by the
National Advisory Body" (Allan and Richardson, 1984 p.2).

Out of this

adverse context of inadequate resources emerged a plan to remedy the
deficiency of resources and adapt the Polytechnic better for the future.
The catalyst to a period of intense policy making activity was the
Polytechnic Planning Group, a small group of staff around the Deputy
Director, which included the Assistant Director for Staff Development.
The Group was an offshoot of the Planning and Resources Committee of the
Academic Board.

The Group set out to secure the adoption of a strategy

by the Polytechnic, through carefully thought out tactics designed to be
effective for that purpose (Allan and Richardson, 1984; Richardson, 1986).
In thinking out tactics the Group was guided by some of the most expert
literature on educational planning (Allan and Richardson, 1984
References),

The first step was taken with a discussion paper titled,

'The Polytechnic of the Future' (Appendix 19) written by the Deputy
Director and a directorate assistant, which was submitted initially to the
Planning and Resources Committee and the wider Polytechnic later.
The paper was futuristic and idealistic in its perspective on society and
education and advocated a number of important changes in direction for
the Polytechnic for it to survive buoyantly.

In general it proposed that

the Polytechnic be more pro-active and the changes it advocated included
Ita radical reappraisal of current teaching and learning methods"
(Appendix 19, p.6).
A conference was arranged for Spring 1983 to debate the paper and was
carefully organised to secure maximum participation by all interests
within the Polytechnic.

The conference gave its support to the strategy
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and set in motion subsequent debate and discussion by standing
committee~;

of the Academic Board and the faculty boards which developed

the strategy further.
The goals of the strategy were idealistic and visionary from the start
and that was the intention of its initiators, who sought to capture and
influence opinion within the Polytechnic, as a means of determining a
secure future for it.

The strategy necessarily addressed issues of

current and prospective educational methods and also suggested the need
for important changes to be expedited in them.
Although idealism was an important element of the overall strategy, it
was also the case that at least two of its initiators, <and perhaps
more), thought there would be an answer to the basic problem of
insufficient resources which had bedevilled the Polytechnic from its
beginning.

It is evident from their stated expectations that both the

Assistant Director for Staff Development and the Deputy Director were of
the view that through a shift in teaching methods, existing resources
could be used more efficiently and effectively.
Thus the latter argued that, "A movement towards a more student-centred
model would enable teachers to support more students" (Allan et aI, 1984,
p.7).

His Directorial colleague equally argued for increased efficiency by

teachers through the development of new learning materials as well as by
larger classes and other changes in teaching methods (McEwen et aI, 1984
Appendix 1).
The two members of the Directorate were also alert to the wider
educational environment and the increasing pressures being applied to
higher education as well as some of the possibilities for change which
were being canvassed or experimented with more generally.

As the Deputy

Director put it, "Inside their institutions managers will face the
difficulties of reducing numbers of staff of all kinds and higher
workloads ......... clear and positive incentives for innovation should be
established" (Allan et aI, 1984, p.lO).
This period of planning initiated by the Polytechnic Planning Group
included the Assistant Director for Staff Development and the EDU
director as participants in those aspects of the strategy which were
delineated as staff development and teaching and learning.

On the

occasion of the CNAA visit in Summer of 1983, support was given to them
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for some of their ideas about changing teaching and learning methods by
Professor John Cowan of Heriot Watt University (Burns, 1986).

The ideas

which they had promoted, implied support for student centred and resource
based learning which indicated a shift away from lectures and seminars
to use of new technologies for which considerable retraining of staff was
required and which would be the responsibility of the faculties to
arrange (Smith, 1985, Appendices 3 and 4).

For both of them, the teacher

would become more of a facilitator and manager of the learning
environment and less of a tutor.
The endorsement given to change in teaching and learning methods by the
conference, together with the CNAA support inspired the EDU director
(with the encouragement of the Assistant Director for Staff Development)
to make some firm proposals to expedite changes.

In addition, he was

enthused as a member of a Task Group on Teaching/Learning Methods which
had been appointed by the Planning and Resources Committee, following the
conference.

The Group had been carrying out feasibility studies of

alternative teaching methods, for which financial support had been given,
and had in effect started in embryo. arrangements for innovation similar
to Brighton Polytechnic's EDU Release Scheme.

A paper was drafted in

September 1983 <Appendix 20) by the EDU director, which proposed an EDU
Release Scheme very similar to that of Brighton Polytechnic.

As an

experienced and knowledgeable staff developer, he was an admirer of the
staff development approach at Brighton Polytechnic and had learned more
about it since the decision had been made to appoint as a COlleague, a
former Course Resource Officer there, to a new post in the EDU from
September 1983.

Interestingly, the new member of EDU staff had left

Brighton Polytechnic before the beginning of important changes in
decentralised staff development which led to its abandonment.
No action seems to have been taken on the paper and it was succeeded by
another one in November 1983 (Appendix 21) which was written by the EDU
staff.

This paper restated the proposal for an EDU Release Scheme and

also proposed Faculty Student Learning Centres, for which additional
technicians would be required.

The paper was most immediately influenced

by a visit made by the EDU director and others to the Learning Unit at
Heriot Watt University.

The visit

had been instigated as part of a

report commissioned by the Research Committee of the Academic Board into

87

new teaching and learning methods (McEwen et al 1984).

More

fundamentally the paper was also an expression of the educational ideas
which the Assistant Director for Staff Development and EDU director had
articulated when staff development was under review in 1978, prior the
the EDU being formed.

This paper was withdrawn and replaced by a paper

from the Deputy Director (Appendix 22) which developed the ideas for
Faculty Learning Centres further, by the integration of library and
computer facilities.

According to the Deputy Director, the papers by the

EDU staff did not go far enough and he and the Assistant Director for
Staff Development had a "shooting match" over it (Allan, 1986).

He either

felt that some of his authority was being usurped by the proposals
endorsed by his colleague in the Directorate, or alternatively that
Learning Centres as proposed were much too modest in scope and could
encompass wider facilities.

Approval was given ultimately by the

Academic Board as part of support for the overall strategy.

However, the

Library was unwilling to participate in the Learning Centres without
additional staffing resources.
Decentralised Staff Developers
In the next phase, discussion with faculties took place over the proposed
Centres and although some doubts and opposition to minor aspects were
expressed, there was broad approval. This was secured by the Assistant
Director for Staff Development visiting faculties with the EDU director
to get agreement.
In April 1984 in a further paper

(Appendix 23), the EDU staff suggested

that the Learning Centres in each faculty would require a member of the
academic staff as a manager.

They suggested a job specification which

was titled Learning Projects Tutor and was oriented to assisting the EDU
Release Scheme proposed earlier.

This proposal for the appointment of

decentralised staff developers to support a scheme

modelled on Brighton

Polytechnic's EDU Release Scheme was further refined in another paper in
October.

The scheme was now titled the Learning Projects Support Scheme

and the paper in which it was proposed received the approval of the
Learning Services Committee and the Academic Board.
The decentralised staff developers were proposed at quite a late stage in
the development of 'The Polytechnic of the Future' strategy but were
thought to be a necessary device to achieve some of the important
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changes in staff practices upon which the strategy was dependent.

The

example of Brighton Polytechnic's Release Scheme offered the Polytechnic
a. very good model of a scheme designed to innovate teaching, for which

staff developers at the faculty level in some form which approximated to
the EDA's and CRO's were required.

For without decentralised staff

developers, it was not thought likely that the Learning Projects Support
Scheme would succeed, nor indeed would Learning Centres become "the foci
for teaching and learning development" <Appendix 23, p.14).

Certainly the

Polytechnic's structure was suited to emulate Brighton Polytechnic, as the
faculties had now been fully established and were of organisational
significance, albeit of recent origin.

The proposal for decentralised

staff developers responsible for the management of Learning Centres and
the promotion of innovation in teaching was accepted as being without
threat as was the new role to support the staff development aspects of
the overall strategy for change.
The Assistant Director for Staff Development and EDU director used to the
full the opportunity given to them, to change and enhance the

arrangements for staff development through decentralisation.

Both had

subscribed to the principle of decentralised staff development, since
before the EDU had been formed.

With the help of the new EDU colleague's

former experience at Brighton Polytechnic, they were able to develop
details for the role of decentralised staff developers which suited the
environment at Birmingham Polytechnic and which were accepted without
major objection or opposition.

For the appointment of decentralised staff

developers was an integral part of the Polytechnic strategy, which had
been debated and agreed, after all interests had been consulted.
Although some of the consensus about the overall strategy for the
Polytechnic's future was broken publicly in Autumn 1984, when NATFHE
campaigned against the strategy on grounds of job losses <Appendix 24),
it did not extend its opposition either to the Learning Centres or the
appointment of decentralised staff developers

The reason for this,

according to the JATFHE branch chairman was that the union was not
against the improvement of teaching methods through change OHnikin
1986) .

Deans of faculties were unhappy over the loss of half-time teaching posts
for the appointment of decentralised staff developers, in addition to the
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deletion of many teaching posts entailed by other aspects of the
strategy.
policy.

Nevertheless, they felt obliged to support agreed Polytechnic
The encouragement which was offered by the Assistant Director

for Staff Development for so doing, was the prospect of improving the
staff student ratios of their faculties, in keeping with the objectives of
the strategy.
In the case of one faculty at least, Social Sciences and Arts, to secure
the cooperation of the Dean, some funds were allocated by the Assistant
Director for Staff Development, from an accessible budget, to provide for
temporary teachers, and thereby compensate for the transfer of a halftime teaching post to a half-time decentralised staff developer post.
The small School of Music sought to obtain any available funds for the
appointment of a decentralised staff developer.

'Without faculty status at

the time, it was unsuccessful in the approach that it made to the
Directorate.
With the encouragement of the Assistant Director for Staff Development,
and pump priming funds from the Polytechnic centrally, Faculty Learning
Centres were opened and the decentralised staff developers appointed to
them at the pace and by the arrangements made by faculties.

Thus by

Autumn term 1985, nearly all Centres were open and decentralised staff
developers in post.

Arrangements to bring the decentralised staff

developers together for common purposes were also instituted in the form
of a Working Group on Teaching and Learning Methods, which reported to
the new Development Committee of the Academic Board.

So a new system of

decentralised staff development began in Autumn 1985, for which there was
no parallel in a higher education institution.
Conclusion
Early in the history of Birmingham Polytechnic, strong approval was given
centrally, for the 'management' model, some support for the 'partnership'
model in departments and recognition of the 'shopfloor' model.

The

'partnership' model was effective in a limited number of departments
because of opposition to the prescription-orientated model of practice
with which it was associated.

Subsequently, after a review of staff

development, the 'partnership' model was adopted more firmly centrally,
through the formation of an eclectic EDU.

A proposal for revival of the

'partnership' model in departments encountered much opposition and was

90

given modest approval only, by the Polytechnic.

The proposal when

implemented by departments, was given a varied commitment.

Similarly,

the model of practice exhibited by the commitment, varied.

Centralised

support for the 'partnership' model extended to departments was largely
reactive and lapsed before long.

Centrally initiated activity for staff

development was next pursued through participation in a comprehensive
strategy for the future of the Polytechnic.

Adoption of that strategy

included acceptance of proposals for changes in the methodology of
academic staff.

The evolution of the proposals which followed led to the

inauguration of a decentralised system of staff development based on
faculties.

Different aspects of the implementation of the decentralised

system of staff development in its first two years are described in
chapters 7 to 12.
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CHAPTER SIX
THE INNOVATION OF DECENTRALISED STAFF DEVELOPMENT AT BIRMINGHAM
POLYTECHNIC
Introduction
In this chapter, six theories advanced about innovation will be
described and used to analyse the genesis of decentralised staff
development at Birmingham Polytechnic which was reported in chapter 5.
The theories selected are considered important and apposite either
because reference is made to them by Hewton (1982) in his analysis of
the role of the staff developer,

(Berg and Ostergren 1977, 1979; Chin

and Benne 1976; Havelock and Huberman 1978; Zaltman et al 1977) or
because of the position that they occupy in the wider literature about
staff development and innovation in higher education (Lindquist 1978;
Rogers and Shoemaker 1971).

The purpose of the analysis is to obtain

an explanation for the successful and rare introduction of the
decentralised variant of the 'partnership' model of staff development.
The relevance of innovation theory to eclectic decentralised staff
development is discussed in chapter 17.
Berg and Ostergren
Berg and Ostergren's theory of innovation processes derived from seven
case studies of Swedish higher education, emphasises the innovation
process as a political process within a social system.

They owe their

theoretical inspiration to Lewin's theory of force field analysis and
so the central focus is upon conflicting forces seeking to support or
restrain change.

Four factors are identified as critical in

determining the fate of an innovation:
Gainlloss
Ownership
Leadership
Power
Gainlloss refers to the advantages and disadvantages in many respects
as perceived by all those affected by an innovation.

It is a broad

and multi-dimensional concept and its conspicuous manifestation is by
security or stability as a gain and insecurity or instability as a
loss.

Gainlloss encapsulates the many and different interests which
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are held by individuals, for example, ideology.

These interests place

individuals with driving or restraining forces.
Ownership refers to the commitment and participation which is prompted
for an innovation.

Those who have some responsibility for an

innovation develop attitudes in its favour.

There may be direct and

indirect ownership.
Leadership is the initiation and promotion of political support for
the innovation.

It is associated with key figures who are belong to

various groups.

Differentiation of leadership exists through the

categories of formal, primary, secondary and opposition leader.
Power is the mobilisation of force to secure the innovation.

It may

or may not be mobilised to influence the development of an innovation.
Without superior force, an innovation may fail.

Power is linked with

all the other three factors which determine the fate of an innovation.
Berg and Ostergren also utilise the categorisation of the phases of
the innovation process distinguished by Lewin:
unfreezing
movinl2"
w

re-freezing
In the first phase, the possibility for change is created.

In the

second phase, there is disequilibrium as forces for and against
contend for domination.

In the third phase, a balance is created

around a new equilibrium.
It is apparent that two key participants who promoted innovation at
Birmingham Polytechnic were informed by the theory of innovation
processes and refer explicitly to Berg and Ostergren (1979) in their
account of events (Allan and Richardson, 1984).

If the model of Berg

and Ostergren (1977,1979) is applied to the Birmingham Polytechnic
case study then the four factors become very evident in the events
which led to the appointment of decentralised staff developers.
The proposal for decentralised staff developers was a concomitant of
establishing Faculty Learning Centres and was received as a gain
rather than a loss.

The Learning Centres were accepted as bringing a

concentration of new and additional resources.

They were not seen as

depriving any groups of staff, departments, or faculties, of existing
arrangement which were held as beneficial.

The emphasis of the
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Learning Centres upon technological assistance was seen as
advantageous by most staff, if not all.

Those not in favour did not

perceive the Learning Centres as detrimental in any particular way.
It was logical therefore to accept the appointment of decentralised
staff developers to manage and promote such Centres.

Such

appointments were not perceived as depriving or competing with any
other interested parties.

The appointment of decentralised staff

developers was not considered as a danger or threat.

The appointment

was held to make more likely the promise offered by Learning Centres
as offering staff a wide range of assistance for them to use i f they
wished.

For the deans of the faculties or more specifically heads of

departments, there was some loss of teaching staff, but the gain of
maintaining the approval of the Directorate for supporting polytechnic
strategy and the very real addition of pump priming funds from the
Directorate more than outweighed any losses incurred.
Ownership wa:3 invoked in the adoption of decentralised staff
developers at Birmingham Polytechnic through the strategy embarked
upon by the Polytechnic Directorate which commenced with the
discussions and consultations over 'The PolytechniC of the Future'.
Ihe strategy was designed to involve maximum participation of all
staff.

It succeeded in so doing.

The various channels of the

Pol yteclmic were occupied with the strategy over a long period.
Towards the end of the period, the specific proposal for decentralised
staff developers was made.

After discussion in the Learning Services

Committee and the Academic Board,

the proposal for Learning Centres

and their associated decentralised staff developers, was taken to
faculties for their approval.

Agreement to the prinCiple, left the

details of appointment largely in the hands of faculties or more
specifically deans, so ownership of the innovation was put very much
in the hands of those who were closest to it.

Indeed it could be said

that the ownership of the proposal for decentralised staff developers
was increasingly engineer.ed until it became a reality.
Leadership as a decisive factor in the adoption of decentralised staff
developers was most apparent throughout the whole process at
Birmingham PolytechniC.

The seeds of the idea lay with the Assistant

Director for Staff Development and the EDU director.

They were the
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primary leaders of the innovation.

For the Assistant Director had

from the earliest days of the Polytechnic been a keen advocate of the
'partnership' model of staff development, both at a departmental
level, through the creation of the post of professional tutors, later
retitled staff tutors and centrally through the creation of an EDU.
With the EDU director, he also held a vision of resource centres
dispersed throughout the Polytechnic.
When 'The Polytechnic of the Future' strategy was initiated, both the
Assistant Director and EDU director played an important part in its
unfolding.

It was the EDU director who first proposed Learning

Centres as an outcome of 'The Polytechnic of the Future' strategy.
The idea found favour with the Deputy Director, who developed it a
little further.

He was also a driving figure behind 'The Polytechnic

of the Future' strategy, from which Learning Centres emerged.
must be recognised as a secondary leader.

Thus he

The actual proposal for

decentralised staff developers and indeed the job specification for
the post came from the academic staff of the EDU.

The Deputy Director

and Assistant Director endorsed the proposal and used their influence
to ensure its adoption.

Finally some formal leadership of the

innovation was :3hown by the deans of six faculties who created the
post wi thin their faculties and made appointments.

Interestingly, if

there were any opposition leaders to the innovation, they were not at
all conspicuous.
Power was most conspicuously shown during the innovation process on
the part of the Directorate.

For it was the efforts of the

Directorate and those close to it which sought to obtain the support
of the Polytechnic for 'The Polytechnic of the Future' strategy which
culminated in the creation of Learning Centres and the appointment of
decentralised staff developers.

It is most clear that those around

the Directorate made very careful plans to ensure that change was
accepted by the Polytechnic as a whole.

Power from the centre of the

Polytechnic was exercised towards faculties when funds were given to
them for the inception of Learning Centres and also when deans were
reminded of the obligation to fulfil agreed polytechnic policy.

Thus

the use of power by those committed to the innovation of decentra1ised
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staff developers was important in securing the institutionalisation of
the innovation.
The three phases of the innovation process can be discerned at
Birmingham Polytechnic.

The phase of unfreezing is evident in the

challenge made to the Polytechnic as a whole by the wide circulation
of

the futuristic discussion paper, 'The Polytechnic of the Future'

and subsequent conference.

The phase of moving occurred subsequent to

the conference when a search was made of staff development
initiatives.

Re-freezing was demonstrated in the focus upon and

approval engineered for, Learning Centres and their associated
decentralised staff developers.
Overall, the model of innovation provided by Berg and Ostergren lends
itself very aptly to Birmingham Polytechnic and explains why the
proposal for decentralised staff developers succeeded.

The proposal

might well have failed. but the four factors identified by Berg and
Ostergren as essential for the successful introduction of an
innovation explain why it did not.
Chin and Benne
Chin and Benne (1976) classify all strategies for planned change of
human behaviour into three broad categories within which there are
specialised strategies.

The classification is;

the empirical-rational strategy
the norroative-re-educative strategy
the power-coercive strategy
The empirical-rational strategy assumes a high degree of rationality
and self interest and thus sets out to convince people by rational
means.

Great stress is laid on the value of scientific research and

development to produce ideas for change.

That knowledge which has

been acquired through well conceived research programmes can then be
disseminated and put into practice in various and appropriate
settings.

Failures of this combined strategy for research and

education are attributed to lack of research or insufficient effort to
diffuse the results.
The normative-re-educative strategy assumes that the socio-cultural
context that surround human beings is of great importance and that
humans are actively involved in seeking to satisfy their needs.

Thus

96
humans are guided in their actions by internalized meanings, habits
and values.

It therefore follows that in order bring about change,

the normative-re-educative strategy involves the participation of
people themselves in processes to recognise and resolve their
problems.

Norms and values are the target for change as well as the

way that people relate to one another.

An increase in the ability of

people to solve problems and to develop self-knowledge is the central
task in this strategy which may be achieved through such means as
group dynamics, organisational development and action research.

Chin

and Benne (1976) imply greater success with the normative-re-educative
strategy than with the other two.
The power-coercive strategy relies on the use of political, legal,
economic or moral sanctions in the exercise of power.

Thus those in

authority use their power to secure the compliance of those in
subordinate positions.

Chin and Benne consider that there are risks

of failure with this strategy for whilst it may legitimise change,
practices which are the subject of change may remain untouched.

They

infer that the power-coercive strategy requires the normative-reeducative strategy for certainty of success.
Confirmation that conscious use was made of the three strategies for
planned change at Birmingham Polytechnic is given in the account by
two key partiCipants (Allan and Richardson, 1984) who refer to Chin
and Benne (1976).

All three strategies can certainly be perceived in

the unfolding of events at Birmingham Polytechnic.
The empirical-rational strategy is evident in the circulation of the
discussion paper, 'The Polytechnic of the Future'.

That strategy re-

appears noticeably later, in the exploratory activities undertaken by
the EDU in respect of staff development innovation and through the
succession of proposals which culminated in Learning Centres with
decentralised staff developers.

Indeed the character of some of the

proposals is congruent with the strand of thinking which Chin and
Benne identify as utopian.
The normative-re-educative strategy was manifest in the activities
promoted by the Polytechnic Planning Group, the most conspicuous of
which was 'The Polytechnic of the Future' conference.

The conference

was an important event that was arranged to ensure the maximum
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participation of all interests within the Polytechnic and to secure
some changes on their part from addressing shared concerns.
The power-coercive strategy is most pronounced in the last phase of
events immediately prior to the appointment of decentralised staff
developers.

Thus rewards were given to faculties through pump-priming

funds for Learning Centres.

Additionally, financial assistance was

given for the appointment of at least one decentralised staff
developer.

Moral and political sanctions were also threatened

explicitly in the encouragement given to deans to fulfil their
obligation to agreed Polytechnic strategy.
It can be concluded that all three strategies were pursued at
Birmingham Polytechnic.

The proposal for decentralised staff

developers succeeded because the weaknesses and risks of failure
attendant upon the use of one strategy only, were nullified by the
employment of a combined strategy.
Havelock and Huberman
Havelock and Huberman (1978) offer a classification of strategies for
change which is not unlike that of Chin and Benne (1976) but more
extended.

For their study of the process of educational change in

developing countries they distinguish five distinct strategies:
Participative problem solving
Open input
Power
Diffusion
Planned linkage
The participative problem solving strategy involves control by local
people, responsiveness to their needs, and an emphasis on local
resources and self-help.

Open input strategy requires a broadly and

flexibly designed process in which maximum use is made of all ideas
and resources from inside and outside.

The power strategy has a clear

direction from above and uses laws, formal procedures, a chain of
command and designated agents for technical assistance.

The diffusion

strategy makes maximum use of media and informal networks of opinion.
The planned linkage strategy is characterised by careful planning,
clear and realistic objectives, dialogue between all concerned and
high sensitivity to the users actual situation.

-

-

---------------,
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Hewton (1982) observes that the classification made by Havelock and
Huberman introduces to all the strategies which are identified, the
dimension of control by insiders and outsiders.

That combination of

insider and outsider control distinguishes the classification made by
Havelock and Huberman (1977) from the classification of strategies
made by Chin and Benne (1976).
The participative problem solving strategy was pursued at Birmingham
Polytechnic most noticeably through the organisation of 'The
Polytechnic of the Future' conference.

That conference contributed to

later events out of which decentralised staff developers came to be
appointed.

However, the creation of the post in six faculties was a

decision that was not truly an outcome of local control and problem
solving by faculties.

The faculties appointed decentralised staff

developers largely to comply with the wishes of the Directorate, which
was outside the faculty.
The strategy of open input was pursued to some extent at Birmingham
Polytechnic in the early events which led to the introduction of
decentralised staff developers.

There was a willingness to consider

ideas from various quarters, both within and without the Polytechnic.
Intellectual resources were explored freely through both the
conference and post-conference initiatives.

However the resolution of

the Directorate to introduce Learning Centres and decentralised staff
developer:::, to all six faculties was at variance with an open input
strategy which would have allowed faculties more self-determination
over decentralised staff development.
The power strategy was pursued at Birmingham Polytechnic through the
leadership given by the Directorate for changes within the institution
which ultimately led to the innovation of decentralised staff
developers.

Formal procedures characterised the strategy of the

Directorate through the use of the Academic Board, the Learning
Services Committee and faculty boards.

The prominence of the EDU in

events which led to the appOintment of decentralised staff developers
was through its role as a designated agent for technical assistance.
Diffusion as a strategy for change was not promoted at Birmingham
Polytechnic.

For the events which lead to the appointment of

decentralised staff developers were not characterised Significantly by
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the mere transmission of opinion through media and informal networks.
Other activities were much more significant.
Finally. the planned linkage strategy was pursued in the later but not
the earlier events which led to the innovation of decentralised staff
developers at Birmingham Polytechnic.

Thus the detailed proposals

made both for Learning Centres and decentralised staff developers were
made by the EDU and subsequently the Directorate and based on outside
developments and their application to the actual situation of
faculties.

There was considerable dialogue through various channels

of the Polytechnic, to which faculties contributed, prior to the
appointment of decentralised staff developers.

Further co-operation

from the faculties was secured by allowing the final arrangements both
of Learning Centres and decentralised staff developers to be settled
by them.

Therefore of the fi ve strategies identified by Havelock and Huberman
(1977), four were pursued prior to the introduction of decentralised
staff developers at Birmingham POlytechnic.

However, no single

strategy dominated all the events which led to the innovation.
Lindquist
From several case studies of change attempts in higher education
institutions in the United States and prior theory of planned change
in complex organisations. Lindquist (1978) formulated his adaptive
development model of innovation.

The model synthesises separate

models and strategies and is also associated with a
promote educational change.

strategy to

Five factors are identified by the model

as critical ingredients for success when change in practices is
pursued in complex organisations.

These factors are:

Linkage
Openness
Leadership
OwnerShip
Rewards
Linkage refers to those occasions which are arranged to cross formal
organisational boundaries, when people are brought together and
confronted with new ideas and information.

Openness refers to the

active seeking for new ideas and information beyond the primary group.
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Leadership refers to an approach in which initiating, guiding, and
involving is used to influence support for planned change.

Ownership

refers to the involvement and participation of others in the change.
Rewards refers to the various material and psychic rewards which
accrue for those involved in the change.
Lindquist (1978) concludes that successful planned change usually
involves an adaptation of an external innovation rather than the
invention of a new one.
Linkage at Birmingham Polytechnic was most apparent in the conference
which was a significant stage in 'The Polytechnic of the Future'
strategy.

For it brought together academic staff from across the

whole Polytechnic, breaking through the usual barriers and structures
of courses, departments, and faculties.

At the conference, study

groups reported and information was exchanged over a whole range of
issue~3,

all of which had an important bearing on the future of the

Polytechnic.

Indeed the small group which paved the way for the

conference, the Polytechnic Planning Group, and the Task Group which
followed the conference were also expressions of the factor of linkage
which ultimately led to the adoption of decentralised staff
<ievelopers.
A~3

far

a~3

openness is concerned, it was very much in evidence in the

period which led upto the appointment of decentralised staff
developers.

The activities of the Polytechnic Planning Group and the

conference which they promoted, as well as acti vi ties which followed
the conference, particularly those which involved the EDU, were
demonstrably

explorations of various and alternative ideas which had

real significance for staff development.

Thus the EDU visit to Heriot

Watt University, was one very specific example of the willingness to
consider new ideas which was generated by 'The Polytechnic of the
Future' strategy.

There was during the period leading up to the

adoption of decentralised staff developers by the institution, a
serious and prolonged endeavour to search for ideas which were outside
the immediately observable, or indeed the usual customs and practice
of the institution.
Leadership was manifested very evidently in the whole period of
activities which led up to the adoption of decentralised staff
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developers.

The Polytechnic Planning Group initially sought to steer

debate and discussion towards the future and how the Polytechnic
should prepare itself so that it would survive.

In the period after

the conference, leadership was exercised by the Directorate and EDU
through activities and proposals, for which the involvement of the
wider Polytechnic was secured.

Latterly leadership was shown by the

Directorate in steering the six faculties and deans towards the
adoption of decentralised staff develnpment.
Ownership of the innovation was evident throughout much of the period
of events which led to the introduction of decentralised staff
development.

At first ownership was secured in a general way by the

involvement of many academic staff with different interests, in plans
for change.

Later, ownership of the evolving proposals for

decentralised staff development was maintained through representative
bodie,:; such as the Academic Board and Learning Services Committee.

In

the final stages of the innovation process, ownership of the proposal
for decentralised staff development was skilfully transferred to
faculties and deans.
Rewards were given during the innovation process through the funding
that the Directorate gave for the inception of Learning Centres, the
additional funding for a decentralised staff developer in one faculty
at least, and the encouragement from the Directorate to the deans for
their support of Polytechnic strategy.
Thus the five factors identified by Lindquist (1978) as crucial in
determining the successful passage of an educational innovation, were
present at Birmingham Polytechnic and explain why the proposal for
decentralised staff developers came to be realised.
In its general character, the innovation at Birmingham Polytechnic
exemplifies the model of adaptive development, for it was
intrinsically an adaptation rather than a pure invention.

More

specifically, the introduction of decentralised staff developers was a
synthesis of the example of the Learning Unit at Heriot-Watt
University and the example of decentralisation within the EDU at
Brighton Polytechnic.

Adjustment was made of the synthesis for the

particular circumstances of the Polytechnic.
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Overall, the theoretical framework of adaptive development provides a
complete and satisfactory explanation of the successful introduction
of decentralised staff development at Birmingham Polytechnic.
Mathias and Rutherford (1983) attempt a synthesis of the models
developed by Lindquist (1978) and Berg and Ostergren (1977,1979).
Although they show considerable agreement between the two models so
that a combined model is constructed and used for analysis of a case
study, they also acknowledge that their attempt has been achieved "in
a relatively superficial way" and "undoubtedly more theoretical work
needs to be done" (p.54).

Because of the tentative nature of the

combined model, it has not been explained or used for analysis in this
chapter.

Thus although some similarities between the models of

Lindquist (1978) and Berg and Ostergren (1977) are recognised, the
integrity of both is respected by the chapter.
Rogers and Shoemaker
Rogers and Shoemaker (1971) propound a theory of innovation which
reiterates the earlier theory postulated by Rogers (1962), with some
modification.

A synthesis of many studies of social change, the

theory suggests that innovation is intrinsically a communication
process in which new ideas are diffused between individuals.
Rogers and Shoemaker (1971) distinguish three main types of innovation
decisions:
Optional decisions
Collective decisions
Authority decisions
Optional decisions are made by individuals regardless of the decisions
of other members of the system.

Collective decisions are decisions

which individuals in the social system agree to make by consensus.
Authority decisions are forced upon an individual by someone in a
superordinate power position and they are characteristic of
innovations which occur in formal organisations such as government
bureaucracies, factories and schools.
The process of authority innovation-decisions is depicted as occurring
in five stages:
Knowledge
Persuasion
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Decision
Communication
Action
Two kinds of unit are involved in the successive stages of the
process, the decision unit and the adoption unit.

In the knowledge

stage, the decision unit becomes aware and knowledgeable about new
ideas.

In the persuasion stage, the decision unit makes an evaluation

of the ideas, including the feasibility of its use.

In the decision

stage, the decision unit makes a formal choice to adopt or reject the
innovation.

If the decision unit employs a participative approach,

the adoption unit may he highly involved in the decision stage.

In

the communication stage, the decision unit communicates the message to
the adoption unit.

In the action stage, the adoption unit actually

uses or introduces the innovation.
If the genesi::; of decentralised staff development at Birmingham
Polytechnic is examined within the perspective of Rogers and Shoemaker
(1971), then the authority innovation-decision is the apposite type of

innovation process because of the nature of the Polytechnic as a
formal organisation.
The knowledge stage was that period in which the EDU, at the behest of
the Directorate, (the decision unit) visited Heriot-Watt University
and learned about decentralised staff development at Brighton
Polytechnic from Eastcott.
The persuasion stage occurred when the EDU began to make specific
proposals to the Directorate for staff development initiatives of a
decentralised character, which were accepted in principle.
The decision stage occurred when the Directorate of the Polytechnic
actually committed itself to Learning Centres expressed through the
proposals made by the deputy director.

Subsequently, the proposal for

Learning Centres was elaborated further by the EDU in its idea of
decentralised staff developers.

The approval of these proposals by

the Learning Services Committee and Academic Board completed the
decision stage.
The communication stage occurred when the Directorate encouraged the
six faculties and deans (the adoption units) to appoint decentralised
staff developers and establish Learning Centres.
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The final stage of action completed the process when the six deans set
about appointing individuals to the post of decentralised staff
developer.
The analytic framework provided by Rogers and Shoemaker <1971> offers
an understanding of the sequence of events or flow of communications,
prior to the introduction of decentralised staff developers at
Birmingham Polytechnic.

Its delineation of the innovation process

into several successive stages does seem to correspond with the events
prior to the adoption of the innovation.

Even so, the model of

innovation suggested by Rogers and Shoemaker (1971) is not entirely
satisfactory for the introduction of decentralised staff developers at
Birmingham Polytechnic involved much more than the mere transmission
of ideas between individuals, in several successive stages.

More

specifically, the model suggested by Rogers and Shoemaker (1971) does
not accommodate the pursuit of a strategy for change by the
Polytechnic and the subsequent varied and unpredictable activities and
events of a social and political character, which flowed from that
strategy.
Zaltman et al
From an extensive literature review, Zaltman et al (1977) describe
models and strategies of educational change.

They distinguish the

models as descriptions or prescriptions of the general process of
change and the strategies as the approach taken to "mediate
appropriate change behaviour by relevant actors" (1977, p.73).
The models of change with only a few exceptions are categorised as
fourfold broadly;
environmental (external)
organizational (internal)
internal and external
individual-oriented
Of these four categories, three are unsuitable for analysis of the
Birmingham case study.

It is only the category of organizational

(internal models) which can be applied to the case study of Birmingham
Polytechnic which is constituted by a historical and largely internal
organisational focus.
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The model of organizational (internal) change upon which Zaltman et al
elaborate, distinguishes two basic change stages, with several substages.
Initiation:
1. Knowledge-awareness
2. Attitude formation
3. Decision

Implementation:
1. Ini tial implementation
2. Continued-sustained implementation
Within the initiation stage, the knowledge sub-stage occurs when
potential adopters learn of the existence of the innovation.

The

attitude formation stage occurs when members of the organizatiom form
a positive or negative response to the innovation.

The decision sub-

stage invol ve'3 action on the attitudes which were developed during the
preceding sub-stage.

In the implementation stage, a trial period of

initial implementation of the innovation occurs.

The sub-stage of

continued-sustained implementation involves a permanent adoption of
the innovation.
The process of innovation does not necessarily follow this linear
sequence and is probably rather circular, say the authors.

There are

five organizational factors, complexity, formalization,
centralization, interpersonal relations and dealing with conflict
which influence the two stages.

These factors can have either an

inhibiting or facilitating effect.
When the model is applied to Birmingham Polytechnic, it becomes
apparent that it does not explain the innovation process there.

For

the separate sub-stages and the sequence in which they occur, are not
fully represented in the evolution of events.
Thus the knowledge sub-stage is evident in the exploration of
decentralised staff development initiatives by the EDU but the
attitude formation sub-stage preceded that during 'The Polytechnic of
the Future' conference when positive attitudes were secured for
innovation.
The decision sub-stage is evident in the support of the Directorate
for Learning Centres and associated decentralised staff developers.
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Even so, the implementation stage with its sub-stages of initial
implementation and continued sustained implementation does not accord
with events at Birmingham Polytechnic.

For there was no trial of the

innovation exemplified by appointment of a decentralised staff
developer in one faculty only, with retention and extension to other
facul ties, later.

In reality, the six faculties approved the

principle of decentralised staff development and all deans made
appointments at the behest of the Directorate.
Because the model in its sequence of several sub-stages is not
apparent at Birmingham Polytechnic, it is considered unnecessary to
apply the five organizational characteristics.
In sum therefore, the model of organizational (internal) change
suggested by Zaltman et al does not offer a satisfactory explanation
for the genesis of decentralised staff development at Birmingham
Polytechnic.
In their perspective upon strategies for change, in which they focus
upon the approach of the education planner to change, Zaltman et al
refer to a threefold classification of innovation strategies which
they name a:3 power, manipulative and rational.

Power strategies are

based on the offer or application of rewards and punishments.
Manipulation strategies involve a deliberate arranging of messages
and/or aspects of the environment.

Rational strategies involve

transmitting high fidelity messages that justify change.
A congruence between the theoretical perspectives of Zaltman et al and
Chin and Benne (1976) is evident and acknowledged by the former.

For

they cite Chin and Benne's power coercive, normative and empirical
rational strategies as respective examples of their classification of
power, manipulative and rational strategies.

Given that a theoretical

convergence of these strategies exists, it is considered unnecessary
to make an analysis of Birmingham Polytechnic using the triple
classification of Zaltman et al.
Conclusion
In this chapter, six major theories of innovation have been described
and used to analyse the introduction of decentralised staff
development at Birmingham Polytechnic.

Berg and Ostergren's model of

innovation processes, in which primacy is given to four decisive
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factors and three stages, provides a complete and satisfactory
explanation for the successful introduction.

Each of the three

strategies identified by Chin and Benne <and impl ici tly by Zaltman et
al) was pursued in combination prior to the introduction.

Four of the

five strategies described by Havelock and Huberman were pursued prior
to the introduction but the events were not dominated by anyone of
the four.

Lindquist's adaptive development model provides another

complete and satisfactory explanation for the introduction with
reference to five critical ingredients.

Rogers and Shoemaker's

authority innovation-decision model appositely categorises five stages
of the innovation process but fails to account fully for all events
and for the succe:3S.

Finally, the model identified by Zal tman et al

is an inappropriate gUide to the introduction.

The overriding

conclusion is that the successful introduction to Birmingham
Polytechnic of decentralised staff development was an outcome of the
pursuit of several strategies or factors, and not one alone, during
the process of change.

lOB
CHAPTER SEVEN
THE ACTIV IT IES OF THE DECENTRALISED STAFF DEVELOPERS
Introduction
The events leading to t:he adoption of decentralised staff development at
Birmingham Polytechnic were described in chapter 5.

In this chapter, an

account is given of the activities of the decentralised staff developers
in the initial period of approximately two years.

Decentralised staff

development in the subsequent period is described in chapter 13.

The

account begins with the appointment of the decentralised staff developers
and their starting up.

The activities that they promoted are identified

as the acquisition and maintenance of equipment and materials,
encouraging the use of these facilities, supervising the technician staff,
promoting the Learning Projects Support Scheme, training, information
dissemination and entrepreneurship.

The experience of academic staff of

these activities is reported in chapter 12.

An evaluation is made of the

practice of the decentralised staff developers in chapter 15 and of the
extended 'partnership' model in chapter 16.
Appointment
The first occupants of the post of decentralised staff developer at
Birming-ham Polytechnic were chosen from a very recalcitrant staff.
Yawning indifference best characterises the overall response from
academic staff to the creation of the posts.

In two faculties only was

there a discernible suggestion of competition for the post.

Thus in the

Built Environment and in Business Studies and Law when appOintment was
made initially, there were two applicants each for the respective posts.
The second decentralised staff developer in the Faculty of the Built
Environment commented appositely for virtually all appointments when he
said, "It was there for the taking.
<Gardiner, 1986).

Nobody else wanted the job"

This perception was confirmed for the management side

by the Dean of Art and Design who commented: "We identified the two
people who were most willing to do that kind of work.

It was not

difficult because not many people wanted the job" (Price, 1987).
There was no great stampede of applications for the six posts which were
only open to internal applicants.
were effectively self-selected.

Those who came to occupy the posts

Indeed in the Faculty of Arts and Social
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Sciences. the post had been circulated to all staff for quite some time
without response, before I applied successfully.
My application was made when 1 had overcome my principal reservation
about the narrowness of the post, arising from its association with the
product-orientated model.

This association was indicated by the model

job specification drafted by the EDU (Appendix 23).

It defined the post

primarily around the management of a resource centre, titled Learning
Centre, which was within the product-orientated model of practice and
secondarily around support of the Learning Projects Support Scheme which
was wi thin the problem-orientated model.

Subsequently, those who

occupied the post of decentralised staff developer mainly fulfilled the
role within the model primarily prescribed for it.
Indeed. the attraction of the post to those who came to occupy it was
mostly because of the product-orientated model that was implied.

Those

appointed as decentralised staff developers enjoyed and believed in the
benefi ts of equipment and materials for teaching.

Prior to their

appointment. a number of them had demonstrated an interest in educational
innovation through their initiation of small projects.

1 was fairly

distinctive in my aspirations of fulfilling an eclectic model of practice.
Starting up
From the beginning of their appointments, the decentralised staff
developers exemplified the product-orientated model of practice.

For they

were involved in the formation of Learning Centres, by negotiating the
acquisition of accommodation, adaptation to make it suitable, and
furnishing and stocking it with equipment.

This initial task which

occupied them, also gave them a baptism of the resistance to their role
from their academic colleagues in their faculty.

For the allocation of

accommodation for a Faculty Learning Centre reqUired the loss of
accommodation by one or more departments.

As a result, departments were

reluctant to surrender their accommodation for purposes which extended
beyond their boundaries.

Thus the decentralised staff developers were

initially associated with Learning Centres and accordingly identified by
their academic colleagues as outsiders in this connection.
In the case of the Faculty of the Built Environment the first
decentralised staff developer despite his best efforts, was unable to
secure suitable accommodation for the Learning Centre during his nine
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months in the post.

Frustrated in fulfilling the primary obligations of

the post he directed his efforts mainly to his own department and
fulfilment of the problem-orientated model through promotion of the
Learning Projects Support Scheme.

The experience of that initial

resistance from academic cOlleagues in his faculty to his primary task,
undoubtedly contributed to his early departure from the post.
Subsequently when accommodation was identified as suitable for the
Learning Centre, the second decentralised staff developer in that faculty,
with the help of the technician, undertook many practical tasks to make
the Centre fully operational without further delay.

These tasks included

the complete redecoration of the accommodation.
In the Faculty of Engineering and Computer Technology also, the
decentralised staff developer made it his priority to acquire
accommodation for the Learning Centre and then to make various practical
arrangements to make the Centre operational.

In the Faculty of Education

and Teacher Training, some rearrangement of accommodation and facilities
was supervised by the decentralised staff developer, to make more useful
and accessible, the accommodation and equipment inherited from the
faculty's former resource centre.
For the decentralised staff developer in the Faculty of Art and Design,
accommodation and eqUipment were first priorities also, which involved
some lengthy negotiation.

In the Faculty of Business Studies and Law, a

resource centre already established in one department, was transferred to
more spacious accommodation to become the Learning Centre, largely before
the decentralised staff developer took up his post.

A re-location of the

EDU yielded the accommodation and pre-empted resistance within the
faculty to the loss of departmental accommodation.

Inheriting a ready

made Centre, the first decentralised staff developer did very little to
start with (and indeed subsequently!)
Because the Dean of the Faculty of Arts and Social Sciences had been
responsible for the formation of a Learning Centre prior to my
appOintment, my initiation into the role of decentralised staff developer
was different to that of my peers.

The resistance from academic

COlleagues to a new exponent of the 'partnership' model was similar
although it took a slightly different form.

My initial activity within

the product-orientated model was spurred on by the comment of one

---_.

---------------------------------------------------------,
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colleague who referred to the Learning Centre as a 'white elephant'.

I

resolved to promote the participation of academic colleagues in the
Learning Centre.

That participation, I hoped would enable an extension of

the product-orientated model of practice with which I was starting, to a
more eclectic model.
One of the events that I arranged early on for this purpose and at the
instigation of my colleagues in the EDU, who wanted to see user groups
for all Learning Centres, was a meeting to which all academic staff in
the faculty were invited.

An unexpected measure of support was shown to

me at the meeting by the attendance of EDU colleagues.

The meeting was

held before students arrived for the start of term and I was not unduly
disappointed by the attendance which although small, was good natured and
interested.

All departments of the faculty were represented save one.

The main concern of the meeting focussed on the photocopier and rules for
its use.
Subsequently all staff were invited to another meeting to discuss open
learning with the COlleague who managed the Open Learning Unit within the
EDU.

Only one colleague attended which was one more than attended yet a

further meeting which I convened a week later for users of the Learning
Centre.
I interpreted the two poorly attended meetings 'as firm evidence that my
COlleagues in the faculty were not ready to participate in faculty based
initiatives in staff development which were characterised by the praductorientated model.

I therefore decided to promote departmentally based

activities which were more eclectic, with the prospect of faculty based
activities later.

I felt that I needed to build up a network of support

in each department as a prerequisite to any successful faculty wide
initiative in staff development.

I needed to overcome my position as an

outsider.
In contrast, none of the other decentralised staff developers initiated
user group meetings for their Learning Centres or similar meetings, in
the period of starting up, or subsequently.
In engaging in my new role, the Department of Sociology and Applied
Social Studies provided me with a ready made base from which I could
promote activity that was more eclectic through its teaching and learning
working group.

I had been associated with the group from the beginning
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although not in the year prior to my appointment as a decentralised staff
developer due to my absence on secondment.

On my return. I found that

the group seemed virtually moribund judging by the lack of any noticeable
activity or outcomes from its meetings.

I assumed leadership of the

group with the encouragement of the Head of Department and took
responsibility for convening the first of several meetings.

Prior to

those meetings and with the help of a cOlleague in the EDU. I arranged a
half-day workshop for the Department on teaching and learning methods
which I also chaired.

It was attended by over half the staff and

informal feedback suggested that it was successful in promoting relevant
thought and activity.
As a separate initiative, I distributed a simple questionnaire to all my
colleagues in the Department to ascertain their professional interests.
Slightly less than a third completed and returned the questionnaire,
which showed the strongest interest in experiential learning.

Although it

was useful for me to know, more importantly it was my first intervention
as an insider and was a confidence giving exercise for me.

I did not

actually use the data collected for any immediate activity but it did act
as a guide for arranging a one day workshop for my colleagues at the end
of the academic year.
After making a start with my own Department, I formulated plans for
intervention in the other three departments which constituted the Faculty
of Arts and Social Sciences.

I decided to obtain the approval of

management for interventions taken with academic staff in departments of
the faculty other than my own, and did so by introducing myself to the
three other heads of departments.

Subsequently my contact with them was

very sparse other than with my own Head who tried to encourage me in
various ways in my new post.

The outcome of initiatives taken in the

other departments is reported later in the chapter under the sub-headings
of training and information dissemination.
As far as my peers were concerned, although none of them sought out
heads of departments as a strategy in the way that I did, their contact
was similarly sparse for the most part.
In the period of starting up as a decentralised staff developer it was
both my expectation and hope that colleagues in my faculty would seek to
consult me on a variety of matters of professional importance to them.

113
To accommodate confidentiality, I secured a room for myself in my
Department to replace the one that I was used to sharing with a
colleague.

It turned out to be somewhat superfluous, for I was not sought

out for confidential discussions by cOlleagues from the faculty either in
the beginning or later on.

Several cOlleagues did engage me in

conversation over teaching and learning methods when I first occupied the
post of decentralised staff developer, but they were those who were
largely spatially and professionally close - members of the School of
Sociological Studies.

Other discussions about teaching and learning

issues that ensued with colleagues, were very few indeed.

They were

largely initiated by me and without the need for confidentiality, they
occurred in corridors and other public places.
After the starting up period in which the six Learning Centres were
established, other activities were promoted by the decentralised staff
developers which were still characteristic of the product-orientated
model.
Acquisition and Maintenance of Equipment and Materials
Maintenance of equipment and materials and their accumulation was a
responsibility which was held to be of the essence of their
responsibilities by most staff developers.
job was about.

That was primarily what the

This orientation towards physical resources was confirmed

by the Report of the Library Teaching and Learning Working Group
(Appendix 2 p.5).

In fulfilling this responsibility, various amounts of

administration were generated to obtain financial approval and actually
arrange for the acquisition of the resources and their accessibility to
staff and students.
The decentralised staff developer for the Faculty of Art and Design
succinctly described his work: "My major role is as an initiator or
facilitator of high technology within the faculty" (Harris, 1986).

He

proudly claimed in one conversation that he had spent £150,000 over 18
months.

I felt able to accept this claim fairly easily because the

equipment that he showed me, computers and computer graphics principally,
was unquestionable evidence.

Equally the decentralised staff developer

for the Faculty of the Built Environment claimed (with less relish) to
have spent £40,000 over two years.

Two of the major items were

sophisticated reprographic equipment.
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The activity to which most decentralised staff developers attached
importance was the accumulation of equipment and materials and a budget
to support this ambition.

There was a strong interest in the physical

expression of educational technology as a worthwhile activity.
Thus for the decentralised staff developer in the Faculty of Education
and Teacher Training, the meagre budget (in his view) allowed to his
Faculty was a source of some dissatisfaction.

For him, equipment and

materials were clearly the important measure of the value of
decentralised staff development.

On one visit that I made to his

Learning Centre he was able to show me a considerable stock of equipment
which had accumulated over the years, in the previous resource centre of
the Faculty.

I was impressed at the wide range of facilities available

but he maintained that the finance allocated by the Polytechnic for the
replacement of equipment and the supply of materials such as
photocopying was qUite inadequate.
The overriding interest of my peers in physical resources was well

indicated to me in the few visits that I made to their Learning Centres.
Dn one occasion even with a technician on hand (whose competence was not
in doubt), my peer in the Faculty of the Built Environment insisted on
helping to remedy some difficulties over the use of the reprography
eqUipment by a student.

Similarly in the Faculty of Education and

Teacher Training, I once observed a problem over a defective monitor
being raised by a member of academic staff, which warranted the personal
attention of the decentralised staff developer, although the technician
was on hand with an apparent solution.
A recognition of the trivialisation ariSing from the management of
physical resources which could envelop the role, was made by the second
decentralised staff developer for the Faculty of Engineering and Computer
Technology who told me that in the first week of occupying the post he
was inundated with requests of a routine technical nature such as the
replacement of bulbs for overhead projectors <Pugh, 1986).

He succeeded

in diverting most of these requests to the technician subsequently
through despatching a memorandum to staff.

In the Faculty of the Built

Environment, the decentralised staff developer shared an awareness of the
tri vialisation when he identified his role as being a "super-technician",
(Gardiner, 1986),

In the Faculty of Education and Teacher Training also,
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the decentralised staff developer in one casual conversation acknowledged
that "most of my energies go into low level matters."
In exercising responsibility for equipment and materials there was
considerable variation in the resources which the decentralised staff
developers managed.

Thus in the respective Faculties of Education and

Teacher Training and Business Studies and Law, there was an inheritance
of accommodation, equipment and materials from earlier resource centres.
In the former faculty, there was a wide range of audio-visual equipment
to be managed.

In the latter faculty there was predomintly a substantial

collection of printed materials.
In the other faculties the equipment and materials deposited in the
Learning Centres was newly acquired and varied in its composition in
accordance with the initiative of the decentralised staff developer and
his success in securing the approval of his dean and faculty for funds.
In the Faculty of Health and Social Sciences, I did little by way of
acquiring equipment and materials because I did not feel that the
physical resources were a priority.

Addi tionall y, the budget that the

Dean waE, prepared to allow, permitted for little other than the costs of
a free reprography service and some other consumable items to users.
Uncommi tted expenditure, I used mainly to obtain publications about
educational methods and developments for consultation by staff.

I relied

to a great extent on the technician to guide me in thinking both about
running costs of the Learning Centre and about the need and scope for
additional physical resources.

In paying lesser attention to the

acquisition and maintenance of equipment and materials than my peers, I
was aware that I was a deviant from the dominant model of staff
development.
Encouraging the Use of these Facilities
Promoting use of the Learning Centres and its facilities by staff and
students, was seen as a responsibility by the decentralised staff
developers generally.

Reliance on word of mouth and informal contacts

served to achieve this coupled with written communications such as
memorandums and posters.
In the Faculty of Business Studies and Law, a gUide was produced to the
services of the Centre under the direction of the second decentralised
staff developer.

He took much effort to consult colleagues informally
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about the facilities of the Learning Centre, after a year in which his
predecessor

had taken little action and had been dismissed as a result

<Nayar, 1986).
In the Faculty of the Built Environment, very occasional newsletters were
distributed to all staff which listed new and existing services (Appendix
25) .

In the Faculty of Health and Social Sciences, I arranged for the
distribution of memoranda to colleagues and an inclusion of news about
the Learning Centre in the Newsletter that I edited (Appendix 26).
In the Faculty of Art and Design, informal methods were used largely by
the decentralised staff developer, for the facilities of the Learning
Centre, <principally micro-computers and computer graphics) were in
regular. it not intensive use by him and two of his COlleagues for their
teaching responsibilities.
In the Faculty of Engineering and Computer Technology, the first
decentralised staff developer initiated an open week during which the
usual restricted access to the Learning Centre was abandoned.

He also

organised a survey of student views to ascertain needs that the Learning
Centre might satisfy.

The second decentralised staff developer in that

faculty displayed posters.
In general, all the decentralised staff developers engaged in discussion
with colleagues informally about the operation and development of their
Centres.

Despite these various efforts to promote the use of facilities

in the Learning Centres, participation by academic staff remained well
below the expectations of the decentralised staff developers.

I observed

on the few visits I made to Learning Centres other than my own, that
there were very few users there when I called.

In the case of the

Faculty of Art and Design, one of the rooms constituting the Learning
Centre was stocked with micro-computers and was locked.

In the case of

the Faculty of Engineering and Computer Technology also, it was either
locked or empty of users.

The Faculty of Health and Social Sciences

Learning Centre was often busy because it served as a social centre for
librarian students who were close to the Centre for most of their
classes, rather than from high use by academic staff.
As a result of the low take up, the decentralised staff developers were
disappointed and frustrated.

Their frustration was similar to that of
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their peers in the Scottish Central Institutions observed by Ryan (1984).
Indeed the experience was the same.

A huge indifference to the role of

educational consultant from the majority of academic staff.
The decentralised staff developers responded to the low use of the
Learning Centres by academic staff in different ways.

The decentralised

staff developers in the Faculties of the Built Environment and Education
made great efforts, successfully, to encourage student use.

Thus both of

them took it upon themselves to show classes of students and individual
students the facilities available.

In both of these Centres (as in Health

and Social Sciences), the reprography equipment was a pivotal feature.
However, their activity meant that both spent much of their time in very
routine and mundane matters of technical assistance.
In the Faculty of Engineering and Computer Technology, the first
decentralised staff developer disappointed with the lack of use of the
Learning Centre. directed his energies to a separate commercial
development, an open learning centre.

He accounted for the experience

thus: "Patience was needed to do the job.
not reli:::;h the role of being a facilitator.

It was very frustrating.

I did

I chose another approach,

perhaps a cop out but it seemed to achieve more" (Kelly, H. 1986).
His successor also found that the resistance by staff and students to
using the Learning Centre was so great that he questioned whether there
really was a role for him to fulfil <Pugh, 1986).

Instead he devoted his

allocated but unused time to an experiential learning project devised in
conjunction with the Learning from Experience Trust.
In the Faculty of Art and Design, the decentralised staff developer did
Ii ttle to overtly promote use of facilities in the Learning Centre but
responded positively and informally to interest where it arose.

Because

most of the facilities were essential for his teaching and those of two
colleagues, there was some certainty over their use and less pressure to
seek use by colleagues generally.
Like my peers in the Faculty of Engineering and Computer Technology, I
found that after the initial period in the post, when initiatives that I
had taken to overtly encourage use of the Learning Centre had been
exhausted to little effect, I re-directed my efforts developing an open
learning study gUide to a text book in my subject under the Learning
Projects Support Scheme.
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Supervising the Technician Staff
Each Learning Centre had one technician whose supervision was the
responsibility of the relevant decentralised staff developer.

A variation

of this rule occurred in the Faculty of Business Studies and Law, where
the decentralised staff developer had responsibility for the supervision
of additional personnel.

Several library assistants <inherited from the

resource centre which had preceded the Learning Centre) arranged the
deposit and retrieval of printed materials, for which they were
accountable to the decentralised staff developer.
Very little supervision was actually involved as a survey of technicians
conducted by the EDU in Spring 1987 showed.

For the technicians claimed

that most of their work came from staff in their respective faculties and
that little actually came from the decentralised staff developer.

My own

experience with the technician for the Faculty of Health and Social
Sciences bore that out.

On taking up my post, I spent time with him

establishing a positive relationship.

Later, he became largely

autonomous, with only slight supervision from me, to maintain and improve
the internal arrangements of the Learning Centre.
For the most part, the work of the technicians did not need to involve
the decentralised staff developers, for it was of a fairly routine nature
and did not require much gUidance.

The monotonous nature of the work led

to the technicians feeling bored and depressed.

The survey that the EDU

conducted by questionnaire <Appendix 27), confirmed that morale amongst
the technicians was low.
They had been led to expect (particularly from the interview for their
appointment conducted by the EDU) that demands on them would be made
which would involve them in helping to produce learning materials.
Commensurate demands on their skills and imagination were expected,
creating much intrinsic interest from the work experienced.

In fact very

little happened to satisfy their expectations and the reality was that
much of their time was taken up with trolley-pushing of video cassette
recorders to classrooms and intervention with reprographic machines to
ensure maximum functioning despite heavy and ill-judged use.
The technician in the Health and Social Sciences Learning Centre received
very little work either through me or from my academic cOlleagues
directly which was at all skilful or intrinsically interesting.

Nor was
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his experience unique amongst technicians.

The decentralised staff

developers were unable to offer the technicians work of a creative hue
because academic colleagues consulted them little in their problemorientated role in respect of the Learning Projects Support Scheme, for
which technical assistance might be required.
Only one technician was satisfied with his job.

It occurred in the

Faculty of Art and Design where the decentralised staff developer
assigned him to producing video recordings with academic staff.

Mainly

promotional recordings were made and the decentralised staff developer
was little involved in the process.

The technician escaped most of the

routine and humdrum tasks characteristic of his peers in other Faculty
Learning Centres because that work was already undertaken by technicians
employed by departments of his Faculty.
Because the technicians were given little supervision by the decentralised
staff devdopers, they experienced some confusion in deciding to whom
tbey were directly accountable.
develooer.

For some it was the decentralised staff

For others it was the EDU.

In one faculty, the confusion was

so acute, that it led to a temporary period of stress and strain in the
relationship between the decentralised staff developer and the technician.
This occurred in the Faculty of Business Studies and Law, where the
second decentrali'3ed staff developer soon after his appointment, asserted
his responE.ibility for the technician (Nayar, 1986).

His predecessor had

largely failed to do so during his occupation of the post, so that the
technician had been effectively accountable to the EDU.
The confusion experienced by the technicians was symptomatic of a more
fundamental confusion of responsibilities within the 'partnership' model
from its extension to faculties.

A revision was made later of these

responsibilities and is reported in chapter 13.
Promoting the Learning Projects Support Scheme
The Learning Projects Support Scheme was to a large extent the
responSibility of the EDU.

It had been initiated shortly before the

appointment of the decentralised staff developers and continued to be
administered, promoted and be decided upon, by the EDU.

Academic staff

approached the EDU direct about the Scheme.
The decentralised staff developers were expected to promote the Scheme
(Appendix 23) thereby invoking the problem-orientated model of practice.
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However the decentralised staff developers had no great aspirations of
fulfilling the problem-orientated model of practice and so promotion of
the Learning Projects Support Scheme was not a matter of great priority
to them.

Accordingly. there was little sustained effort made that was

conspicuous in reporting, publicising or encouraging the adoption or
emulation of successful projects.
Whilst all the decentralised staff developers supported some projects, the
activity engendered was very slight.

In consequence the problem-

orientated model was little practised.
The example of the second decentralised staff developer in the Faculty of
the Built Environment was perhaps typical.

He made some effort to

promote the Scheme shortly after his appOintment.

He achieved little

s;uccess however, because of the resistance from his academic colleagues
to his initiatives.
Even where projects were begun, they seemed to make few demands upon the
decentralised staff developers.

Thus in the Faculty of Health and Social

Sciences. I helped a colleague make his application to the EDU.

Al though

I offered further help to him on a non-directive basis, once his
application was approved, he sought no further help from me.

Academic

-=.taff who succeeded in obtaining material support for projects, seemed to
prefer to manage them without the co-oper'ation of a decentralised staff
developer.
Overall therefore, the promotion of the Learning Projects Support Scheme
was a minor activity for the decentralised staff developers.
Training
Training activities were not organised by the decentralised staff
developers as a whole.

Their commitment to the product-orientated model

of practice largely excluded training activities and the organisation of
such activities was a matter in which there was a personal lack of
confidence.

There was no aspirations or convictions held by the

decentralised staff developers at large about training activities.

They

were not felt to be compatible with their principal responsibility for
Learning Centres.

Challenges were not received by the decentralised

staff developers to change their perspective on training.
There were exceptions to this pattern, however.
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The first decentralised staff developer in the Faculty of Business Studies
and Law, encouraged by the EDU. arranged one seminar for colleagues that
was very poorly attended and the decentralised staff developer in the
Facul ty of Education also arranged a few training acti vi ties for
cOlleagues.
The major exception to the pattern of abstention from the organisation of
training activities occurred in the Faculty of Health and Social Sciences.
I was intent upon arranging training activities to fulfil the eclectic

model of practice.

I particularly felt that some reflection upon their

practice by my colleagues would be of great value in promoting
professional development.

I decided to to deploy my efforts initially in

the two departments of the Faculty in which I had exercised a teaching
responsibility and from which I expected to benefit from being an
in~,ider

,

In the Department of Sociology and Applied Social Studies, through
leadership of the teaching and learning working group, I sought to
d,:::hieve a redefinition of its purpose to an informal, self-helping forum,
from the formal, apparently unproductive gathering that it had become
during the previous year, whilst I was on leave of absence.

The meetings

grew smaller in attendance as the academic year wore on until I cancelled
one meeting that had been arranged as a result of the many apologies for
absence.

More pressing organisational commitments of members accounted

for t.be absenteeism.

I decided that the group had collapsed and it was

not opportune to persist supporting it.

Its collapse. I inferred was an

outcome of the failure to integrate the personal orientations of members
with organisational needs
I determined to pursue another strategy instead for the Department and
directed my efforts to organising a day workshop for academic staff.

I

consulted many colleagues and the EDU in order to work out a programme
that would be appropriate to the interests of staff and secure their
participation.

In doing so I resumed the trainer role which I had

performed as a staff tutor (Smith, 1985) and from which I hoped a
counsellor role would emerge.

A programme was circulated

course the workshop took place.

and in due

Approximately half the staff in the

Department attended and although I arranged no formal evaluation,
informal consultation with partiCipants including the Head of Department,
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who took a keen interest as ever, suggested that it was a success.
Subsequently I persuaded all who had made a presentation to the workship
to write it up.

After persistent but diplomatic badgering, I was able to

arrange for all papers to be printed and distributed to staff in the
Department (Appendix 28).
My attempts to involve the neighbouring Department of Government and
Economics in training activities took the form of consultation
individually with about half the staff in the Department over their
interests in teaching and learning.

I then invited them all to a meeting.

Only six attended, but the outcome was for some specific training
sessions.

After further consultation, I arranged a lunchtime workshop

with EDU colleagues on the theme of seminars, for which all staff were
circulated.

Only six attended again (a different six) and all expressed

their satisfaction with the event.
Later on in the year, after I had canvassed opinion extensively in the
Government Department again, I arranged another workshop at lunchtime on
self-study materials with the support of EDU COlleagues.

I publicised the

event throughout the Department and was disappointed by the small
attendance.

Another six colleagues attended only, although they all

seemed to appreciate the event.
I adopted a different strategy for training activities with the two other
departments of the Faculty with which I was totally unfamiliar and
therefore

an outsider.

In the case of the English Department I decided to introduce myself to
the person identified by the Head of Department as the staff tutor to
cuI tivate her interest and support.

It became clear to me that I was

regarded with suspicion by that Department for the staff tutor once
assured of my good intentions expressed her relief that" I was not going
to teach them how to teach".

I attempted to maintain a liaison with her

and succeeded in persuading her to co-operate with contributions to the
newsletter that I had started.

I made contact with one other member of

staff in that Department who was associated with the other main section
of the Department but did not persist in cultivating the relationship as
the prospects of a fruitful outcome seemed fairly remote.
Later in the year, when the staff tutor told me that there was to be a
workshop arranged by and for staff in the English Department on teaching
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methods, I expressed my interest and offered to help or participate.

She

responded by letter on behalf of her cOlleagues a little later, (Appendix
29) inviting me to convey to the workshop through her, any useful ideas
that I might have.

I was very disappointed by the letter for it

confirmed that I was still an outsider to the English Department despite
my careful initiatives.

I decided that no reply was the prudent response.

I approached the Department of Librarianship with training activities in
mind through a member of staff who had already shown interest in the
facilities of the Learning Centre.
contribute to the newsletter.

I talked with her and persuaded her to

Later, I succeeded in being invited to a

departmental staff meeting where I outlined my eclectic conception of my
role as a decentralised staff developer.

The atmosphere was positive but

shortly afterwards it became clear that the Department was destined to
transfer to another faculty.

I decided with regret, to take no further

initiatives in this Department.
Simultaneously with the transfer of the Department of Librarianship out
of the Faculty. the Department of Health Sciences was transferred into it
from the Faculty of Engineering and Computer Technology.

These changes

were the result of some restructuring prompted by the new Polytechnic
Director.

Through the introduction that I initiated with the Head of

Deportment of Health Sciences, I obtained an invitation to a departmental
staff meeting.

1 outlined my role and there was real interest in my

proposal for workshops.

Indeed the meeting was very positive, even

enthusiastic towards me.

The occasion was one in which although an

outsider, I was warmly received.

Subsequently two academic colleagues

came to see me from that Department, to introduce themselves as being
interested in teaching and learning methods.

One of them, I persuaded to

contribute to the newsletter that I had started.

Further training

initiatives that I had in mind for this Department were abandoned by the
termination of my appointment as decentralised staff developer, at the
end of one academic year.
Information Dissemination
Some information was disseminated by the decentralised staff developers
to their academic colleagues by means other than informal communication.
In general, information that was disseminated by the decentralised staff
developers was restricted to furtherance of the product-orientated model
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of practice.

In the Faculty of the Built Environment, a regular

communication was established, in the form of a newsletter <Appendix 25).
The newsletter provided information about the facilities of the Learning
Centre.

Other general communications to academic staff from the

decentralised staff developers such as a gUide to the Learning Centre in
the Faculty of Business Studies and Law (Appendix 30) and a memorandum
in the Faculty of Education (Appendix 31) were similar in their scope.
In the Faculty of Health and Social Sciences, information that was
disseminated was different to that of the other five faculties.

For I

initiated and edited a newsletter for as long as I was a decentralised
staff developer, in furtherance of the eclectic model of practice.
I was encouraged to proceed with the newsletter by the absence of any
regular medium of information about teaching and learning matters, within
the Polytechnic.

I felt that there was a need for a forum to make more

public, aspects of professional practice wi thin the Polytechnic and
thereby facilitate Changes.
The three editions of the newsletter that I produced with the assistance
of "the technician (Appendix 26), included some information about the
Learning Centre and its facilities but more importantly put the emphasis
on colleagues reporting some aspect of their teaching and learning
acti vities which they felt was worthwhile and would be of interest to
others.

This editorial policy was intended to promote exchanges between

academic staff over teaching and learning outside the more formalised and
bureaurcratic channels of boards of studies and similar meetings.

From

reflection on professional practice, I hoped to generate change by my
colleagues, which they judged necessary.
The newsletter also provided me with another means of assistance as an
outsider in relation to most of the academic staff in the Faculty.

For I

was able to offer a non-threatening reason to approach colleagues to
whom I was a virtual stranger, in order to seek their co-operation as
contributors to the newsletter.

In making relationships of this kind, I

began to build up a network of contacts.

Nevertheless, the newsletter

became a casualty of the termination of the past of decentralised staff
developer in the Faculty of Health and Social Sciences.
Entrepreneurship
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A very small proportion of the time of the decentralised staff developers
was spent on entrepreneurial activity.

In the Faculty of Art and Design,

the decentralised staff developer's purchase of high technology equipment
extended to a public relations role out of which a training course was
arranged for an outside firm which secured substantial earnings for the
Faculty (Harris, 1987).

Similarly, in the Faculty of Engineering and

Computer Technology, the efforts of the first decentralised staff
developer were directed towards the opening of an open learning centre
for commercial users.

The centre opened after the decentralised staff

developer relinquished the post to become its manager and thus more
wholly devoted to commercial activities.
of an entrepreneurial model.

These activities were indicative

An evaluation is made of the entrepreneurial

model in chapter 15.
Conclusion
Decentralised staff developers at Birmingham Polytechnic were expected to
fulfil primarily. the product-orientated model of practice and secondarily
the problem-orientated model of practice.

Those appointed to the posts

in general, fulfilled the former model through their formation of Learning
Centres, obtaining equipment and materials for them, promoting their use
by academic staff, supervising the technicians within them and

disseminating information.

The problem-orientated model in the form of

<,:;upport for the Learning Projects Support Scheme was much less practised.
In one faculty only, an eclectic model of practice was pursued.

126

CHAPTER EIGHT
THE DEANS AND DECENTRALISED STAFF DEVELOPMENT
Introduction
In chapter 3, the agreement of the deans at Birmingham Polytechnic to
the introduction of decentralised staff development was described.

In

this chapter, a description is given of the influence exercised by the
deans of the faculties upon decentralised staff development in the
initial three years.

The description includes the approach of the

deans to appointments to the post, their expectations of the post, and
their management of the post.

The relationship between the deans and

the EDU is described in chapter 10.

Later changes made in

decentralised staff development to which the deans were party. are
described in chapter 13.
Appointment
Al though all the deans of the six faculties in Birmingham Polytechnic
made appointments to the post of decentralised staff developer before
September 1985. their support for the • partnership model' was modest.
The deans were obliged to make appointments in accordance with 'The
Polytechnic of the Future' strategy.

An incentive to them doing so

was; the prospect of improving the staff student ratio of the faculty
in the eyes of the Directorate.

By appointing a decentralised staff

developer it was possible to help reduce overstaffing, at least on
paper.

A reduction of overstaffing was an important Polytechnic

objective within overall strategy at this time.

A memorandum from the

Directorate communicated this message to deans, albeit in subtle form
(Appendix 36).
Accordingly, deans decided to make appointment to the posts in their
faculties after consultation with their heads of departments.

Such

consultation was necessary for the member of staff appointed to the
post would cease to be wholly accountable to one head of department.
It was also required for most of the deans so that they could learn
from heads of departments of staff interested in the post.

After

informal consultation, appointments were made.
In the case of one faculty, Education, the Dean merely confirmed in
post as decentralised staff developer, the individual who had been
responsible for managing the faculty's existing resource centre for
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some years.

For him there was no question of there being any other

candidate.
After appointments had been made, the deans' modest support for the
'partnership' model was shown in the formal organisation of the
faculties over which they had considerable influence.
Thus when the deans held regular meetings with their heads of
departments and principal administrator for the faculty, the
decentralised staff developer was not invited.

In one faculty only,

the Built Environment, was the decentralised staff developer invited
to attend these meetings part of the time and that was the outcome of
his request.
In the same faculty. the Dean's support for the 'partnership' model
was manifested through membership of the faculty board by the
decentralised staff developer.

Deans in the other five faculties did

not make the same arrangement, although the decentralised staff
developer was usually included as a member of an appropriate sub<::C!ILlTIi ttee

of the board.

However, in none of these sub-committees did

the dean seek to have the leading position of chair occupied by the
decentralised staff developer.

In one faculty, Engineering and

Computer Technology, the sub-committee was dissolved after a time, as
]:'art of a general streamlining of committees determined by the Dean,
with a corresponding diminution of formal recognition for the second
decentralised staff developer.
AppOintments made to the post in several faculties were transitory,
perhaps another indication of the modest support of the deans for the
'partnership' model.

In the Faculty of the Built Environment, the

first decentralised staff developer was in post for only nine months.
In the Faculty of Engineering and Computer Technology, the first three
years saw a new appOintment each year.

In the Faculty of Business

Studies and Law, the first appOintment made lasted only for a year.
In the Faculty of Health and Social Sciences, the first appointment
made lasted for one year and then the post was terminated.

In two

faculties only, Education and Art and DeSign, the appOintments made
lasted three years.

Even so, in the Faculty of Art and Design,

initially two appointments were made which recognised the two main
sites of the FaCUlty.

With the early retirement of one of the
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appointments on the lesser site after one year, the post was allowed
to lapse.

Such a high turnover of the occupants of the post suggest a

fairly casual approach by deans to appointment and contrast with the
Etability which characterised the posts of heads of department within
faculties during the same period.
The modest support of the deans for the 'partnership' model was
further demonstrated by the appointment of two new deans in April
1956, from

conferment of faculty status upon the School of Music and

the creation of a Faculty of Computing and Information Studies.

The

Head of the School of Music designated his deputy as a decentralised
staff developer in 1955.

The post was largely nominal and even before

the Head became a dean, it was allowed to lapse.

The new Dean of the

Faculty of Computing and Information Studies expressed his support for
appointment of a decentralised staff developer to his faculty but
claimed that various practical considerations restrained him (Hayward,
1987).

Thus the deans of two new faculties of the Polytechnic did not

choose to make appointments of decentralised staff developers as their
peers had done.
Expectations
The expectation::; held by the six deans of the decentralised staff
developers were

:=;c~ptical

and of a limited nature.

In general. the

deans initially had little conviction about the value of a
decentralised staff developer appointment in their faculties although
they became a little more positive later.
Thus the Dean of the Faculty of the Built Environment admitted, "I was
a bit suspicious of the faculty learning project tutor role at first",
(Collier, 1987).

Equally, the Dean of the Faculty of Business Studies

and Law commented, " I make no assumption that the faculty learning
tutor is either worthwhile, or valid a post at this stage" (Ball,
1987).

The most explicit doubt about decentralised staff developers was
expressed by the Dean of the Faculty of Art and Design who said, "I'll
be quite frank.

I did not agree with the idea of a faculty learning

projects tutor.

I did not think it was the way.

I agree something

needs to be done... The last thing that I would want is some kind of
inspector general" (Price, 1987).
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In seneral, the deans were not wholeheartedly convinced of the value
of the 'partnership' model being applied in their faculties.

They

hoped that some improvement in teaching and learning might accrue from
the decentralised staff developers but were fairly neutral in their
expectation of it happening and how it might be secured.
As far as the activities of the decentralised staff developers were
concerned the deans had no very strong or clear views about what they
should do to make an effective contribution to improving teaching and
learning.

The most conspicuous expression of that lack of clarity was

articulated by the Dean of the Faculty of Engineering and Computer
Technology who responded to a question about the role by commenting,
"Terrible, I don't have a clue.
wri te

your own job specification.

facul ty learning thing.
The

The role has to be negotiated.

activitie~3

You

I feel embarrassed about that

I must do something about i ttl (Arthur, 1987).

of the decentralised staff developers were not the most

urgent item on the busy and never diminishing agenda of the deans.
For the most part, they did not receive pressure from any other
quarter either to make the decentralised staff developers activities
more of a priority or to change those activities.
Without firm or clear expectations of the role of the decentralised
staff developers, the deans were guided by the model job specification
drafted by the EDU (Appendix 23), and conceived of the
responsibilitie~3

as being mainly the acquisition and maintenance of

equipment and materials.

As such, the deans espoused the product-

orientated model of staff development.

They expected the activities

promoted by the decentralised staff developers to be congruent with
that model and supported them in the endeavour.
Indeed, in the Faculty of Business Studies and Law, the Dean dismissed
the first decentralised staff developer from the post specifically on
the grounds of his failure to maintain the usefulness of the Learning
Centre and as a response to complaints from some staff about this
failure.

Of his successor he made his expectations concerning the

product oriented model absolutely clear, "I have encouraged the
faculty learning projects tutor to make sure the physical resource is
tidy and presentable" (Ball, 1987).
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All the deans were aware of the scope for changes in teaching and
learning methods but were also alert to the resistance of staff to
making changes.

They were fearful of interventions which would upset

staff and harden resistance.

So the build up of equipment and

materials in Learning Centres was considered a suitable strategy for
decentralised staff developers because of its non-threatening nature.
All the deans were willing to encourage efforts by the decentralised
staff developers directed towards the accumulation of materials and
equipment in Learning Centres.

For they had some hopes that by the

accretion of materials and equipment in a Learning Centre, changes in
teaching and learning methods might follow, if not in a direct way.
Thus the activities of the decentralised staff developers with respect
to the promotion of Learning Centres were perceived as achieving
potential benefits.

This optimistic albeit latent hope was expressed

by one dean when he commented" The faculty learning projects tutor is
an important source of change.
1987).

We must develop new methods" (Collier,

The hopes pinned on the Learning Centres were articulated

further by the Dean of Business Studies and Law who expected a
dialogue to be generated between the decentralised staff developers
and course directors leading to the accumulation of appropriate
facilities for teaching and learning.
Management
The deans were effectively responSible for the decentralised staff
developers.

Through fairly regular meetings, they managed the

activities of the decentralised staff developers.

At these meetings

the deans heard proposals from the decentralised staff developers and
gave and withheld approval for expenditure on materials and equipment.
Approval for proposals made by the decentralised staff developers was
not always forthcoming.

For the budget for a Learning Centre and its

activities diminished the budgets for departments.

Thus the stronger

the financial support given to the activities of the decentralised
staff developers by the deans, the more friction that could be
generated by the deans with their heads of departments, whose concern
was to protect and maximise their financial allocation.
In the case of the Faculty of Engineering and Computer Technology, the
Dean wa:3 most reluctant to allocate any funds to the decentralised
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staff developer in the first year.

Consequently he was subject to

much attention from the latter in an effort to persuade him otherwise.
In the Faculty of Health and Social Sciences, I sought to obtain the
approval of the Dean for expenditure from some additional finance that
was to be allocated to the Faculty.

My intention was to improve the

furnishings and other facilities within the Learning Centre.

The Dean

gave a negative response to the request, citing as his reason, the
agreement that he had made with his heads of departments over the
allocation of additional funds.
In other faculties, the Built Environment and Art and Design, the
Deans were more willing to commdt substantial expenditure to proposals
for Learning Centre::; made by their decentralised staff developers.
C10:=:;e consultation made with heads of departments by the Deans was
instrumental in permitting this development.
To a large extent the deans relied on the leadership of the
decentralised staff developers and their initiatives for an
interpretation of the post.

On the whole there was a convergence in

the perspective::; of both which affirmed acti vi ties centred around the
Learning Centres and their establishment, maintenance and development.
The deans gave primacy of support to the product-orientated model of
staff development and varied responses to the exhibition of other
models of staff development.
Thus in the Faculty of Education, the decentralised staff developer
encountered opposition from his Dean to proposals for activities which
extended beyond the Learning Centre (Appendix 32).

Specifically the

Dean was unwilling to support his training proposals to educate staff
about open learning <Appendix 33).

The decentralised staff developer

in this Faculty was firmly of the view that the Dean generally
discouraged or did not support any initiatives which exceeded the
basic maintenance of materials and equipment in the Learning Centre
(Kelly, T. 1986).

Thus a more eclectic model of staff development was

not supported by the Dean in this Faculty.
Nevertheless the deans response to models of staff development which
were alternatives to the product-orientated model was not uniformly
hostile.
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In the Faculty of the Built Environment. the Dean wanted the
decentralised staff developer to secure co-operation with another
organisational unit of the faculty over research and consultancy in
order to generate income and prestige: "we could run classy courses
using video etc", he said, (Collier, 1987).

To encourage such co-

operation he had some physical alterations made to the Learning Centre
to make co-operative enterprise likely.
In the Faculty of Engineering and Computer Technology, the first
decentralised staff developer put much effort into organising a selffinancing open learning centre, of which he became the director.

The

Dean was supportive of these activities because they added to the
resources and prestige of the Faculty.

Ultimately, he agreed to the

decentralised staff developer relinquishing his post to become its
director.
In the Faculty of Art and Design, the Dean was also enthusiastic about
the entrepreneurial act i vi tie:3 promoted by the decentralised staf f
developer.

Specifically. the decentralised staff developer had been

re~,pon~,ible

for the purcha::=,e of some equipment from a cO!Il1Dercial

organisation and the organisation had reciprocated by sending some of
its employees to the Faculty for training.

Thus the Dean was

appreciative of the decentralised staff developer's successful links
with industry for they "brought business and kudos in" (Price, 1987).
Thus. an entrepreneurial model of staff development was warmly
supported by three of the six deans.
In the Faculty of Health and Social Sciences, the Dean showed apparent
hostility to an early initiative that I took which exemplified the
eclectic model that I supported.

I drafted a paper <Appendix 34)

proposing changes in the way that promotion was made so that an
effective assessment of teaching performance was included in the
process.

My aim was to create an incentive for professional

improvement.

The Dean opposed the paper initially.

Because there

were no promotions available at the time, he did not think that the
proposal was propitious for it might raise expectations that could not
be fulfilled.

Instead he made alternative suggestions.

I felt that

my integrity as an eclectic exponent of the 'partnership' model was in
question and so wrote a memorandum to him to assert my independence
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(Appendix 35).

Subsequently after further discussions and some delay,

tbe paper that I had drafted was accepted by the Dean.

However, it

was later ignored and no action taken on it.
Later, it became clear that the Dean was generally supportive of the
eclective model being practised.
Thus he agreed to expenditure for activities such as training and a
newsletter and I experienced no impediments from him to way that I
wanted to fulfil the role.

He maintained a perception of the post as

being more than just responsibility for material resources, "The role
is primarily an educational one ... there needs to be an educational
process about teaching. and learning" (McArdle, 1987).
Conclusion
The deanE. of the faculties made appointments of decentralised staff
developer:3 without strong commitment to the • partnership' model.
Their expectation of the post was slight and their management of the
post affirmed support largely but not exclusively for the productorientated model of staff development.
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CHAPTER NINE
THE FACULTIES AND DECENTRALISED STAFF DEVELOPMENT
Introduction
In chapter 5, the agreement of the faculties to decentralised staff
development at Birmingham Polytechnic was described.

In this chapter,

the relationship of the faculties to decentralised staff development
in the first two years is described.

It includes formal and informal

organisation, departmental material resources and departmental
loyalties.

Later changes made in decentralised staff development

which had implications for faculties, are described in chapter 13.
Formal Organisation
The relationship of the six faculties to the new post of decentralised
staff developer was conducted at a formal organisational level through
a sub-committee, of which the decentralised staff developer became a
member.

These sub-committees had been established prior to the

appointment of the decentralised staff developers and had varied terms
of reference.

Generally, their brief was wider than that of the

decentralised staff developer and included such matters as computer
services, library issues, reseach matters, staffing and staff
development.

As standing committees, usually meeting termly and

reporting formally to faculty boards, the sub-committees had the
responsibility of monitoring assorted services and activities <which
were grouped together to some extent for administrative convenience)
and thereby maintaining some control and accountability on behalf of
faculties.
The sub-committees gave approval to the work of the decentralised
staff developers and offered a limited forum for them to report issues
and problems which arose from the management of the Learning Centres.
Because they were generally concerned with the maintenance of services
and approval of expenditure upon them, they were supportive of the
product-orientated model of staff development rather than any other
models.
Admission to membership of the sub-comndttees for the decentralised
staff developers, demonstrated support for the 'partnership' model by
the formal organisation of faculties.
to be modest in most of the faculties.

However that support was shown

--

--------------------------------~
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Thus in the Faculty of Health and Social Sciences. I was included as a
member of the Research. Staff Development and Learning Resources
Committee.

For the first meeting that I was eligible to attend. I

received no invitation as a result of an administrative oversight.

At

the second meeting. I succeeded in securing approval for a review of
procedure for promotion. to take more account of teaching performance
<Appendix 34).

Had I not lobbied several members of the Committee

prior to the meeting. to organise support for my proposal. I very much
doubt that support would have been forthcoming for my initiative.
Restructuring of the Faculty of Health and Social Sciences led to a
revision of sub-committees of the faculty board and there was a delay
before they met again.

When the next meeting of the sub-committee of

which I was a member was convened. it had been re-titled. the
Research. Consultancy and Staff Development Committee.

The post of

decentralised staff developer had been abolished in the meantime, and
so I was not invited to its meetings.

The proposal that had been

approved for a review of promotion procedure, to take oore account of
teaching performance, was completely ignored as the minutes of the
meeting showed.

Nothing more was heard about the proposal.

In the Facul tie::; of Engineering and Computer Technology and in the
Faculty of the Built Environment respectively, the sub-committee of
the faculty board of which the decentralised staff developer was a
member, was dissolved to achieve administrative streamlining sought by
the respective deans.
In the Faculty of Business Studies and Law, the relevant sub-committee
was virtuallly moribund for a year. in common with other subcommittees, after which it was revived and restructured into several
groups.
In the Faculty of Art and Design, the decentralised staff developer
was a member of the Sub-Committee on Learning Services which was later
re-titled Working Group. He was not however a member of the Research
and Staff Development Sub-Committee.
In the Faculty of Education, the decentralised staff developer
remained a member of the sub-committee of which he had been a member
for some time, prior to becoming the decentralised staff developer.

-

-

--

---------------------------------------,
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In one faculty alone, the Built Environment, strong support for the
'partnership' model was shown by the inclusion of the decentralised
staff developer as a member of the faculty board.

Whilst the second

decentralised staff developer involved was fairly non-committal about
the benefit of such membership for the discharge of his
responsibilities, (Gardiner, 1986), it did provide a channel of
influence for him, as well upholding the value and importance of the
post within the formal organisation of the faculty.
On one notable occasion, he used his membership of the faculty board
with some success when he obtained partial approval to his proposals
for the facilities of the Learning Centre (Appendix 37).
None of the other decentralised staff developers enjoyed the same
position in the formal organisation of their faculty as their peer in
the Faculty of the Built Environment.
The inclusion of decentralised staff developers in the formal
organisation of their faculties through membership of sub-committees
of faculty boards and a faculty board itself in one case, did not
extend to other parts of the formal organisation.

Thus schools of

studies (where they existed) and boards of studies did not seek out or
invite, other than in a very few cases indeed, the decentralised staff
developer to their meetings, either to obtain information from him or
for any other purpose.

Those few meetings of boards of studies or

schools of studies which were attended by the decentralised staff
developer, were generally those of which he was already a member
through his part-time teaching duties.

His attendance at them was in

his capacity as a teaching colleague rather than as a decentralised
staff developer.

Additionally, these formal meetings to which the

decentralised staff developer was invited tended to be in one
department only, rather than the several which constituted a faculty.
The formal relationship of the faculties to the decentralised staff
developers was neutral and distant.

The faculties treated the

decentralised staff developers largely as outsiders.

The experience

of the decentralised staff developer for the Faculty of Business
Studies and Law which was recorded in his terminal report to the
faculty after a year in the post, captured the essence of this
relationship: "I have been left very much on my own as Learning
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Projects Tutor in the last year.
statement" <Appendix 41 p.l).
•

Therefore this report is a personal

To a large extent this experience was

also true for decentralised staff developers in the
faculties.

other five

They too were largely left to their own devices, for

faculties formally, expected little from them.
In one final aspect of formal organisation, the decentralised staff
developers were excluded.

The annual staff development interviews

which were conducted by heads of departments <Appendix 16 p.6) were
undertaken without any consultation or referral to the decentralised
staff developers over the improvement of teaching and learning methods
or any other matters of professional development.

The interviews were

conducted exclusively within the 'management' model.
Informal Organisation
One important link between the formal and informal organisation
existed in all faculties through the management team meetings which
were regularly convened by deans and attended by heads of departments
and principal administrators.

They excluded the decentralised staff

developer other than in one faculty.
In the Faculty of the Built Environment, the decentralised staff
developer was able to report or make proposals at these meetings to
heads of departments who were able to satisfy themselves about their
value, prior to making any formal commitments.

Through being a member

of these regular but informal meetings, the decentralised staff
developer become known to the Dean and heads of departments and a
degree of mutual trust was developed.

That relationship assisted his

participation in the formal organisation at meetings of the faculty
board.

For it facilitated his success in obtaining the qualified

approval of his faculty board for his proposals for the facilities of
the Learning Centre <Appendix 37).
The informal organisation of faculties like the formal organisation,
offered modest support for the 'partnership' model.

It tended to

confirm the position of the decentralised staff developer as an
outsider.
Boundaries to the informal organisation were set by departments which
comprised faculties.

The decentralised staff developers tended to

have close and strong relationships only with academic colleagues with
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whom they were familiar from shared teaching tasks.

For the most part

this resulted in the decentralised staff developers being accepted and
valued within one department only of their faculty.
There was a little variation from this rule.

In the Faculty of Health

and Social Sciences, because I had previous teaching experience in two
departments, the informal organisation to which I belonged was
slightly more extensive than usual.

Similarly in the Faculty of

Education, the decentralised staff developer was familiar with the two
small departments which comprised the Faculty, in which there was much
inter-departmental co-operation.
Nor were the boundaries of the informal organisation mediated by the
staff tutors appointed by departments in an earlier form of the
'partnership' model described in chapter 5.

Staff tutors were not

identifiable or conspicuous and appointments had apparently lapsed.
Departmental boundaries which restrained intercourse between the
decentralised staff developer and academic colleagues in the same
faculty, were accentuated by the arrangements of the accommodation in
most faculties.

For departments were dispersed in their location and

at varying physical distances from the Learning Centre of their
faculty.

Because of the physical distance, the decentralised staff

developer was less likely to encounter those academic cOlleagues for
whom the physical distance to the Learning Centre and decentralised
staff developer constituteded a barrier.
The barrier of physical distance appeared to be less in the Faculties
of Education and Engineering and Computer Technology, where
accommodation was more concentrated and at an equal distance from the
Learning Centre.
Departmental Material Resources
Departments within faculties enjoyed their own supplies of equipment
and materials, additional to the ·facilities offered by Learning
Centres.

In respect of these supplies, the departments were sovreign

and the decentralised staff developer exercised no responsibility for,
or control over them.
These resources which varied from personal computers/word processors
to audio-visual equipment and printed and published materials, had
been accumulated by departments at the initiative of staff and heads
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of departments, over a long period of time prior to the formation of
Learning Centres.

The organisation, location and accessibility of

these resources varied between departments.

In some departments there

were repositories of resources dispersed in various rooms and
cupboards, in other departments there were more distinctive and
identifiable concentrations of resources in accommodation deSignated
as resource centres, although their nomenclature varied amongst staff.
Although at least two of these resource centres approximated to small
specialist libraries (Shoolbred and Alabaster 1985), overall, the
resource centres had a range of facilities and materials as wide as
those that prevailed more generally within departments in institutions
of higher education (Lopez, 1984).
To some extent these resources were administered by technicians
accountable to academic staff.

Not all the resources were controlled

by technicians, however for academic staff themselves were responsible
for the more dispersed items.

The substantial scale of these

resources is indicated by the large number of technician personnel
responsible for their management which totalled 120 according to the
Polytechnic Secretary, (Gale, 1987).

The actual distribution of

technicians was rooted in the historical antecedents of the
Polytechnic and had been largely unmodified since then, <Gale, 1987).
Vith or without technician supervision, the supply of material
resources was easily obtainable by academic staff and was an important
means for the fulfilment of the 'shopfloor' model of staff development
and to a much lesser extent the 'management' model.

For the equipment

and materials were largely available on a self-service basis and
individual staff decided whether or not to use the resources and
technical assistance if available, to assist them in their work.

The

supply of an extensive range of material resources, at first hand
within departments and tailored to the particular reqUirements of the
professional and academic orientations of those departments, lessened
the need for academic staff to use the Faculty Learning Centres or
consult the decentralised staff developers.

The supply gave

departments much independence and autonomy from the decentralised
staff developer.
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The Faculty Learning Centres did possess some facilities which were
rare to the faculties.

These included, the reprographic equipment in

the Faculty of the Built Environment which was suited to large plans
and drawings, the computers and computer graphics in the Faculty of
Art and Design, the audio-visual service of the Faculties of
Engineering and Computer Technology, Education and Health and Social
Sciences, and the specialised printed materials of the Faculty of
Business Studies and Law.

However, such scarce facilities were but a

small portion of the total supply of material resources diffused
amongst departments from which academic staff could make a choice of
alternative technologies.
In sum, the distribution of material resources within departments
created a socio-technology in conjunction with the other
organisational aspects of faculties that defined the productorientated decentralised staff developers as outsiders.

In this

regard, the decentralised staff developers had the same experience as
their centralised peers investigated by Ryan (1984).
Departmental Loyalties
The loyalty and identification of academic staff, technicians and
headE. of departments with their own departments which were equivalent
to the basic units identified by Becher and Kogan (1980), diminished
support for the 'partnership' model based on faculties.

Three

examples well illustrate this proposition.
In the Faculty of Art and Design, the aspiration of the decentralised
staff developer to acquire and make available to the whole Faculty,
photographic facilities, was obstructed by the opposition of one
department which already had photographic facilities.
In the Faculty of Health and Social Sciences, I diplomatically
approached by letter (AppendiX 38), an acquaintance in the Department
of Health Sciences, to obtain the temporary help of a technician to
substitute for the absence of the regular technician, on hOliday.

He

secured a written response from the technicians of his Department
(Appendix 39) which was negative and made it clear that faculty
responsibilities were not those of the departmental technicians.
The Head of the Department of Health Sciences was equally unhelpful
when approached about the same matter by the Dean.

She was unwilling
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to release any of the twelve technicians in the Department of Health
Sciences to provide temporary supervision of the Faculty Learning
Centre.

In the end it was the EDU, because of its comndtment to the

'partnership' model, that provided a technician temporarily which
maintained limited access to the Learning Centre.
In the Faculty of the Built Environment, the decentralised staff
developer sought to obtain the occasional help of departmental
technicians to release the sole technician in the Learning Centre
during her pregnancy and also more permanently during her maternity
leave.

He was unable to obtain from the heads of departments the full

cover that he wanted. The heads of departments concerned primarily
wanted to safeguard their own material resouces, rather than to
promote the use of those facilities which were available for the
Faculty as a whole.
The strong loyalty and identification of heads of departments with
their departments rather than the faculty, manifested itself in the
termination of the decentral1sed staff development post in one faculty
after only one year.
Restructuring of the Faculty of Health and Social Sciences by the
Directorate led to the transfer out, of one department and the
transfer in, of another.

The uncertainties created amongst the four

constituent departments by this restructuring accentuated the lack of
rapport and cohesion already extant and made it impossible for the
Dean to sustain one of the few expressions of faculty cohesion and cooperation.

Thus when the Dean was notified of the end of the extra

financial support from the Directorate to maintain the post, there was
no interest or willingness amongst the heads of departments to
continue the post by surrendering some of the resources allocated to
them.
The lack of cohesion amongst departments that constituted the Faculty
of Health and Social Sciences was demonstrated more overtly when the
Dean made known, his intention to accept early retirement, soon after
the termination of the post of decentralised staff developer.

The

response of the heads of departments was to jointly issue a memorandum
(Appendix 40) to all academic staff in the Faculty for discussion.
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The memorandum identified various options for re-organisation of the
Faculty in the future.
The uneasiness and uncertainty over the future of the Faculty of
Health and Social Sciences was acute and occurred over a prolonged
period according to the principal administrator for the Faculty
(Abbott, 1987).

That uncertainty diminished the support and loyalty

of the constituent departments for the 'partnership' model based on
the Faculty, which led ultimately to its abandonment.
Conclusion
The decentralised staff developers were admitted to limited memberShip
of the formal organisation of faculties.

Similarly, acceptance of the

decentralised staff developers by the informal organisation was also
partial.

In conjunction with both of these aspects, the supply of

material resources within departments created a socia-technology that
defined the decentralised staff developers as outsiders.

To that were

added the strength of departmental loyalties which were inimical to
the 'partnership' model based on faculties.
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CHAPTER TEN
THE EDUCATIONAL DEVELOPMENT UNIT AND DECENTRALISED STAFF DEVELOPMENT
Introduction
In chapter 5, the participation of the EDU in events leading to the
adoption of decentralised staff development at Birmingham Polytechnic
was described.

In this chapter, an account is given of the

relationship both formally and informally, between the EDU and the
decentralised staff developers, in the first two years.

The

relationship of the EDU to the deans and the activities which the EDU
promoted are also

described.

Later changes made to the EDU are

described in chapter 13.
Formal Relationship
After each of the six faculties had appointed their decentralised
staff developers, the EDU became formally responsible for their
activities.

Thus information available from the EDU to all academic

staff stated that each faculty had a Learning Centre with "a Faculty
Learning Projects Tutor seconded from the Faculty to the EDU on a half
full-time basis" <Appendix 42).

Formally therefore, the decentralised

staff developers were subordinate or accountable to the EDU for their
educational development work.
The accountability that the decentralised staff developers owed to the
EDU, enabled it in turn to report and be accountable to the
Directorate for staff development within the Polytechnic.

This

occurred through regular meetings which the EDU director, the head of
the Library and the head of Computer Services had with the Assistant
Director for Staff Development.
One particular example of the discharge of this responSibility by the
EDU was its briefing of the Director for a response to the CNAA on
strategiC developments in teaching and learning methods since the
previous institutional review (Appendix 43).
The means by which the EDU exercised accountability for the
decentralised staff developers was through regular meetings, as
confirmed by Eastcott and Farmer (1987),

These meetings to begin

with, were titled the Teaching and Learning Group of the l)evelopment
Committee and were chaired by the Assistant Director for Staff
Development.

Before very long, they were chaired by the EDU director
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instead of the Assistant Director, who became an irregular attender,
and they were retitled the Teaching and Learning Group of the EDU.
The agenda of the meetings was drafted by the EDU director without
consultation with the decentralised staff developers and the minutes
were kept by his staff developer cOlleague in the EDU.

The purposes

of the meetings were threefold: to keep the EDU informed of staff
development activities promoted throughout the Polytechnic; to decide
some matters of common interest amongst all those who attended; to
encourage and support the decentralised staff developers in their
activities.
Membership of the meetings was wide and fluctuating.

Although the six

decentralised staff developers and the two centralised staff
developers

were the core, others in attendance on a more irregular

basis included the chief technician of the EDU, the sole member of
staff of the Open Learning Unit, representatives from the Library, and
assorted and occasional others such as a head of department or a
member of academic staff either of whom was currently promoting some
teaching innovation.

Those apparently recognised as practitioners of

the 'partnership' model were defined fairly widely.
The meetings addressed issues arising from the practice of the
product-orientated, problem-orientated and eclectic models of the main
members.

Recurring items on the agenda were the Learning Projects

Support Scheme, developments in the Learning Centres, the management
of technicians in the Learning Centres, developments in open learning
(for the Open Learning Unit, a sub-section of the EDU which was opened
in 1985), relevant matters within the Library, and diverse activities
undertaken by the EDU.
Although the meetings were convened according to a conventional format
suited for the purpose of deciSion-making and information sharing, the
two centralised staff developers really expected the meetings to be a
source of inspiration and shared encouragement.

Thus the EDU

director expected them to "buzz with ideas" (Farmer, 1987).

In

reality, the centralised staff developers were disappointed by the
meetings and privately would refer to "those awful meetings" and to
them being "unproductive."
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Expectations of the other participants were less explicit as far as
they were ever voiced.

Thus the decentralised staff developers

expressed little dissatisfaction about the meetings either publicly or
privately.

The first decentralised staff developer in the Faculty of

Business Studies and Law found them "enjoyable and stimulating" (Wild,
1986).

However, I shared some of the disappointment of the

centralised staff developers.

For I wanted the meetings to help me

much more positively in my work as a decentralised staff developer.

I

expected more support and stimulation from the meetings than they gave
me, so that I would improve professionally in the post that I held and
in terms of the eclectic model of practice.
The meetings, at least, briefed participants about aspects of staff
development throughout the Polytechnic as a whole.

They also gave

some support to the decentralised staff developers through a feeling
of belonging, some encouragement for their activities and a little
tension release.
The meetings occaSionally became lively but only when discussion
occurred over items which explicitly supported the product-orientated
model which largely prevailed amongst the decentralised staff
developers.

This invariably happened when the issue of new

educational equipment was raised.

A competitive atmosphere developed

in which alternative claims were made by the decentralised staff
developers to uphold their expertise in some aspect of educational
equipment accompanied by

statements of the need for more equipment

for their respective faculties.

The centralised staff developers did

not seek to promote discussion along these lines or even want it, but
given any scope and licence, the meetings took that turn and were
obliged to accept it.

Therefore the meetings on occasions, seemed to

offer a platform on which to parade achievments and declare personal
competence rather than to identify problems for sharing and common
learning.

There was no sustained discussion, for example, of the low

use made of the Faculty Learning Centres, which all the decentralised
staff developers acknowledged privately.

There was little open

discussion of what the staff developers were seeking to achieve Or the
problems that they were encountering other than a lack of finance with
which equipment could be purchased.
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The meetings made few decisions that appeared to be of importance and
even when decisions were made, they seemed to carry little obligation.
At one time it was agreed that there should be a guide printed for
each Learning Centre.

The guides would be prepared by the

decentralised staff developer and then distributed to all other
Learning Centres and the Library.

Because facilities varied in the

Learning Centres, it was intended to promote access to less common
facilities, irrespective of the parent faculty and the faculty of
prospective users.

Nothing more was heard about this decision, and

only by chance did I see a guide to a Learning Centre other than my
own faculty <Appendix 30).
could tell.

No other guides were printed as far as I

The EDU did not attempt to ensure that all decentralised

staff developers abided by an agreement to which all had been party.
Similarly, the EDU director promised a display for each Learning
Centre to promote the Learning Projects Support Scheme but it never
materialised.

On another occasion, I obtained agreement at a meeting

for the EDU to modify and update a printed catalogue of video cassette
recordings which had been distributed to all Learning Centres.
Subsequently, it was a very long time before the revised catalogue
appeared.
In effect the meetings were occasions at which proponents of the
eclectic and product-orientated models sought to co-exist with one
another.

This co-existence was replicated formally within the

Polytechnic in those faculties which had appointed a staff development
sub-committee of the faculty board.

For a both a centralised staff

developer and a decentralised staff developer attended.

The process

of co-existence in these forums is unknown.

For the centralised staff developers it was difficult to find the
right formula for the meetings.

They hoped to reconcile meetings with

a formal purpose of accountability with more informal exchanges and
support.

The latter was not achieved in terms of their own

expectations.

The controlling purposes of the meetings worked

directly against the supportive intention.

Accordingly little

cohesion or spirit of a group of people working as a team was
developed.

When the meetings were suspended after two years because

of a review of the EDU undertaken by the Directorate, (Appendix 7), no
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protests or regrets about the loss, were publicly expressed by the
decentralised staff developers.
Although the centralised and decentralised staff developers jointly
promoted the 'partnership' model within the Polytechnic, the meetings
that were held for that purpose did little to facilitate effective
working as a team.
Informal Relationship
An interesting contrast with the meetings of the Teaching and Learning
Group was shown when the centralised staff developers arranged a
separate training exercise for the decentralised staff developers to
explore their common role.

The exercise was experiential and I found

it valuable at least in helping me to get to know my peers a little.
On this occasion, i f on few others, I felt that I had some commonal i ty
with my peers.

It was noticeable afterwards, that the atmosphere at

the next few meetings of the Teaching and Learning Group was much more
positive all round.

Although all who participated in the exercise

agreed to the proposal that there should be a follow up, the value of
the exercise was short-lived for a similar event was not arranged
subsequently.
In addition to the regular meetings, the centralised staff developers
offered non-directive support to the decentralised staff developers
through individual consultation.

All the decentralised staff

developers consulted the centralised staff developers over various
matters.
In my case they tended to be about the Learning Projects Support
Scheme, the newsletter, organising workshops, funding to attend
conferences and some other sundry matters.

My peers' consultation

tended to be over the purchase of educational eqUipment and materials,
the operation of the Learning Centres and the management of
technicians.

Management of the technicians was a problem as the EDU

director acknowledged (Farmer, 1987) because of their confusion over
whom they were accountable to.
These consultations with the centralised staff developers were
certainly valued by the decentralised staff developers.

This was

shown by the first decentralised staff developer in the Faculty of
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Business Studies and Law, who publicly recognised the help given him,
in his terminal report (Appendix 41).
Even so, not all the professional needs of the decentralised staff
developers were met sufficiently by the centralised staff developers.
Thus the second staff developer for the Faculty of the Built
Environment expected more help over teaching methods (Gardiner, 1987)
and the second staff developer for the Faculty of Engineering and
Computer Technology wanted some guidance over the responsibilities of
the post, as he had received none from his Dean.
The centralised staff developers invariably gave as much help as they
could individually, to their fellow practitioners of the 'partnership'
model.

One example of this occurred with the decentralised staff

developer for the Faculty of Education.
In the Faculty of Education the decentralised staff developer endured
frustration from his unfulfilled wish to be more of an eclectic
consultant to his academic colleagues rather than just a productorientated practitioner.

Knowing of this and wishing to help, one of

the centralised staff developers engineered his participation in a
meeting over course resubmission in the Faculty of Health and Social
Sciences.

He had a competence in course evaluation which he gave to

the meeting.

The consultative relationship did not extend beyond the

one meeting however.
The centralised staff developers took a non-directive approach with
the decentralised staff developers, helping them in the way that they
wanted to go, rather than imposing their own expectations.

There was

never any public criticism of the decentralised staff developers over
what they were doing.

Neither of the centralised staff developers

would be drawn into making judgements of the role of their
decentralised colleagues in private either.

However, the pursuit of a

non-directive approach in the circumstances presented the
decentralised staff developers with little challenge from within the
Polytechnic to the product-orientated model of practice to which most
subscribed.
The Deans
In relationship to the deans, the EDU director accepted that the
decentralised staff developers were effectively accountable to them,
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rather than to the EDU as the formal relationship suggested.

He did

not attempt to influence the management of the decentralised staff
developers lest he be thought to be interfering in matters outside his
remit.

He had good relations with all the deans and would discuss

various matters of staff development with them but generally, the
activities of the decentralised staff developers did not appear
prominently in these discussions (Farmer, 1987).
One rare instance which departed from the usual relationship between
the EDU director and deans occurred in the the Faculty of Business
Studies and Law.

In this Faculty, the first decentralised staff

developer was inactive in discharging his responsibilities and as a
result, the technician was unsupervised and the Learning Centre was
neglected.

Senior academic staff in the Faculty approached the EDU

director and he got drawn into discussions with the Dean and others
about the problem.

Consequently the EDU director became a reluctant

and indirect participant to processes which eventually led to the
replacement of the first decentralised staff developer by a successor.
The effective responsibility of deans for decentralised staff
developers was clearly demonstrated when the Dean of the Faculty of
Health and Social Sciences terminated the decentralised staff
development post after one year.

The EDU director did not like the

decision; of which he was informed personally by the Dean, but was
unable in his view to seriously challenge it.
there was nothing that he could do about it.

He considered that
He believed that if he

raised it with the Directorate, nothing effectively would happen to
change the decision.
Although the EDU director felt that he had to accept the
responsibility

of the deans, effectively, for decentralised staff

development, he persisted in supporting it institutionally.

Thus

after the Faculty of Health and Social Sciences had terminated my
appointment to the post of decentralised staff developer, the EDU
director continued to regard me as occupying the post, by inviting me
to the meetings of the Teaching and Learning Group.

Activities on my

part to fulfil the responsibilities of the post gradually dwindled and
then ceased.

Nevertheless, my participation was welcomed by the

centralised staff developers in the regular meetings and no pressure
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was exerted by them on me, to justify my attendance by promoting some
staff development activities.
The Activities of the Educational Development Unit
The centralised staff developers upheld and extended a variety of
activities which exemplified their adherence to the eclectic model.
In so doing, they gave mixed encouragement but achieved little success
in invoking the participation of the decentralised staff developers.
Paradoxically, they apparently perceived that increasingly, their
activities were carried out in co-operation with them (Eastcott and
Farmer, 1987).
The activities which the centralised staff developers promoted were
information, staff training, the Learning Projects Support Scheme,
study skills courses and the management of technical facilities which
were both centrally and decentrally based and individual consultation
with academic staff about professional development.

In addition, they

initiated new activities in research, inCipient entrepreneurial
activities and re-asserted their capacity to assist with evaluation.
One way that information was disseminated was through an information
bulletin that was distributed to the decentralised staff developers.
It was issued periodically, and it listed a cumulative collection of
photocopied articles available for reference in the EDU.

However,

information concerning conferences and courses for staff provided
outside the Polytechnic, was never regularly circulated to the
decentralised staff developers.

Instead, this information was

restricted to display and availability from the EDU.
The EDU did not attempt systematically to involve decentralised staff
developers in its training activities which comprised an annual
induction conference, an in-service city and guilds course and
occasional seminars and workshops.

A few co-operative arrangements

only were made with individual decentralised staff developers.
In terms of the Learning Projects Support Scheme, the decentralised
staff developers were encouraged to promote the scheme but the
centralised staff developers still maintained direct involvement with
many individual staff over projects in some faculties.

Additionally,

the centralised staff developers exercised responsibility for the
overall management and control of the scheme.
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Study skills courses were a significant demand made of the EDU by
nearly all faculties on the main site, and the centralised staff
developers responded positively to almost all requests although they
did not explicitly publicise this service.

Some verbal encouragement

only was given to the decentralised staff developers to provide a
service.
The centralised staff developers also retained control of the
technicians working in the Learning Centres.

Regular meetings with

them were held but the decentralised staff developers were not invited
to these meetings.
Various specialised services for staff, such as graphics and
photography were maintained by the EDU as well as a collection of
miscellaneous equipment such as a guillotines and reprography.

The

media service by which recordings by audio or video cassette were
made, were another important centralised service.

These services were

not the subject of much discussion with the decentralised staff
developers.
In addition to promoting those activities which they had undertaken
before the appointment of the decentralised staff developers, the EDU
also initiated some new activities.
Thus some research into experiential learning, sponsored by the FEU,
was embarked upon and culminated in a conference in September 1987 and
a publication (Gibbs, 1987a).
Some consultancy on a commercial basis for outside agencies was also
began and the organisation of the 1987 SRHE conference was a part of
the developing external or entrepreneurial activity of the EDU.
In a revival of an activity which had lapsed a little, the centralised
staff developers invited staff throughout the Polytechnic to consult
it for the purposes of improving course evaluation <Appendix 44).
There was no intimation of this initiative
decentralised staff developers about it.

or consultation with the
It showed the centralised

staff developers continuing commitment to the electic model.
The centralised staff developers were not unwilling to consider
sharing their activities but little interest was shown or initiatives
taken by the decentralised staff developers to extend their
responsibilities for staff development.
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At one of the meetings of the Teaching and Learning Group there was a
discussion about distributing the EDU Library of off-air video
cassette recordings amongst the Faculty Learning Centres rather than
it being maintained centrally.

Easier access and convenience for

academic staff was given as the argument for change.

The EDU director

showed that he was very open to decentralisation of this resource.
However the meeting decided against it because of fears of some
decentralised staff developers over the risks arising for them and
technicians, from the use of recordings, the legality of which was
most uncertain because of the complexity of copyright law.

The EDU

was prepared to continue to bear the risk which accompanied
centralisation of this resource and so it did.
In this matter as in others, the decentralised staff developers were
unwilling to extend their responsibilities beyond a narrowly defined
product-orientated model of practice.

Neither did the centralised

staff developers attempt to impose new responsi bi Ii ties upon them.
Indeed opinion amongst the decentralised staff developers and the
centralised staff developers accepted a division of activities which
enabled both to support the respective model of staff development
practice which they preferred.
The relationship of the centralised staff developers with the
decentralised staff developers was influenced by the Directorate.

For

the centralised staff developers were highly anxious about the future
of the 'partnership' model within the Polytechnic.
they

On many occasions

expressed doubts privately about the security of their

employment for they had little confidence in the Directorate's support
for the 'partnership' model.
Whilst it is difficult to be definitive about the exact influence of
the Directorate upon the centralised staff developers in their
relationship with the decentralised staff developers, it is inferred
that they were discouraged from promoting more eclectic decentralised
staff development because of uncertainty over the whole of the
'partnership' model within the Polytechnic.

The relationship of the

Directorate to decentralised staff development is the subject of
chapter 11.
Conclusion
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The formal relationship of the EDU with the decentralised staff
developers was conducted through regular meetings which gave modest
support to the latter but lacked much significance for any of their
participants.

Informally, the EDU assisted the decentralised staff

developers individually in a non-directive way which accepted their
product-orientated model.

The deans were recognised by the EDU as

effectively responsible for the decentralised staff developers.

In

its own activities, the EDU adhered to the eclectic model with little
co-operation from the decentralised staff developers.
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CHAPTER ELEVEN
THE DIRECTORATE AND DECENTRALISED STAFF DEVELOPMENT
Introduction
The support of the Directorate for the adoption of decentralised staff
development at Birmingham Polytechnic was described in chapter 5.
This chapter describes the relationship of the Directorate to
decentralised staff development in the initial two years after its
introduction.

The chapter includes, the composition of the

Directorate, its management of the Polytechnic, its approach to the
EDU, its support for decentralisation of management.

Later changes

made by the Directorate in responsibilities for staff development are
described in chapter 13.
Composition of the Directorate
From the time that all the decentralised staff developers were in
post, changes began to take place in the composition of the
Directorate which had an important influence upon the relationship of
the Directorate to decentralised staff development.

A new Director,

from outside the Polytechnic, took up appointment in September 1985,
the same month as all the decentralised staff developers were in post.
He was associated with the appointment of two new Assistant Directors
who joined him, also from outside the Polytechnic.
Within one year, the Deputy Director who had long been in post, took
early retirement without replacement, and the Assistant Director who
had exercised responsibility for Staff Development for some years was
partially relieved of it.

Although he retained accountability of the

EDU, responsibility for staff development was transferred to a new
colleague.

Within two years, he too, had taken early retirement and

was succeeded by a new appointment to whom all responsibility for
staff development was entrusted.
These changes in the Directorate meant that the principal initiators
of the strategy which had led to the introduction of decentralised
staff development, became subordinate to new cOlleagues who
constituted the Directorate.

Indeed over two years, the Directorate

changed completely, so that it Came to comprise a team who had not
been party to 'The Polytechnic of the Future' strategy, with its
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conception of decentralised staff developers as an instrument for
changes in teaching and learning throughout the Polytechnic.
The new Directorate had ideas which were different to those of its
predecessor about the management and organisation of the Polytechnic
which included staff development both centralised and decentralised.
These new ideas were in keeping with those circulating in the
environment external to the Polytechnic and disseminated by the
Jarratt Report (CVCP, 1985) for example, with its emphasis upon
effective and efficient corporate management processes.
Management of the Polytechnic
From the time that decentralised staff developers were appointed to
their posts, improvement in resources continued to be the central
concern of the Directorate, as it had earlier.

Policy was maintained

to delete teaching posts and transfer the money saved to ancillary
staff and equipment.

Additionally, the Directorate placed a new

emphasis on promoting the Polytechnic to the world outside to attract
an increased income thereby from that source.

Among the conspicuous

initiatives prompted by this emphasis on marketing were the
appointment of a publicity officer, a new logo for the institution, a
polytechnic newspaper, the naming of bUildings on the main site, and
the appointment of professors.

There was also intensive recruitment

of students (including more profitable students from overseas) and the
formation of an enterprise unit and the self-financing activities
which it engendered.
The Director's concentration upon the financial and resource issues
did not extend to, or encapsulate, direct interventions to promote
professional development as a distinctive matter.

Thus the Dean of

the Faculty of Computing and Information Studies observed that "I
can't remember a conversation that I've had with anybody in the
Directorate over teaching and learning methods" (Hayward, 1987).

The

other deans seemed to share his view.
The Directorate as a whole, did not consider that staff development
required particular attention or action.

Accordingly the Assistant

Director for Staff Development made no noticeable interventions.

Nor

did the Assistant Director to whom the EDU was still accountable, for
he was unable to secure the agreement of his colleagues for more
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positive support for either the EDU or decentralised staff development
(Burns, 1987).
nle indifference of the Directorate to encouraging staff development
activity was demonstrated most clearly when the Head of Department of
Sociology and Applied Social Studies wrote to the Assistant Director
still responsible for the EDU (Appendix 45) to obtain some recognition
for the publication of a collection of papers from the Department's
teaching and learning workshop for 1986 (Appendix 28), which had been
organised by the decentralised staff developer for the Faculty of
Health and Social Sciences.

Whilst the reply was most enthusiastic

and suggested circulation to Directorial colleagues (AppendiX 46), the
Head of Department's written approach to them (Appendix 47) received
no response.
Thi~;

Indeed the silence was deafening.

conspicuous lack of interest or encouragement by the Directorate

for staff development activity, was in marked contrast to public notes
of congratulation given to course leaders upon the successful
validation of courses by external bodies.

The new Directorate showed

no direct and explicit concern with action to improve teaching and
learning methods nor did it show interest and support for the
activities of the decentralised staff developers.
The Educational Development Unit
Although the Director's perception of his relationship with the EDU
and decentralised staff developers was accepting and benign, "They
have ticked away in the background like the boilers" (Knight, 1987),
the perception was not shared by the EDU.
His influence was felt by the EDU within days of his appointment.

He

requested two Assistant Directors to conduct a confidential review of
the reprographic facilities provided by the EDU and by the Central
Reprographic Services Unit and report to him with recommendations.
The report was accepted and some minor changes in the EDU were made.
The minor changes involved the EDU giving more detailed accountability
quantitatively for some of its activities to the Directorate.

It also

began some self-financing work for the first time, in response to the
new management policy of the Polytechnic.

Nevertheless, the Director

subsequently sustained a critical view of the EDU which was expressed
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on a number of occasions publicly when he questioned the value of its
contribution to the Polytechnic.
The view soon became prevalent that the Director wanted to see the EDU
abolished.

Indeed it was held by the Assistant Directors still

responsible for the EDU, that its abolition was only stopped by the
opposition of Directorate colleagues (Burns, 1986).
The centralised staff developers did not feel at all secure that their
future was assured.

Their perception of the Director was dominated by

their experience of his critical evaluation of the EDU and the belief
that prior to his appointment, he had closed the EDU at another
institution.
complicated

Their uncertainty about the future was further
by their understanding that the Director was favourably

disposed towards Faculty Learning Centres.
approval was manifested for the EDU.

However no significant

So the future of the

'partnership' model in the Polytechnic appeared most undecided.
Unlike the earlier period of planning for the future of the
Polytechnic, the centralised staff developers felt that they were of
slight importance to the Directorate.

They were never consulted on

staff development or involved in relevant aspects of management
policy.

Nor did the Directorate as a whole show any interest in, or

encouragement for the management of the decentralised staff
developers.
Some doubts over the future of the EDU began to dispel when the
Directorate found that it could increasingly rely on it for assistance
in its policy to promote the institution to the outside world.
Various technical facilities and personnel within the Unit proved very
accessible and useful for publicity and marketing initiatives launched
by the Directorate.

An extension of this development was the

agreement of the EDU to organise the annual conference of the SRHE for
1987 at the request of the Directorate.

As the EDU came to prove

itself useful to for the management of the Polytechnic generally,
rather than for its expertise in staff development, so its future was
increasingly secured.
At the final meeting of the Teaching and Learning Group, in June 1987,
the decentralised staff developer for the Faculty of Art and Design,
sought information about "the imminent abolition of the EDU",

The

---

----

--------------,

158
newly appointed Assistant Director for Staff Development assured the
meeting that although there might be changes in the way that it
worked, the future of the EDU was secure.
Decentralisation of Management
The most direct influence on decentralised staff development exercised
by the Directorate was through its policy of decentralisation of
management.

For it led to three faculties being without decentralised

staff developers.
The decentralisation of management which the Director espoused for the
Polytechnic was expressed in a paper, 'The Character of the City of
Birmingham Polytechnic (Appendix 48) which was circulated for
discussion within the Polytechnic and adopted by the Academic Board.
The Director maintained that the Polytechnic was characterised by a
profound diversity, manifested through the faculties.

The survival of

the institution depended upon recognition and protection of that
diversity.

Thus a relaxation of uniformity was required, which was

best achieved through delegation of authority and responsibility to
the faculties.

The Polytechnic centrally should have a responsibility

for maintaining an overall strategy and monitoring the faculties in
that regard.
The adoption of decentralisation of management by the Polytechnic
omitted identification of responsibility for staff development.
Effectively, it relieved faculties of the obligation previously
imposed upon them to appoint decentralised staff developers.

The

Director did not consider that delegation of staff development to
specialists in faculties was a necessity.

Management was capable of

exercising this responsibility adequately as part of its wide brief.
The Director's lack of commdtment to the 'partnership' model meant
that decentralised staff development by faculties became optional
rather than obligatory.
Accordingly, when a restructuring of the Polytechnic by the Director
created two new faculties, Kusic and Computing and Librarianship, in
April 1986, there was no encouragement or assistance given to either
faculty to appoint a decentralised staff developer.

Prior to being

designated as a faculty, the School of Kusic had identified a
decentralised staff developer in the person of the deputy head and had
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made some tentative arrangements to create a Learning Centre.

As

nominal as the effort was, it was allowed to lapse without challenge
by the Directorate and the School of Music resumed its traditional and
customary prestigious independence in the matter of staff development
as in many other matters.
At the inception of the Faculty of Computing and Information Studies,
the Dean on his appointment sought assistance from the Directorate to
create a Learning Centre but the issue of appointing decentralised
staff developer did not emerge in the discussions.
In the case of the Faculty of Health and Social Sciences, some
financial assistance which had been given by the Directorate for
temporary teachers to support the half-time release from teaching of
the

decentralised staff developer, was abandoned before the end of

the first year.

Despite the protest of the Dean, it was made clear by

the Director that the post of decentralised staff developer was a
matter for faculties to decide, using their own judgement about the
value of the post in the light of their resources.

The Dean felt

unable to support the continuation of the post without some financial
help from the Directorate and accordingly the post was abandoned by
this faculty.
Although the decentralisation policy led to three faculties deciding
not to make decentralised staff development appointments, five
faculties chose to maintain the post for the time being.
Conclusion
Changes in the composition of the Directorate prompted changes in the
management of the Polytechnic.

There was greater support for the

'management' model of staff development from the new Directorate.

As

a result, the role and value of the EDU was questioned, although
eventually accepted, with modification.

Decentralisation of

management was promoted and released faculties from the obligation to
support the 'partnership' model.

Three faculties chose not to.
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CHAPTER 12
ACADEMIC STAFF AND DECENTRALISED STAFF DEVELOPMENT
Introduction
The activities of the decentralised staff developers at Birmingham
Polytechnic were described in chapter 7.

In this chapter, a measure

of the impact of their activities upon academic staff is presented.
The chapter reports the results of the survey of academic staff, the
rationale for which, was explained in chapter 3.

The results are

analysed by four categories, departmental staff development, faculty
staff development, centralised staff development and self-assessment
of professional needs.

The analysis is made to determine the

experience of various staff development opportunities and facilities,
the needs for staff development and support for the alternative micro
and macro models of staff development which were first identified in
chapter 2.

A full evaluation of the micro models of staff development

practice and macro models of staff development responsibility is made
in chapters 15 and 16 respectively.

The symbols

*, .*

and # which

appear in this chapter are explained in footnotes at the end.
Departmental Staff Development
Support for the 'shopfloor' model of staff development was manifested
by staff through their use of departmental supplies of eqUipment and
materials and their participation in the informal networks around
courses.
Table 12.1
How often have you used the facilities of the resource centre or
repository of your Department?
Very often

Fairly often

<Once a week

(Several times

or more)

Never

Total

5.1

100

a month)

%

45.8

Infrequently

%

23.7

25.4
N = 59

Throughout virtually all departments there was access for staff to
supplies of equipment and materials.

This substantial reservoir of

technical assistance for staff was obtainable from assorted sources
such as storerooms, cupboards and in its most developed form,
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departmental resource centres.

Staff placed considerable reliance

upon these facilities, and accordingly tended to visit departmental
resource centres very often, as Table 12.1 shows.
Table 12.2 shows that whilst reprography and miscellaneous eqUipment
were the most well used facilities in departmental resource centres,
even the least well used facility, donation of learning materials,
commanded use by a sizeable proportion.
Table 12.2
Which facilities have you used in the resource centre or repository of
your Department?
Yes

No

Total

%

%

%

Reprography

85.1

14.9

100

JlU sce llaneous equipment

84.6

15.4

100

Otain learning materials

61. 5

38.5

100

Donate learning materials

38.0

62.0

100

Obtain information

60.4

39.6

100

N

= 52.

Not all respondents answered every item.

In their opinion of departmental resource centres staff were
distinctively satisfied on average, with none feeling very
dissatisfied as Table 12.3 shows.

Departmental resource centres and

similar departmental sources of equipment and materials were widely
valued by staff for their accessibility and sensitivity to
professional needs.

This sensitivity was secured through the ability

of staff to easily infl uence the acquisition of materials and
equipment and their availability, through heads of departments, or
technicians or COlleagues with designated responsibility.
Table 12.3
How satisfied are you with the facilities offered by the resource
centre or repository of your Department?
Very satisfied

Satisfied

Dissatisfied

Very dissatisfied

Total
%

7

71. 9

21. 1

N = 57

100
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Dissatisfaction was over poor management.

Thus there was perceived to

be insufficient materials and equipment, restricted access through
meagre staffing by technicians and weak organisation that resulted in
confusion for users.
Whilst staff tended to favour additional equipment and learning
materials to improve their departmental resource centres, they were
also opposed to additional advice or information about facilities as
shown in Table 12. 4.

Staff felt satisfied that they knew what was

available in their departmental resource centres without the need for
further information.
Table 12.4
What changes if any, would you like to see in the facilities offered
by the resource centre of your Department to make it more satisfactory
to you?
In favour

Against

Total
%

%

Additional equipment

69.0

31. 0

100

Additional advice/information

43.9

56.1

100

64.9

35. 1

100

about facilities
Additional learning
materials
N

= 58.

Not all respondents answered every item.

Participation in the informal or semi-formal networks that were
constructed around courses or subjects was also valued by staff for
the flexible forum that they offered for the exchange of ideas,
experience and even materials such as printed notes.

The network of

known colleagues with close and common interests was frequently cited
as a valuable resource which was relied upon for professional
developments.

Relevance could usually be assured.

Dissatisfaction

with the informal networks centred around their pre-occupation with
subjects and disciplines and marginalisation of teaching methodologies
and learning processes.

The lack of a sustained and stimulating

address of teaching and learning methods by the informal networks, was
regretted by some staff.
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The strang influence of the informal networks and much lesser
influence of the heads of departments in comparison, was demonstrated
when staff were asked to estimate the importance of four departmental
colleagues in assisting change in their work in the past, as shawn in
Table 12.5.
Table 12.5
How important were colleagues from within your Department in assisting
the change?
Of no

Slightly

Fairly

Highly

importance

important

important

important

%

%

%

%

Head of

Total
%

40.9

24.4

22.0

12.6

100

53.3

13.9

15.6

17.3

100

66.1

16.1

6.8

11. 0

100

27.8

8.7

27.0

36.5

100

Department
Course
Director
Director of
School of Studies
Course team
colleague
N = 127.

Not all respondents answered every item.

Staff estimated on average, that whilst a course team colleague had
been highly important, the head of department had been of no
importance.

For many staff when a change in their work had been made,

their course team colleagues had helped through the close and shared
working relationship that they enjoyed.

In contrast, interaction with

heads of departments and two other managerial figures was much less
regular and unreciprocal.

Thus the 'shopfloor' model was considered

more influential by staff than the 'management' model.
Table 12.6
Is there a member of teaching staff in your Department responsible for
promoting activities to improve teaching and learning and associated
matters?
Yes
20.8

Uncertain
35.4

No
43.8

N

= 144

Total
100
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Experience of the 'partnership' model within departments was limited
to the small proportion of staff who acknowledged that there was a
volunteer staff developer in their department, as shown in Table 12.6.
A larger proportion showed their uncertainty over the existence of
such an appointment in their department whilst on average, staff
indicated that there was not such an appointment.

The large

proportion who expressed uncertainty about there being a post in their
department was a result of the difficulty of clearly identifying such
a role.
Of those who had knowledge of volunteer staff developers, the activity
that was most associated with them, was advice to teaching staff, as
shown in Table 12.7.
Table 12.7
Can you identify the activities for which this member of teaching
staff is responsible?

Acquisition and management

Yes

No

Total

%

%

%

48.6

51. 4

100

42.4

57.6

100

Distri bution of information

54.4

45.5

100

Advice to teaching staff

60.6

39.4

100

Arranging seminars

37.5

62.5

100

of equipment
Management of learning
materials

N

= 35.

Not all respondents answered every item.

However there was experience of the range of activities identified in
Table 12.7.

It was not at all apparent, that anyone micro model of

staff development practice was dominant amongst the volunteer staff
developers.

There were mixed views about the value of the activities

of volunteer staff developers.

Some staff identified interesting

staff seminars or helpful advice that had been given.

Other staff

estimated that there had been little of direct benefit that they could
attribute to the volunteer staff developers.

Overall, staff

evaluation of the volunteer staff developers in departments, as far as
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they were identifiable, was neither markedly approving or
disapproving.
In contrast to the limited knowledge of volunteer staff developers and
the attitude of neutrality about their proven value, there was
overwhelming support for the principle of the 'partnership' model
within departments, as Table 12.8 shows.

Staff clearly tended to

approve in principle.
Table 12.8
What is your opinion in principle of a member of teaching staff in
your Department being given responsibility for promoting activities to
improve teaching and learning and associated matters?
Strongly approve
%

28.2

Approve

Disapprove

Strongly disapprove

Total
%

%

57.3

10.7

N

100

3.8

= 131

Support for the principle was given by staff in the expectation that
it would contribute to professional development, particularly in the
aspect of teaching and learning methods.

It was anticipated that the

designation of a volunteer staff developer within a department could
engender a dialogue amongst staff about teaching methods.

It was

hoped that new ideas would be introduced into the department and a
cosmopolitan influence brought to bear.

Personal and practical help

and support was hoped for by staff from the principle.
Although there was strong support for the principle, many staff
envisaged difficulties in the application of the principle.

Doubt was

expressed about the availability of time and the incentive to
participate in the activities promoted by the volunteer staff
developer.

There were doubts over the possession of sufficient

expertise by anyone member of staff to fulfil responsibilities
adequately across the different sections and disciplines of a
department.

There was also fear that the time allocated to an

individual to fulfil the responsibilities would result in a heavier
teaching burden for colleagues, with few assured benefits for them.
Disapproval of the principle of the 'partnership' model within
departments was mainly because it would threaten the responsibility
which staff exercised, to secure their own professional improvement.

166

That responsibility was discharged satisfactorily, through the
associations which were maintained with peers, both within the
Polytechnic and outside it.

A further objection to the principle was

through its perceived association with a didactic micro model of staff
development practice, by which staff experience would be disregarded.
Most staff had experienced initiatives taken by their head of
department, formally or informally, in respect of their professional
development.

It was not always possible for them to clearly separate

initiatives that heads of departments had taken from initiatives for
which they had been responsible.

On average, there was satisfaction

with the practice of the 'management' model.

Table 12.9 shows this

opinion specifically in relation to the annual staff development
interviews conducted by heads of departments.
Table 12.9
In your opinion how satisfactory was your last staff development
interview in aSSisting with your professional aspirations
Very

Satisfactory

Unsatisfactory

satisfactory
%
15.8

Very

Total

unsatisfactory
%

%

%

53.7

20.9

10.5

N

100

= 95

Satisfaction with the interventions made by heads of department arose
from their willingness to listen to the articulation of professional
concerns and aspirations, their recognition and appreciation of the
value of individual professional contributions that had been made, and
the assistance that they gave for the realisation of professional
aspirations.

Three forms of assistance that were commonly cited by

staff with appreciation were: help given for attendance at
conferences; approval of sabbatical leave; support for changes In
teaching and other responsibilities.
Dissatisfaction over the interventions made by heads of departments
was shared by a minority of staff, albeit a SUbstantial proportion.
Table 12.9 shows the proportion of dissatisfied staff in relation to
the annual staff development interview.
Dissatisfaction with the interventions made by heads of department
arose from their lack of demonstrable interest in the professional
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development of their staff either formally or informally.
this opinion

Staff with

felt that their head of department had shown little

interest in their career.

Dissatisfied staff complained of the

failure of the annual staff development interview to provide a
properly structured and sincere occasion to appraise their past and
prospective career development.

An opportunity had not been offered

to them for their aspirations to be articulated and seriously
considered by heads of departments.
The influence of the annual staff development interview in assisting
staff to make a change in their work was small, as Table 12.10 shows.
For only a small proportion of staff confirmed that a change in their
work had been made as a result of the interview, with staff tending to
indicate that no Change had been made.
Table 12.10
Did you make a change in any aspect of your work, as a result of the
last staff development interview?
Yes
%

23.4

Uncertain

No

Total

64.9

100

%

11.7
N

= 94

The small influence of the annual staff development interview upon
changes in work, was associated by many staff with a lack of suitable
professional assistance afterwards as shown in Table 12.11.
Table 12.11
In your opinion is there suitable professional assistance available
for teaching staff who wish to change some aspect of their work as a
result of the staff development interview?
Yes

Uncertain

%

%

18.8

41. 7

No
39.6

Total
100

N = 96
They felt that there was a lack of encouragement to fulfil the
aspirations which they had expressed at the interview.

However, a

slightly larger proportion felt uncertain about whether there was
suitable professional assistance available.

Staff in this category
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felt that organisational or resource constraints tended to impede the
fulfilment of aspirations expressed at the interview.
Faculty Staff Development
Differences. existed between faculties in the frequency with which
staff visited their Faculty Learning Centre as shown in Table 12.12.
In four faculties, staff tended to be make visits to their Faculty
Learning Centre which were infrequent or never.

In three faculties,

staff tended to make visits which were very or fairly often.
Table 12.12
How often have you visited the Learning Centre that serves your
Faculty?
Very oftenl
Fairly often
%

Infrequentlyl

Total

Never
%

%

Art and Design

41. 1

58.8

100

Built Environment

33.3

66.7

100

58.6

41. 4

100

30.0

70.0

100

Education

86.7

13.3

100

Engineering and

60.0

40.0

100

42.6

56.4

100

Business

Studies

and Law
Computing and
Information Studies

Computer Technology
Health and Social
Science

N = 148
For all the Faculty Learning Centres, out of the six facilities
available, four, the video service, the reprographic service,
information and miscellaneous equipment, tended to be the objects of
visits by staff as shown in Table 12.13.
The frequency of visits made to the Faculty Learning Centres by staff
and use of the facilities were influenced by several factors.

Where

staff felt that they already had access to facilities within their
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department which satisfied their requirements, such as in departmental
resource centres, then they were less likely to use their Faculty
Learning Centre.

Some staff were discouraged from using their Faculty

Learning Centre because of its physical distance from their office.
Some staff felt that there was little within their Faculty Learning
Centre that was suited to meet the particular needs of their subject,
discipline or profession.

For some staff there had been too little

information circulated about the Faculty Learning Centre or a lack of
personal contact from the decentralised staff developer.

Some staff

perceived their Faculty Learning Centre as being primarily for
students which they encouraged and used it little for themselves.

In

those faculties where visits were more frequent, staff felt more
dependent upon some of the facilities of the Centre, as there were no
alternative sources which were as accessible.

In the Faculty of

Education this referred to the video and reprography services, in the
Faculty of Business Studies and Law this referred to learning
materials, and in the Faculty of Engineering and Computer Technology
this referred to the reprography service.
Table 12.13
Which facilities have you used in the Learning Centre that serves your
Faculty?
Yes

No

Total

%

%

%

Video service

75.8

24.2

100

Reprographic

79.2

20.8

100

56.7

43.3

100

37.5

62.5

100

59.5

40.5

100

12.8

87.2

100

Equipment
Obtain
information
Obtain learning
materials
Use miscellaneous
equipment
Donate learning
materials
N

= 124.

Not all respondents answered every item.
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In their opinion of their Faculty Learning Centres, staff were on
average, contented, as shown in Table 12.14.
Nevertheless there were some important differences.*'#
five faculties tended to be satisfied or very satisfied.

Thus staff in
In one

faculty staff tended to be dissatisfied or very dissatisfied and in
one faculty there was a division into a bimodal distribution of
opinion.
The general satisfaction was an outcome of the modest expectations
that staff held of Faculty Learning Centres.

They were perceived as

one source of assistance amongst several available to staff.

As such

they were seen to offer some useful services in terms of equipment and
materials, which was a helpful option to have available.
Table 12.14
How satisfied are you with the facilities offered by the Learning
Centre that serves your Faculty?
Satisfied!
Very satisfied
%

Dissatisfied/

Total

Very dissatisfied
%

%

Art and Design

85.7

14.3

100

Built Environment

88.3

11.8

100

Business Studies

83.3

16.7

100

50.0

50.0

100

Education

92.3

7.7

100

Engineering and

42.1

57.9

100

83.9

16.1

100

and Law
Computing and
Information Studies

Computer Technology
Health and Social
Sciences

B = 124
In the two faculties which departed from the norm of contentment, the
modest expectations of Faculty Learning Centres had not been
satisfied.

Thus in the Faculty of Computing and Information Studies,
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Table 12.15
What changes, if any, would you like to see in the facilities offered
by your Faculty Learning Centre to make it more satisfactory to you?
Additional

Additional

Additional

Equipment

Advice/

Learning

Information

Materials

Art and Design
Yes

43.8

40.0

35.7

No

56.3

60.0

64.3

Total

100

100

100

Built Environment
Yes

50.0

62.3

56.3

No

50.0

37.5

43.8

Total

100

100

100

Business Studies and Law
Yes

60.9

44.0

72.0

No

39.1

56.0

28.0

Total

100

100

100

Computing and Information Studies
Yes

40.0

66.7

40.0

No

60.0

33.3

60.0

Total

100

100

100

Education
Yes

78.6

28.6

42.9

No

21. 4

71. 4

57.1

Total

100

100

100

Engineering and Computer Technology
Yes

85.0

75.0

73.7

No

15.0

25.0

26.3

Total

100

100

100

Health and Social Sciences
Yes

46.9

63.6

28.1

No

53.1

36.4

71. 9

100

Total
N

= 126.

100

100
N

= 129.

N

= 125.
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staff were dissatisfied because they had no Faculty Learning Centre of
their own and relied upon the facilities of the EDU or other Faculty
Learning Centres.

These alternative arrangements were not felt to

offer services which were adequate.
In the Faculty of Engineering and Computer Technology, staff were
disappointed with the Faculty Learning Centre because it had failed to
develop since its formation.

They felt that there had been little

attempt to promote the Centre either through information distributed
about its purpose or in terms of facilities which it had made
available to them.

Thus the Centre's only major facility was seen as

the reprography service.

Because its use was rationed strictly by

means of a timer, to the frustration of staff, the Centre was
considered of very limited value.
The marked dissatisfaction of staff with the Learning Centre in the
Faculty of Engineering and Computer Technology was re-emphasised when
opinions about changes wanted in Faculty Learning Centres were
expressed, as shown in Table 12.15.

The Faculty of Engineering and

Computer Technology stood out as being the only faculty in which the
staff on average, wanted the enhancement of all three facilities in
their Faculty Learning Centre.

Table 12.15 also shows that there were

differences between the seven faculties in the changes that staff
wanted to see in their Faculty Learning Centres.
Staff in three faculties, on average, wanted to see additional
equipment; staff in four faculties on average, wanted to see
additional advice/information; staff in three faculties on average,
wanted to see additional learning materials.

Statistical significance

existed in the differences over additional equipment. and additional
learning materials."

This variation between faculties seems best

explained as an expression of the alternative 'shopfloor' and
'partnership' models that were supported by staff.

Thus for some

staff the accretion of some resources in their Faculty Learning Centre
was an aspiration.

For others, their Faculty Learning Centre was not

the focus of aspirations for greater resources, for they hoped for
additional supplies of resources from within their departments.
Staff knowledge of the decentralised staff developers differed"#
between faculties as shown in Table 12.16.
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These differences corresponded with the different arrangements made by
faculties over the post of decentralised staff developer and also
indicated other differences about the relationship of staff to the
post.
Staff in the five faculties which had maintained the post of
decentralised staff developer tended to know of the appointment.
Indeed in one of these faculties, Education, knowledge was universal.
The common knowledge of the decentralised staff developer in the
Faculty of Education, was attributed by staff to their high frequency
of visits to the Faculty Learning Centre, with which he was closely
connected.

In addition, the faculty was felt to be socially cohesive,

with departmental boundaries being of little importance.
Table 12.16
Is there a member of teaching staff currently responsible for the
management of the Learning Centre that serves your Faculty?
Yes

Uncertain

No

Art and Design

76.5

17.6

Built Environment

82.4

17.6

Business Studies

75.9

17.2

6.9

100

20.0

30.0

50.0

100

5.9

Total
100
100

and Law
Computing and
Information Studies
Education
Engineering and

100

100

57.9

42.1

7.7

74.4

100

Computer Technology
Health and Social

17.9

100

Sciences
Ii

= 14-6

In the Faculty of Health and Social Sciences, where the post of
decentralised staff developer had lapsed after one year, staff tended
to be uncertain if there was an appointment.
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In the Faculty of Computing and Information Studies, which had never
made an appointment, staff tended to be aware of that fact.
In the five faculties in which a decentralised staff developer was in
post, there were proportions of staff who were uncertain of the
appointment and in two of these five faculties, there were staff who
had no knowledge of the post.
Uncertainty and lack of knowledge was greatest amongst staff who were
personally unfamiliar with the decentralised staff developer because
he was not a colleague in the same department.

In addition, staff

uncertainty and ignorance of there being a decentralised staff
developer in their faculty was as a result of a lack of information
circulated about his responsibilities or activities.
In the Faculty of Computing and Information Studies, where a
decentralised staff developer had never been appointed, staff who
Table 12.17
How often, if at all, have you consulted the member of teaching staff
who is responsible for managing the Learning Centre that serves your
Faculty?
Very of ten/

Infrequently/

Fairly often

Never

Total
%

%

Art and Design

53.8

46.2

100

Built Environment

33.3

66.7

100

Business Studies

13.0

87.0

100

and Law
Computing and

100

100

Information Studies
Education

50.0

Engineering and

50.0
100

100
100

Computer Technology
Health and Social

33.3

Sciences
N

= 82

66.7

100
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confirmed that they had knowledge of the post confused it with the
centralised staff developers of the EDU.
Consultation with the decentralised staff developers was on average,
infrequent or never but with some differences.# between faculties as
shown in Table 12.17.
In five faculties consultation with the decentralised staff developers
tended to be infrequent or never.

In the Faculty of Art and DeSign,

consultation tended to be fairly or very often and in the Faculty of
Education, consultation was divided into a bimodal distribution
between very or fairly often and infrequently or never.
In two faculties, consultation was universally infrequent or not at
all.

In the Faculty of Computing and Information Studies, there was

no post of decentralised staff developer to be consulted.

:More

interestingly, in the Faculty of Engineering and Computer Technology,
the lack of consultation was as a result of the inaccessibility of the
decentralised staff developer through his absence from the Learning
Centre most of the time.
The pattern of infrequent or no consultation with the decentralised
staff developers was probably under-estimated by Table 12.17, for a
substantial number of respondents omitted answers to items on the
questionnaire about consultation with the decentralised staff
developer.

The interviews suggested that contact with the

decentralised staff developers was very slight indeed.
The dominant reason for consulting the decentralised staff developers
throughout the Polytechnic was over eqUipment and materials, although
three differences.# existed between faculties as shown in Table 12.18.
In the Faculty of Education, eqUipment and materials was the sole
reason for consultation, because staff felt that the expertise of the
decentralised staff developer was no greater than their own, on other
matters of professional development.
In the Faculty of Computing and Information Studies, the consultation
was exclusively over student learning issues.

However, as there had

never been a decentralised staff developer apPointed by the faculty,
it is inferred that the consultation took place with the centralised
staff developers of the EDU.
In the Faculty of Health and Social Sciences, the reason for
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Table 12.18
What has been the main reason for the consultation?
Equipmentl

Teaching

Student

Other

materials

methods

learning

issues

Total

issues
%

%

Art and Design

50.0

8.3

Built Environment

92.3

Business Studies

75.0

6.3

%

33.3

6.3

%

%

8.3

100

7.7

100

12.5

100

and Law
Computing and

100

100

Information Studies
Education
Engineering and

100

100

57.1

14.3

28.6

100

Computer Technology
Health and Social

50.0

50.0

100

Sciences
N

= 63

consultation with the decentralised staff developer showed as a
bimodal distribution between equipment and materials and teaching
methods.
Equipment and materials was the dominant reason for consultation with
the decentralised staff developers because staff sought information
about the availability of facilities within the Faculty Learning
Centres and advice about their use.

The ability of many staff to help

themselves to the facilities of the Faculty Learning Centres, or to
have recourse to the technicians who staffed the Centres diminished
their need to consult the decentralised staff developers at all.
In general therefore, the consultation made by staff with the
decentralised staff developers, showed some affirmation of the
product-orientated model of staff development practice.
This micro model prevailed throughout the faculties because the
decentralised staff developers exemplified it, through their activity
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for managing repositories of technical assistance.

Staff accordingly,

largely responded to their definition of the post.
Nevertheless, there was an openness amongst staff to other possible
initiatives from the decentralised staff developers.

Thus amongst

staff there was interest in the promotion of alternative activities
which extended the role beyond the management of Faculty Learning
Centres.

Activities that were identified by them as being of possible

help were workshops, seminars, regular dissemination of information,
demonstrations of good practice, personal consultation over course
Table 12.19
Consultation with decentralised staff developers by sex
Male

Female

%

Very often/Fairly often

28.6

27.3

Infrequently/Never

71. 4

72.7

Total

100

100
N

= 81

Table 12.20
Consultation with decentralised staff developers by length of
employment
under 2

2 to 5

5 to 10

over 10

years

years

years

years

%

%

%

%

Very often/Fairly often

45.5

28.6

33.3

22.4

Infrequently/Never

54.4

71. 4

66.7

77.6

Total

100

100
N

100

100

= 82

Table 12.21
Consultation with decentralised staff developers by position
Principal Lecturer

Senior Lecturer/
Lecturer 11

Very often/Fairly often

61. 9

75.4

Infrequently/Never

38.1

24.6

Total

100
N

= 82

100
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planning, evaluation of teaching, study skills courses for students.
The activities suggested were all centred around developments
concerned with the improvement of teaching and learning methods.
For a few staff, their positive response to these possible activities,
was conditional upon some confirmation of the expertise of the
decentralised staff developer in teaching and learning.

A few staff

specifically suggested a re-definition of the role as a facilitator or
catalyst.
Of those staff who consulted the decentralised staff developers, there
was little marked difference and none statistically significant, in
the frequency of consultation, either by sex <Table 12.19), length of
employment <Table 12.20), or position <Table 12.21).
Centralised Staff Development
In the Polytechnic as a whole, staff tended to visit the EDU,
infrequently or never as shown in Table 12.22.

Nevertheless, there

were three noticeable differences"# between faculties.
Table 12.22
How often, if at all, have you visited the EDU to use its facilities?
Very oftenl
Fairly often

Infrequentlyl

Total

Never
%

%

%

Art and Design

12.5

87.5

100

Built Environment

27.8

72.2

100

Business Studies

42.9

57.1

100

60.0

40.0

100

and Law
Computing and
Information Studies
Education
Engineering and

100

100

5.3

94.7

100

34.2

65.8

100

Computer Technology
Health and
Social Sciences
N

= 144
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In the Faculty of Computing and Information Studies, alone, there was
a tendency for staff to visit the EDU, very often or fairly often.
In contrast, in the Faculty of Education staff visited the EDU
entirely infrequently or never.
Staff in the Faculties of Engineering and Computer Technology and Art
and Design, visited the EDU almost entirely infrequently or never.
This general pattern of infrequency in visits or none at all, that
staff made to the EDU was because of the spatial, social and
organisational barriers that were felt to exist.
For many staff, a visit to the EDU meant a long walk or longer journey
and the loss of precious time.

Many staff were not visitors or only

infrequently because they were satisfied with the more accessible
facilities for professional development available within departments
and from Faculty Learning Centres.

For some staff there was

uncertainty about what the EDU could offer to them and a doubt about
whether its service:::; would be relevant to their particular teaching
duties.

However there was also the wish that some staff expressed for

the EDU to be more initiating and to come to them more rather than for
staff to have to initiate contact.
The higher frequency of visits made by staff in the Faculty of
Computing and Information Studies than in other faculties was because
staff felt unable to satisfy all of their needs for professional
assistance within their departments and in the absence of a Faculty
Learning Centre.

Additionally, visits to the EDU were easy because it

was located very close geographically.
Table 12.23
Which facilities have you used in the EDU?
No

Yes

Total

%

%

%

Media Services

42.1

57.9

100

Miscellaneous equipment

22.7

77.3

100

Information

47.7

52.3

100

Professional advice

63.2

36.8

100

Workshops etc

79.4

20.6

100

N

= 114.

Not all respondents answered every item.
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Staff in the Faculties of Education, and Art and Design were on
separate sites from the EDU and therefore most remote from it.
Although on the main site with the EDU, staff in the Faculty of
Engineering were at qUite some distance from it.
Staff visited the EDU to use its five major facilities in varying
proportions as Table 12.23 shows.

Miscellaneous equipment was the

most used facility and workshops the least used.
Staff who had used the facilities of the EDU were strongly
appreciative of the various kinds of help that they had received.
There was a high regard for the eclecticism of the EDU, for staff
valued the multiplicity of facilities available from one source within
the Polytechnic and the ease with which they were obtained.

Thus

several changes made in the responsibilities and activities of the
EDD, shortly before the survey was conducted, were profoundly
Table 12.24
Frequency of visits to EDU by length of employment
2 years

Over 2 years

and under and under 5
years

years

Over 5 years

Over 10

and under 10

years

years
%

%

Very often/Fairly often

50.0

35.0

19.2

76.8

Infrequently/Never

50.0

65.0

80.8

23.2

Total

100

100

100

N = 144
Table 12.25
Frequency of visits to the EDU by position
Principal Lecturer

Senior Lecturer/
Lecturer 11

%

%

2.4

7.0

Fairly often

28.6

18.0

Infrequent

50.0

51. 0

Never

19.0

24.0

Very often

Total

100
N

100

= 142

100
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Table 12.26
Frequency of visits to the EDU by sex
Female

JlIale
%

%

5.3

6.9

Fairly often

19.3

31. 0

Infrequently

52.6

41. 4

Never

22.8

20.7

Very often

Total

100

100
N

= 143

regretted by those staff who were more frequent visitors.

The most

extreme perception of the changes was that the EDU had been abolished.
A less extreme perception was of a severe diminution in the provision
of accessible professional support.
When the variables of length of employment, position and sex of staff
were considered in the frequency of visits made to the EDU, shown in
Tables 12.24. 12.25 and 12.26 respectively, no statistically
significant differences were found to exist.
Table 12.27
Visits to EDU, Faculty Learning Centres and Departmental Resource
Centres
EDU

Faculty

Departmental

Learning

Resource

Centres

Centres

%

%

%

5.6

3.7

45.8

Fairly often

21. 5

24.4

23.7

Infrequently

50.7

53.7

25.4

Never

22.2

18.3

5.1

Very often

Total

100

N = 144.

100
N

= 143

100
N

= 59

When comparison was made between the EDU, Faculty Learning Centres and
departmental resource centres for the frequency of visits made by
staff, as shown in Table 12.27, an important difference •• was
apparent.

Visits to departmental resource centres were more frequent

on average, than to either the EDU or Faculty Learning Centres.

There
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was little difference in the frequency of visits made by staff to the
EDU and Faculty Learning Centres however.
This difference in the frequency of visits made to departmental
resource centres and the EDU and Faculty Learning Centres seems
attributable to the easier access and greater sensitivity to the
professional needs of staff that characterised departmental resource
centres.

Thus the 'shopfloor' model exemplified by the departmental

resource centres claimed greater support from staff than the
'partnership' model exemplified by the EDU and Faculty Learning
Centres.

Faculty Learning Centres and the EDU were more distant from

staff organisationally, socially and spatially than departmental
resource centres and so were visited less frequently.
Self-Assessment of Professional Needs
When staff estimated the importance of five Polytechnic staff
development services in assisting change in aspects of work in the
past, the average opinion for all five was that they were of no
importance, as shown in Table 12.28.
Table 12.28
How important were services from outside your Department but within
the Polytechnic, in assisting the change?

Of no

Slightly

Fairly

Highly

Total

importance important important important
%

%

%

%

%

EDU

65.1

16.7

12.7

5.6

100

Library

43.8

14.8

27.3

14.1

100

Faculty Learning

76.0

15.2

8.0

0.8

100

Computer Services

77.0

10.2

10.2

2.4

100

Student Services

92.9

3.2

2.4

1.6

100

Centre

Unit
N

= 128.

Not all respondents answered every item.

However the proportion of staff who considered that the EDU was fairly
or highly important was larger that the proportion of staff who
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considered that the Faculty Learning Centres were fairly or highly
important.
This small difference seems a result of the eclecticism of the EDU.
For many staff felt that the multiplicity of services which it offered
was of greater help to them than the singular help of equipment and
materials offered by Faculty Learning Centres.

Nevertheless, even

with its eclecticism, the EDU was not, in the opinion of staff,
sufficiently different from Faculty Learning Centres for it to be
categorised as of greater importance in assisting them to make changes
in their work.
Table 12.29
How important, in your opinion, are various factors in helping you to
change any aspect of your work in the future?
Of no

Slightly

Fairly

Highly

Total

importance important important important
%

Release from usual

14.9

13.0

27.6

54.5

100

Advice

13.8

26.0

39.1

21. 0

100

Information

14.6

14.6

39.0

31. 7

100

Support and

6.5

14.6

32.5

46.3

100

Training

23.6

22.0

33.3

21. 1

100

Materials/

13.1

22.1

32.8

31. 0

100

6.6

2.5

18.0

73.0

100

25.2

30.1

32.5

12.2

100

10.6

23.6

37.4

28.5

100

Student expectations 12.4

12.4

36.4

38.8

100

responsibility

encouragement

equipment
Personal
satisfaction
Public
approval
Administrative/tech
-nical assistance
N

= 123.

Not all respondents answered every item.

184

In estimating the importance of ten factors that would assist them to
make changes in their work in the future, staff ranked four of these
factors as highly important on average and six as fairly important on
average, as shown in Table 12.29.
Factors rated as highly important were, release from usual
responsibility, support and encouragement, personal satisfaction and
student expectations.
By release from usual responsibilities staff construed remission of
time through relaxation of customary timetabled duties or leave of
absence of varying lengths of time.

With extra time given to them,

staff envisaged scope for undertaking new developments in their work,
mainly teaching.

By support and encouragement, staff meant interest,

concern and stimulus from those with whom they had a relationship as
colleagues.

Personal satisfaction was widely understood by staff as

being associated with successful performance of professional
responsibilities which centred on teaching activities.

In attaching

high importance to student expectations, staff emphasised that
feedback or response was essential so that teaching could be modified
or learning negotiated to best suit the needs of the students.
Informal rather than formal evaluation was the usual means.
The implications of this pattern of opinion were supportive of all
three macro models of staff development.

For the four factors in

assisting changes in work to which high importance was attached by
staff were capable of being mobilised by either the 'shopfloor'
'management' or 'partnership' models.

Thus release from usual

responsibility, greater support and encouragement, arrangements for
greater personal satisfaction and assistance to enable student
expectations to be better met, could in general, be initiated equally
well by either a head of department, or an individual member of staff
or a staff developer.

None of these factors was intrinsically related

to anyone model.
The factor of materials/equipment was considered by staff as being
fairly important as were five other factors.

This factor seems most

characteristic of the product-orientated model and yet was not
conspicuously supported by staff for its importance in helping with
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change.

Thus the pursuit of the product orientated model could only

promote partial satisfaction of the professional needs of staff.
Indeed the pattern of opinion shown by Table 12.29 in which four
factors are rated as highly important and six as fairly important in
assisting with change, suggests that staff supported an eclectic micro
model of staff development practice.

For the eclectic model would be

orientated to mobilising the multiplicity of factors which commanded
staff support for helping with changes in work.
Opinion about opportunities for professional development was evenly
divided between those who felt that opportunities were unsatisfactory
and those who felt that they were satisfactory, as shown in Table
12.30.
For staff who were satisfied with opportunities for professional
development, reference was frequently made to there being sufficient
facilities and opportunities both through the arrangements and support
arranged by management and the capacity of individuals to avail
themselves of these arrangements.
Table 12.30
What is your opinion, in general, of the opportunities and facilities
open to you at present to improve your professional competence?
Very

Unsatisfactory

Satisfactory

unsatisfactory

Very

Total

satisfactory

%

14.7

38.5

43.4

N

3.5

100

= 143.

For staff who were dissatisfied with opportunities for profeSSional
development, reference was common to the inhibiting influence of
responsibilities and duties that accompanied their organisational
role.

These were held to be so excessive in the time that they

claimed, that they imposed constraint and restriction upon initiatives
and invitations for professional development that were available.

Two

other factors cited by dissatisfied staff but less commonly, were a
lack of facilities, opportunities and resources initiated for
professional development from within the Polytechnic and the failure
of heads of departments to be active and supportive in staff
development matters.
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Explicit reference was made only infrequently by either satisfied or
dissatisfied staff to the activities and responsibilities of the EDU,
decentralised staff developers and volunteer staff developers.
In the expression of opinion about opportunities for professional
development, staff indicated support both for the 'shopfloor' model
and the 'management' models.

It was not apparent if either model was

more dominant in the support given by staff.

Explicit support for the

'partnership' model was much less frequently indicated.
When the opinion of staff about seven aspects of their professional
competence was expressed, the average opinion for all of these was one
of satisfaction as shown in Table 12.31.
Table 12.31
How do you personally feel about your professional competence in
various aspects of your work?
Very

Dissatis

dissatis

-fied

Satisfied

Teachinl!w and

Total

satis

-fied
%

Very
-fied

%

%

%

2.1

12.7

68.3

16.9

100

Projects and research

10.9

36.4

43.4

9.3

100

Administration,

12.7

32.8

44.8

9.7

100

6.6

22.1

57.4

13.9

100

8.3

23.9

50.5

17.4

100

7.6

29.5

55.3

7.6

100

7.1

33.6

49.3

10.0

100

student learning

management and pOlicy
Guidance and
counselling
External profession
-al acti vi ties
Curriculum
development
Developing and updating subject knowledge
N

= 142.

Not all respondents answered every item.

Nevertheless, dissatisfaction was manifest in varying proportions for
each of the seven aspects and substantially overall.

--------------------
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Amongst some staff who were dissatisfied there was an assumption that
their satisfaction with various aspects of their professional
competence would increase, given more freedom to initiate their own
professional development.

They envisaged greater personal scope to

obtain appropriate assistance from various sources such as
departmental colleagues, heads of departments, professional
associations external to the Polytechnic.
Other staff who were dissatisfied were of the mind that greater
satisfaction with their professional competence was dependent upon
staff development initiatives and leadership from outside of
themselves but from within the Polytechnic.

For they felt that there

were constraints on their capacity to take initiatives and they were
open to approache:3 from others bei ng made.

The part of the

Polytechnic which exercised responsibility for such initiatives was
seldom clearly identified.
There was therefore, a division of opinion over the location of
responsibility for increasing staff satisfaction with professional
competence.

There were sufficient indications to suggest that each of

the three macro models of staff development was upheld by some staff
as the appropriate means to enhance professional competence.
Conclusion
Within departments, several facilities and opportunities
characteristic of the three alternative macro models of staff
development commanded support albeit with dissatisfaction expressed
with each of them.

Experience of the 'partnership' model was slight,

without major support being given to anyone micro model.
Nevertheless support for the adoption of the 'partnership' model by
departments was strong.

In practice however, the 'shopfloor' model

was of greater importance in assisting professional change than the
'management I model.
There was variation between faculties in the frequency with which
staff visited Faculty Learning Centres and a general level of
satisfaction with them.

Expectations held of them were modest, with

the decentralised staff developers consulted infrequently and mainly
over materials and equipment.

Nevertheless, some staff were open to

,-----------------------

-
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more diverse initiatives than those offered by the product-orientated
model of the decentralised staff developers.
The EDU was visited by staff, on average, infrequently or never.
Although they appreciated its eclecticism, its social, spatial and
organisational distance was discouraging.
From their identification of several factors being important in
assisting change in their work, staff gave implicit support for an
eclectic model of staff development.

They also indicated that their

dissatisfaction with opportunities for professional development and
aspects of professional competence was susceptible to transformation
by all three macro models .

< 0.05 .
•• Level of significance: p < 0.01.
• Level of significance: p
#

Care must be exercised with interpretation of the statistical

significance because the small size of samples necessitated relaxation
of the convention of the chi-square test that no more than 20% of the
expected frequencies may have values less than 5.

189
CHAPTER THIRTEEN
DECENTRALISED STAFF DEVELOPMENT REVIEWED
Introduction
In chapter 3, it was reported that second interviews were arranged
with key informants at Birmingham Polytechnic after the survey of
academic staff had been conducted.
twofold.

The purpose of the interviews was

To ascertain if a shift had occurred from the 'partnership'

model in the arrangements for staff development and to obtain some
respondent validation of the results from the survey which were
presented in chapter 12.

In this chapter, a description is given of

decentralised staff development more than three years after its
introduction with reference to its institutionalisation and the
practice of those in post.

An account is given of the revision of the

EDU and the perspective of the Directorate on institutional changes in
staff development.

Innovation theory is employed to analyse changes

in decentralised staff development.

Finally the views of the

Directorate, the EDU and the decentralised staff developers on the
role of the latter are identified.

An evaluation is made of the

models of practice and responsibility for staff development in
chapters 15 and 16, respectively.
Institutionalisation
More than three years after decentralised staff development had been
introduced to Birmingham Polytechnic, there had been some modification
of its institutionalisation.

There were now only three decentralised

staff developers in post, instead of six, three years previously.
These changes in the institutionalisation of decentralised staff
development showed an erosion of the 'partnership' model within the
Polytechnic.
In the Faculty of Education, at the end of 1988, the decentralised
staff developer resigned from the post that he had occupied from the
beginning (Kelly, 1989).

No new appointment was made.

His

reSignation was the culmination of a sequence of events over a long
period in which there had been a diminution of the post.
afforded by the l)ean to

The time

fulfil his duties had been substantially

reduced to well below a half-time appointment and he had been required
to increase his teaching load.

There had also been encroachments on
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his responsibilities as a decentralised staff developer.

These

encroachments had included the appropriation of his office adjacent to
the Learning Centre for computers and his relocation to another
office, at some distance from the Learning Centre.

He had been

excluded by the Dean from discussions with the technician over the
management of the Learning Centre and from other decisions about the
acquisition of and allocation of equipment and materials for the
faculty, which had repecussions for the finance and management of the
Learning Centre.

In sum, the Dean had consulted him very little and

had increasingly taken decisions about equipment and materials for the
Faculty, which had formerly been his responsibility.

The time and

responsibility entrusted to him had dwindled to very little and had
made continuing in the post not at all satisfactory.
In the Faculty of Art and Design, the decentralised staff developer
had largely severed his responsibilities for the Learning Centre, and
they had been entrusted to an academic colleague who relied regularly
upon its virtual sole facility, computer equipment, for his teaching
duties (Harris, 1988).

The Learning Services Committee of the Faculty

Board which had been an important instrument for formal approval of
his activities had been abolished and had not been replaced by any
body with similar terms of reference.

He had assumed managerial

responsibity for the co-ordination of several vocational courses for
which he also had a staff development brief.

He was no longer on the

establishment of any department but WaS employed by the Faculty and
asked by the Dean to perform various tasks of a diverse managerial
nature.

Although he was unwilling to relinquish his claim to being

the decentralised staff developer for the Faculty of Art and Design,
there was little evidence that he provided to support it, other than
nominally.

Nor was evidence found through inquiries made of the Dean

and principal administrator of the Faculty, to suggest that there was
still a decentralised staff developer in post.

Therefore it was

concluded that effectively, the post of decentralised staff developer
in the Faculty of Art and Design, had been dissolved.
Of the three decentralised staff development posts that were still
occupied, only one was intact and undiminished in responsibility and
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influence within its faculty.

For some diminution had occurred in the

other two.
In only the Faculty of Business Studies and Law, had the decentralised
staff development post been maintained intact.

The decentralised

staff developer had continued with a half-time appointment and was
involved in several small committees or working groups of his Faculty,
although still not included as a member of the Faculty Board <Nayar,
1989).

The small committees and working groups had held very few

meetings however.

The decentralised staff developer had a

satisfactory relationship with his Dean, for he was willing to see him
whenever necessary.
In the Faculty of the Built Environment whilst the post of
decentralised staff developer had clearly been maintained, there had
been a small eclipse of the post within the organisation of the
Faculty.

For the decentralised staff developer had become accountable

to the head of a newly created Development Centre for the Faculty
(Gardiner, 1989).

Thus he no longer had regular consultation with the

Dean, nor was he involved in the regular management meetings of the
Faculty, as described in chapter 9.

One small example of the change

in his position was that he no longer edited the newsletter which
distributed information to staff about the Learning Centre.

The

newsletter was now edited by the head of the Development Centre, to
whom he provided copy.

Nevertheless, he still maintained his position

on the Faculty Board which offered him some formal influence.
In the Faculty of Engineering and Computer Technology, the hours
agreed by the Dean for the responsibilities of the decentralised staff
developer had been reduced considerably, so that there was no longer a
half-time appointment as there had been, three years earlier <Hayes,
1989).

The decentralised staff developer had been obliged to increase

his teaching duties, because his Head of Department had been
particularly resentful at the loss to the Department of the hours
remitted for his part-time faculty post.

Given that his

responsibilities included being a deputy course director and
completing a Ph D, he felt unable to fulfil his decentralised staff
developer role, in little more than a token way.

There was little

support given to him organisationally for he was not included in
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membership of any of the regular meetings of the Faculty, either
formal, such as the Faculty Board or informal, such as the management
team.

Thus he worked to a great extent in isolation from his academic

COlleagues.
Practice
The activities of the three decentralised staff developers still in
post corresponded largely with the product-orientated model of staff
development which had prevailed three years earlier and described in
chapter 7.
Thus the third consecutive decentralised staff developer in the
Faculty of Engineering and Computer Technology had spent an important
part of his time making physical alterations and decorations in the
Facul ty Learning Centre (Hayes, 1989).

Its supervision, including

that of the technician, occupied most of his time.

To promote the

Centre's further use, he was preparing a guide to its facilities for
distribution to academic staff.
In the Faculty of the Built Environment, the decentralised staff
developer was also kept busy with the management of the Learning
Centre and administrative matters to do with the finance and
acquisition of materials and equipment for it (Gardiner, 1989).
In the Faculty of Business Studies and Law, the decentralised staff
developer used his time to promote greater use of the Learning Centre
through several initiatives that he had taken (Nayar, 1989).

He had

circulated information about the facilities of the Learning Centre to
his academic COlleagues through a newsletter and other means.

He had

also organised a survey to determine staff expectations of the
Learning Centre and sought feedback from staff by informal means.
Some of the services of the Learning Centre, such as a newspaper
cuttings service had been developed at his instigation.

He had been

responsible for securing a change in the staffing of the Learning
Centre.

Instead of a rota of library assistants seconded from the

Library, a permanent library assistant was now in post and directly
accountable to him.

The new staffing arrangements had improved the

services of the Learning Centre, in his view.

Finally, he had been

partly responsible for the successful completion of several projects
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which had produced learning materials deposited in the Learning
Centre.
In fulfilling their responsibilities, several of the decentralised
staff developers encountered a common problem that was not very
apparent three years earlier.

The problem was tension and conflict

which arose from the dual use of Faculty Learning Centres by staff and
students.

Thus in some faculties, staff resented joining long queues

of students for the use of photocopiers.

In one faculty, academic

staff were reluctant to deposit learning materials in the Faculty
Learning Centre because they were fearful of permanent removal by
students and the loss that would be for their academic colleagues.
These tensions were surmounted in various ways by the decentralised
staff developers.

The supply of several photocopiers had answered one

of these problems, whilst the partitioning of part of a Faculty
Learning Centre for the exclusive use of academic staff was another
answer to essentially the same problem.
Some of the activities of the decentralised staff developers
represented a small deviation from the product-orientated model which
had prevailed from the beginning.
The decentralised staff developer in the Faculty of the Built
Environment had started to produce aerial video cassette recordings
with a view to their commercial sale.

This incipient entrepreneurial

model had been encouraged by the integration of the Learning Centre
into the Development Centre, which had a task of promoting research
and consultancy which encompassed an entrepreneurial purpose.
In the Faculty of Business Studies and Law, the decentralised staff
developer felt that he had largely fulfilled his responsibilities for

the Learning Centre other than for routine maintenance.

As a result,

he had made proposals to his Dean for a widening of his activities to
encompass student evaluation of courses, study skills for students and
workshops in teaching and learning methods for staff.

He was

interested in his practice as a staff developer evolving further to
meet staff needs and that suggested a diversification of activities
for him.
Notwithstanding these divergent activities, the decentralised staff
developers, including those in the Faculties of Art and Design and
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Education prior to the lapse of their posts, had performed tasks that
had adhered closely to the product-orientated model.
Revision of the EDU
More than three years after decentralised staff development had been
institutionalised at Birmingham Polytechnic, changes had been made in
the responsibilities and activities of the EDU, which had
repercussions for decentralised staff development.

The changes that

were made expressed a shift in the balance of support from the
'partnership' model to the 'management' model and from the eclectic
model to the entrepreneurial model.
The changes that were made were a result of a review of the EDU that
was conducted by the Directorate and presented in January, 1988
(Appendix 7)
The EDU informed academic staff of the main changes in section 1 of a
brochure, The Learning Methods Unit: Its Role and Services (AppendiX
8) although it was extremely brief on the curtailment of the Unit.
That curtailment was most strikingly apparent to visitors, very
abruptly at the start of the summer term in 1988.
'shopfront' was removed.

Effectively its

Thus the spacious and accessible

accommodation which displayed information and various pieces of
equipment and materials, which were easily usable by visitors,
disappeared and was transformed into offices for general purposes.
The curtailment of activities by the EDU, included the Learning
Projects Support Scheme (Farmer, 1989), contrary to the erroneous
information given in its new brochure (Appendix 8), and closure of its
sub-unit to promote distance learning, the Open Learning Unit.

The

change that was of greatest significance for decentralised staff
development was the transfer from the EDU of responsibility for
substantial amounts of equipment and its maintenance by technicians,
usually referred to as media services.

These services were

transferred to the faculties and deans mainly and to a small extent to
a new Central Marketing Unit which was responsible to the Directorate.
Accompanying this particular change, meetings of the decentralised
staff developers which had been convened by the EDU were terminated.
The EDU became accountable to the assistant director responsible for
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external affairs instead of the assistant director responsible for
academic planning.
In the revision of the EDU, greater emphasis was placed upon external
and promotional activities than before.

That was coupled with more of

a contractual or market relationship with academic staff within the
Polytechnic.

For although some of the functions that it had always

performed were still freely available, such as the induction course
for new staff and individual professional consultation, activities
such as study skills sessions for students and teaching methods
seminars and workshops were now only available subject payments being
made to the EDU.

These payments could be made internally through the

approval of heads of department or deans for a transfer of expenditure
or indeed externally by other institutions requesting and paying for
the range of services that were avai lable to them.
The revision of the EDU represented an encroachment of the
'management' model upon both the 'partnership' model and the
'shopfloor' model' of staff development.

For staff could no longer

approach the EDU and obtain in principle, virtually the full range of
its services.

Other than for some advice and information that was

still individually available, the approval of heads of departments or
deans had to be obtained for the transfer of expenditure to the EDU to
finance the provision of its services.

Equally, the EDU could no

longer freely initiate activities other than minimal advice to
individuals, without the authorisation of expenditure by a manager in
the Polytechnic.

Thus initiatives both of staff and the EDU had

become subordinated to the ascendancy of managers.
The two centralised staff developers still identified themselves with
the eclectic model although they felt that the trainer element within
that model had been enhanced (Farmer, 1989; Eastcott, 1989),

They

viewed the loss of the media services as a gain, for it removed time
consuming, difficult, and unsatisfying budgetary activities.

They

regretted the loss of the Learning Projects Support Scheme for they
regarded it as providing scope for worthwhile consultative work.
Nevertheless, they had been able to maintain this activity through the
use of funds obtained as a result of the way by which most of their
services were now financed.

They were confident of increasing this

196

activity in the future.

They were maintaining a wide range of

activities such as the part-time teacher training that they managed
and research.

They had submitted a proposal to the Further Education

Unit, which had sponsored an earlier research venture, for further
financial support.

They had also extended their activities into

consultation over general educational management matters with a report
undertaken for the Dean of the Faculty of Engineering and Computer
Technology on various aspects of management within the Faculty.
Changes in their activities as a result of the revision made to the
Unit were a much greater volume of external work, far less individual
professional consultation, and largely responding to demands that were
made by deans and heads of departments.
They felt that the benefits of the revision were a profeSSional
enhancement from the challenge and variety of external work and
engaging in much more sustained training activities from agreements
over programmes of workshops rather than single events.

The changes

had made little difference to their relationships with the
decentralised staff developers which had always been slight.
For the decentralised staff developers, the revision of the EDU had
not influenced their activities and responsibilities.

No changes in

the demands from staff had been encountered or new duties assigned to
them by deans as a result of the revision.

Contact with the

centralised staff developers was now very slight and occasional.

They

might be consulted on some matters of teaching methodology on behalf
of academic COlleagues.

There was however some regret over the end of

meetings which had formerly been convened for them and the process by
which the revision of the EDU had been made.

The meetings which had

been regularly convened for them were felt to have been of value both
through the information that was exchanged and the support given.
They were able to learn about new eqUipment in other faculties of the
Polytechnic which they might borrow or obtain for their own Learning
Centre.

They felt that they were kept well informed about various

changes in some aspects of staff development throughout the
Polytechnic and that the meetings did offer some encouragement and
solidarity, which was little provided for within their faculties.
There was also some regret that they had been excluded from
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consultations about the revision of the EDU inasmuch as they had had
no influence over the distribution of equipment to faculties.
The changes made to the EDU and implicitly for decentralised staff
development were decided by the Directorate.

Its perspective was of

paramount importance to the institutionalisation of decentralised
staff development.
The Directorate
The revision of the EDU was the most conspiCUOUS change that occurred
in staff development arrangements at Birmingham Polytechnic since the
introduction of decentralised staff development three years
previously.

The revision was decided by the Directorate whose support

for the 'management' model over the 'partnership' model was most
evident.
The Directorate's strategy since 1985 attached importance to
devolution of management to faculties, as reported in chapter 11.

As

part of that strategy, it was decided to review one of the few
centrally administered services, the EDU.

The impetus for the

revision may be attributed to the continuing influence of new ideas in
the environment external to the Polytechnic, exemplified by the
Jarratt Report (CVCP 1985) and its emphasis upon sound management
involving clear accountability.
The review was conducted by the Assistant Director who had not long
succeeded her predecessor in responsibility for staff development.
Unlike her predecessor, who had been a major contributor to events
leading to decentralised staff development, she shared the perspective
of her Directorate COlleagues in being uncommitted to the
'partnership' model.
Although the report of the review was presented in January 1988
<AppendiX 7) the implementation of its recommendations had already
begun several months earlier and were completed in April 1988.
The way in which the review was conducted was telling.

Although the

centralised staff developers were consulted at length, no consultation
was made with the decentralised staff developers or with academic
staff other than in one faculty apparently, with no details of the
process given in the report <Appendix 7 p.2).

Jeither was any

reference made in the report to the regular meetings for the
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decentralised staff developers which had been convened by the EDU for
over two years, at the behest of the Directorate initially and
described in chapter 10.

These meetings were allowed to lapse at the

start of the review and their purpose and passing was not mentioned in
the report.

Whilst academic staff had almost no influence on the

report, it is clear from the individuals identified as having been
consulted, that the senior manangement of the Polytechnic were the
main influence.
The views of the Students Union were obtained in a letter (Appendix
49) after the report was presented and copies were circulated to
deans.

For reasons unknown it omitted reference to the Learning

Centres in the Faculty of Education and the Faculty of Art and Design.
The main point that stands out in the views of the Students Union is
the modest help given by the Faculty Learning Centres to students and
their evident disappointment or scepticism of the value of the
facilities therein.
The report did recognise some of the confusion and ambiguity that had
developed over staff development responsibilities, particularly those
surrounding the Learning Centres and which have been reported in
earlier chapters of this thesis.

However it chose not to simplify and

rationalise that confusion within the 'partnership' model but instead
to enhance the application of the 'management' model in staff
development matters within the Polytechnic.

Recommendation 5 of the

report, <Appendix 7 p.9) clearly asserted the 'management' model in
identifying the deans of faculties for the transfer of responsibility
for the management of the Faculty Learning Centres.

The omission of

any reference to the decentralised staff developers in this context
was an overt indication that the Directorate did not wish to uphold
the 'partnership' model within faculties.
Indeed the 'partnership' model was given only limited support
generally as was manifested by recommendation 8 of the report
<AppendiX 7 p.10).

The implications of this recommendation were that

unless managers within the Polytechnic approved financial expenditure
for activities provided by the EDU within a fixed period of time, the
EDU should cease to function.

Thus support for the 'partnership'

model was given contingent upon the primacy of the 'management' model.
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The support tbat was given was quite capable of" being withdrawn should
managers consider the activities offered by the centralised staff
developers unsuitable or inadequate.
Indeed the report was critical of the eclecticism of the EDU when it
referred to 'the very diversity of its functions' which 'clouded the
perceptions across the Polytechnic of both the role of the unit and
the services it can provide' <Appendix 7 p.7).

As the survey of staff

reported in chapter 12 did not confirm that perception it is thought
that the cloudiness was largely in the eyes of the deans and the
Directorate who wished to secure direct control of those aspects of
staff development which had hitherto been a delegated responsibility.
Support for the 'partnership' model by the deans was not strong from
the beginning, as reported in chapter 8.

The eclecticism of the EDU

was recommended for curtailing and by implication, the 'partnership'
model for trimming.

Thus a narrower and more precisely defined range

of tasks were identified for the EDU.
The Assistant Director who prepared the report, maintained that the
Directorate was not opposed to decentralised staff development (Green,
1989).

Deans and faculties were required to submit plans f"or the

academic development of faculties which should include staff
development.

However the detailed implementation of these plans was

open to the management of faculties to determine.

Thus the

appointment of decentralised staff developers was a matter entirely
for deans and faculties to decide.

The Directorate's concern was

simply that faculties made plans for staff development that were
acceptable and then fulfilled them.

How faculties decided to manage

their Learning Centres was a matter for them to decide, as were the
details of other aspects of

staff development.

As diversity

characterised the faculties, she thought that it was inappropriate for
the Directorate to impose detailed arrangements on them for the
promotion of staff development.
Although the approach articulated by the Directorate was ostensibly
non-committal about staff development arrangements, in effect it
represented an important retreat from the support given to the
'partnership' model some years earlier, by the Directorate of the
time, and reported in chapter 5.

Whilst the 'partnership' model was
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not completely rejected nor had earlier fears of many who were closely
involved, concerning the abolition of the EDU been realised, the new
arrangements for staff development were most emphatically aligned with
the 'management' mode 1.

Deans and heads of department were gi ven fu 11

encouragement to absorb staff development responsibilities into their
general managerial brief.

Any departures through assigning specialist

responsibility to academic staff were accepted but were not encouraged
as being the norm.

Thus when the activities and accommodation of the

EDU were curtailed by the Directorate, some of the surplus resources
were transferred to the Faculty of Computing and Information Studies
to satisfy its long-held aspiration to have its own Faculty Learning
Centre.

No appointment of a decentralised staff developer responSible

for the management of this Learning Centre was made.

This decision

contrasted with the earlier period in Polytechnic history when
faculties were obliged to appoint decentralised staff developers to
accompany the opening of Faculty Learning Centres.
Innovation Theory
The erosion of decentralised staff development at Birmingham
PolytechniC only three years after its introduction becomes more
explicable and understandable when innovation theory is used for
analysis.
For simplicity, one theory only, the model of adaptive development
postulated by Lindquist (1978) and used for analysiS in chapter 6,
will be employed.
The failure of decentralised staff development to be a sustained
institutional innovation is attributable to the five key factors in
the model, linkage, openness, leadership, ownerShip and rewards.
The main means for linkage for the decentralised staff developers was
through the meetings convened for them by the EDU.

These meetings

connected the decentralised staff developers with one another and with
the wider Polytechnic.

When these meetings were terminated after two

years, no important means of linkage for the decentralised staff
developers remained.
Openness was not pronounced in the way that staff development was
reviewed by the Directorate.

For neither the decentralised staff
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developers or academic staff generally were consulted about changes in
responsibility for staff development.
Leadership was demonstrably important in the erosion of decentralised
staff development at Birmingham Polytechnic through the decisions of
the Directorate.

A new Directorate withdrew support for decentralised

staff development which also mobilised the factors of linkage and
openness.

The extended 'partnership' model was eschewed in favour of

increased management responsibility for staff development.

In

exercising their responsibility for staff development, the deans
tended to follow the lead given by the new Directorate.
The factor of ownership can be clearly identified in the process of
erosion.

The decentralised staff developers were never extensively

owned by their faculties, for they were in many respects outsiders as
described in chapter 9.
was little shown.

Ownership of the innovation by academic staff

Thus consultation with the decentralised staff

developers by academic staff was on average infrequent or never in
most faculties as shown in Table 12.17.

Most importantly,

decentralised staff development was a system inherited by a new
Directorate from its predecessor.

The new Directorate had played no

part in the making of the system.

It was divorced from the conception

of decentralised staff development and the expectations associated
with it.

In effect therefore, the Directorate had no ownerShip of the

system.
As far as rewards were concerned, the decentralised staff developers
offered rewards through the facilities of Faculty Learning Centres.
Academic staff in most faculties were satisfied with these faci li ties
on average, as shown in Table 12.14.

However the rewards were still

available to academic staff when decentralised staff development
appointments ceased or were curtailed.

For Faculty Learning Centres

continued to satisfy the professional needs of academic staff under
the more direct control of deans.
The failure of the innovation of decentralised staff development to be
sustained at Birmingham Polytechnic can be explained therefore by
innovation theory, of which Lindquist's model of adaptive development
has been shown as a helpful example.
Views on the Role of Decentralised Staff Developers
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When the views of the Directorate, the EDU, and the decentralised
staff developers were obtained in response to the paper, Academic
Staff and Faculty Learning Tutors at Birmingham Polytechnic (Appendix
6), some divergence and some agreement in opinion was shown.
For the Directorate, the Assistant Director for Staff Development, was
not very forthcoming in commenting on the role of decentralised staff
developers (Green, 1989).

Whilst she expressed no strong disagreement

with the paper, (Appendix 6), it was for her an assessment of an
exercise that had been superseded by subsequent events.

She was

unwilling to discuss the details of the role of decentralised staff
developers when there was no stipulation upon faculties to appoint
them.

Her concern was that faculties participated in the planning

process and that in so doing, staff development was encompassed.
Effective management by deans and heads of departments was for her of
the essence in promoting staff development.

Whilst she was prepared

to accept that some faculties might decide that it was best to appoint
decentralised staff developers, she did not want to debate the details
of how they might best fulfil their responsibilities.

She maintained

that management was best able to reconcile faculty and personal
aspirations, although she did concede that staff development within
the Polytechnic did require greater attention by faculties and that a
more sophisticated process of staff appraisal was probably needed.
The two centralised staff developers differed to a small extent about
the role of decentralised staff developers.
The head of the Unit maintained that the original concept of the
decentralised staff developer was more than a provider of tools
technology <Farmer,

1989).

He was not surprised at the failure of the

role in practice to fulfil its promise.

Lack of support and belief by

management and the limited qualities of some of those appointed to the
posts had imposed limits on its success.

In any event his knowledge

of the wider higher education system told him that staff development
was a difficult process to promote, with much against it.

However,

the decentralised staff developers had largely opted for the easy side
of the job.

He thought that the credibility of decentralised staff

developers was necessary for them to be successful.

He was of the

view that there was scope for decentralised staff developers to fulfil
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an eclectic role successfully, provided that the conditions were
propitious.
His colleague in the EDU was open-minded about the possibilities for a
decentralised staff development role (Eastcott, 1989).

She agreed

that there was much unmet need amongst academic staff and that the
product-orientated model which had been prescribed for the
decentralised staff developers had probably not been the most suitable
allocation of responsibility.

There were advantages however, with

centralisation of staff development, in the specialisation that it
could afford.

She was undecided about the possibilities for

decentralised staff development roles.
The major point of agreement amongst the five decentralised staff
developers was to uphold the achievements of their posts.

In support

of this claim, reference was made to the improvements that they had
secured for the benefit of academic colleagues in their faculties.
Many services had been developed in the Faculty Learning Centres that
had represented real gains for academic staff in the extended and
improved range of technical assistance upon which they could rely.
One decentralised staff developer elaborated further by referring to
the time consuming but highly vital liaison that he maintained with
technicians throughout his faculty to ensure provision of adequate
services in more than just the Faculty Learning Centre.
A second and major point of agreement amongst the five decentralised
staff developers was that in starting and maintaining a Faculty
Learning Centre, considerable benefits had been brought to students.
Indeed it was held that students were the major users rather than
academic staff of at least some of the Faculty Learning Centres and
had beneH ted very much from the facilities that were provided.

Thus

it was asserted by the decentralised staff developers that minimal
staff use was counterpoised by considerable student use.

However, the

decentralised staff developers seemed oblivious of the opinion
expressed by students in the letter from the Students Union to the
Directorate about Faculty Learning Centres (Appendix 49).

It did not

uphold the view of the decentralised staff developers that students
were frequent and appreciative users.
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A further point of agreement amongst the decentralised staff
developers, although less explicitly, was the view that activity to
promote equipment and materials was an appropriate first stage in
establishing a decentralised staff development role.

For it provided

tangible and understandable help to staff that could meet needs of
which they were aware.

Credibility could be earned by the

decentralised staff developer from doing this and that would enable
him to take initiatives subsequently that were broader and likely to
be accepted by staff.
The idea of an eclectic role for decentralised staff developers was
supported by three of the decentralised staff developers.
with the facilitator role.

They agreed

Two of them felt that their occupation of

the role had been constrained by the lack of support of deans and
heads of departments.

Additionally there had been much lack of

support and resistance from academic colleagues to participation in
activities that had been initiated, because they felt that they had
little to gain from them.

For one of the decentralised staff

developers who supported the eclectic role, its fulfilment presented
him with difficulties.

For although he aspired to fulfil a wider

brief, he lacked confidence and experience to carry it out (Hayes,
1989).

The eclectic role was seen, in general as being a worthwhile

and positive way of promoting staff development by three of the
decentralised staff developers.
The two remaining decentralised staff developers emphasised that they
had not been expected to fulfil such a role nor had they sought to.
One was unwilling to declare himself on an eclectic role for he needed
time to deliberate on it (Harris, 1988).

The other, whilst not

expressing total opposition, identified several difficulties and
reservations about its fulfilment (Gardiner, 1989).
problems of expertise, credibility and time.

There were

To gain the credibility

of academic colleagues in fulfilling a broader role, some greater
expertise than he now possessed, would be necessary.

In fulfilling a

more eclectic role which encompassed teaching and learning methods,
there would be insufficient time to do both that and discharge
existing responsibilities.

Finally a broader staff development
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emphasis to the role would jeopordise meeting the needs of students
which were currently well served.
Conclusion
More than three years after its introduction to Birmingham
Polytechnic, decentralised staff development had been reduced to three
faculties only and the EDU had been curtailed.

Responsibilities for

staff development had been transferred to the deans and heads of
departments.

This institutional erosion of the 'partnership' model

had been brought about by a Directorate very different in composition
and perspective to that which had introduced decentralised staff
development.

The Directorate had asserted the ascendancy of the

'management' model and was uncommitted to the 'partnership' model.
The institutional erosion is well explained by innovation theory,
specifically, Lindquist's model of adaptive development.

The

decentralised staff developers in post were still largely exponents of
the product-orientated model.

However, amongst the five individuals

last in post as decentralised staff developers and the two centralised
staff developers, there was support for an eclectic role, albeit with
some neutrality and reservations.
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CHAPTER FOURTEEN
COVENTRY POLYTECHNIC AND DECENTRALISED STAFF DEVELOPMENT
Introduction
In chapter 3 it was stated that as a result of information obtained
informally, i t was understood that Coventry Polytechnic had introduced
decentralised staff development.

Accordingly, it was decided to

conduct another case study to yield further information about the
models of staff development practice, the relationship between the
practitioners of the 'partnership' model and the arrangements made to
extend the 'partnership' model throughout the institution.

The three

interviews which were arranged with accompanying documentation
identified the internal scheme of secondment of academic staff to the
centralised staff development unit as the innovative means for
extending the 'partnership' model.

Therefore, the chapter addresses

the scheme amd its implications for decentralised staff development.
The Scheme for Secondments
The sole centralised staff developer at Coventry Polytechnic proposed
an innovation in the arrangements for staff development which was
accepted by the Directorate for introduction in 1987.

The innovation

was for a scheme of half-time secondments of a year's duration, from
each of the five faculties of the Polytechnic to the centralised staff
development unit, the Learning Systmes Centre <Appendix 50).
Individuals who were appointed to the half-time posts would meet upto
half of their existing teaching responsibilities and assume new staff
development tasks.

These tasks were defined as threefold: to identify

scope within their department or faculty for

staff development

activity and to promote it; to carry out a specific project which
would produce a change in teaching and learning; to participate in the
activities which the centralised staff developer promoted.
The innovation was conceived as a means of increasing opportunities
for academic staff to innovate in their work and to provide assistance
for the centralised staff developer to carry out his responsibilities.
Ideas for the scheme were inspired by discussions in SCED (Cox, 1989).
The experience gained from the introduction of a small projects scheme
in 1985, based on the staff release scheme pioneered by Brighton
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Polytechnic (Cox, 1987), was clearly a major influence on the
secondment scheme also.
As far as the decentralised staff development role was concerned, it
is very apparent from the information that was available to staff
<Appendix 50), that whilst the proposal had the virtue of considerable
openness, it also had the vice of lacking any guidance or expectation
about the definition of the role.

For no clear model of staff

development practice was implied.

The proposal for decentralised

staff development activity was not at all foremost in the scheme for
secondments which was essentially a hybrid.

For it combined three

separate principles of staff development: the role of decentralised
staff developer, staff release, and additional assistance for the
promotion of centralised staff development activities.
The significance of the scheme for secondments was that it represented
some consolidation of the 'partnership' model within the institution,
for as a single-handed practitioner, the centralised staff developer
was fairly limited in the range of activities that he promoted.
Academic staff who were already familiar with the centralised staff
developer through some form of shared interest came to be appointed to
the posts from four of the five faculties for the first year beginning
in September 1987.

For the second year of the scheme beginning in

September 1988, eight appOintments were made from all five faculties
to the half-time posts, two of which were renewals from the first
year.
Implementation of the Scheme
The implementatjon of the scheme was managed by the centralised staff
developer through weekly meetings between himself and those who had
been seconded.

At first the meetings were formally organised with a

printed agenda and recorded minutes.

This formality was soon

abandoned when it was considered unnecessary as a means of informing
the Directorate, whose interest was not strong.

The weekly meetings

were the means by which those seconded and the centralised staff
developer exchanged information and gave mutual support for their
common endeavour.
The meetings were primarily focussed upon the projects that each of
those seconded were developing and which was their major motivation
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for the secondment.

Indeed for most of those seconded, the project

represented a continuation of work which they had already begun.
During the second year of the scheme when the number of those involved
was larger, it was agreed to divide the weekly meetings into two, to
better facilitate discussion of the two major common interests.

The

two meetings were associated with curriculum development and access
and continuing education.
Attendance at the weekly meetings was not restricted to those on
secondment.

Other academic colleagues who were known to be interested

in the two subjects were included occasionally.

By the end of the

first year progress had been made with the four projects.

Thus study

skills had been developed for computer courseSj some progress had been
made in the revision of BTEC courses in business studiesj progress had
been made in making access courses in engineering ready for approval
by the Polytechnic and learning packages had been produced for art and
design purposes.
Interestingly, the small projects scheme introduced to Coventry
Polytechnic in 1985 and based also on the staff release principle
(Cox, 1987) was continued simultaneously with the secondment scheme.
Because the former scheme promoted projects that were less substantial
in aims and scope than the latter scheme, the centralised staff
developer had few demands made on him for support from it ..
Demands for help with centralised staff development activities that
were made of the seconded individuals were few.

They continued to

help the centralised staff developer in small occasional ways just as
they had prior to secondment.

One such way was through contributing

to the induction course for new academic staff to the Polytechnic and
discussing matters of common interest with the centralised staff
developer.

During the first year of the secondment scheme only one

new activity was promoted with the assistance of those seconded.

A

study skills programme was arranged for a whole week for students and
organised on a rota basis through a 'clinic'.

During the second year

of the secondment scheme the centralised staff developer made no
specific demands for assistance from his part-time colleagues.
refrained from doing so for two reasons.

He

He had been relieved of some

of the burden of his work by the appointment of a part-time
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administrative assistant.

He also felt unable to make more demands

upon his seconded colleagues because he considered them to be hardpressed to complete their projects and also continue to fulfil
substantial customary duties within their departments.
The very busy time that his part-time colleagues had, also led the
centralised staff developer to take no initiatives to encourage them
in their decentralised staff development role.

He was keenly aware

that their primary objective was to complete or make significant
progess with their projects.

He also took the view that the projects

were valuable developments which would bring benefits not only to
those individuals directly concerned with them but the wider
Polytechnic.
No interest was shown by the seconded individuals in developing the
decentralised staff developer role and it was not raised for
discussion with the centralised staff developer either individually or
by the group.

Any decentralised staff development activity that was

pursued was extremely slight.

The experience of two of the seconded

individuals indicate that little was undertaken in this role.
One of the seconded individuals who was interested in the
decentralised staff developer role found that there was no interest or
support from colleagues, his Head of Department or the Dean of his
Facul ty for him to fulfil that role (Horsman, 1989).

Indeed he found

considerable re:3istance to his secondment so that he was only modestly
successful in completing his project which was to assist in the
revision of several courses for external approval.
Another of the seconded individuals was successful with his project
for promoting greater access to the Polytechnic through the
modification of courses outside it which were accepted for admission.
He was able to promote decentralised staff development activity a
little.

Thus he organised several seminars for academic COlleagues,

mainly in his Department.

The purpose of the seminars was to transmit

knowledge about course design.

He was also on occasions consulted by

his Head of Department about matters of staff development.

For this

seconded individual, the decentralised staff developer role was only
slightly less marginal than his peer.

Prior to his secondment, he had

arranged seminars in his department with the help of the centralised
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staff developer (Lowe, 1989).

Thus the secondment had simply

maintained his informal decentralised staff developer role which
accorded with the prescription-orientated model of practice.
In general, those who were seconded did not pursue the decentralised
staff developer role, nor were they encouraged so to do from any
quarter.

They were primarily involved with the completion of a

project and not with being a consultant of any particular practice
orientation, to their academic colleagues.

Although the centralised

staff developer as the architect of the secondment scheme originally
intended to promote decentralised staff development, he was in no way
disappointed by its failure to be realised.

For he considered that

the scheme had produced some very important and tangible changes in
staff development, the influence of which would be diffused throughout
the institution albeit through informal and unsystematic activity.
HiE. view of the staff release principle was apparently symptomatic of
the view of Gibbs that it is "a more cost effective method of bringing
about Change than employing more educational development consultants
(1987b, p.36).

II

However, evidence of the influence of the scheme upon

the professional development of academic staff at Coventry Polytechnic
was not available.
When the case study was closed it was understood that the scheme for
secondment was unlikely to remain the same in the future, for it was
under review by the Directorate.

It was expected that the purposes of

the scheme would be altered to achieve organisational Change which the
Directorate planned for the future of the Polytechnic.
Conclusion
The appointment of decentralised staff developers was proposed in a
scheme for the secondment of academic staff to the centralised staff
development unit at Coventry Polytechnic.

In the course of

implementation, the proposal lapsed in favour of staff release, a
rival principle embodied in the scheme, which was considered of
greater value.

As a result, the arrangements for staff development at

Coventry Polytechnic resemble those currently at Brighton Polytechnic
which were approximated to the 'shopfloor' model in chapter 4.

The

models of staff development responsibility are evaluated in chapter
16.
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CHAPTER FIFTEEN
THE PRACTICE OF STAFF DEVELOPMENT
Introduction
In this chapter, the product-orientated, prescription-orientated,
process-orientated, problem-orientated and eclectic models of staff
development practice, first recognised as significant in chapter 2,
are evaluated from evidence about them which has been reported in
later chapters.

The evaluation is made to determine the relative

advantages and disadvantages which arise from adoption of the
respective models by decentralised staff developers seeking to meet
the professional needs of academic staff.

The entrepreneurial model

first recognised as important in chapter 7 is also discussed.

The

three macro models of staff development responsibility are evaluated
in chapter 16 and conclusions are drawn about the role of the
decentralised staff developer in the future in chapter 17.
The Product-Orientated Kodel
The product-orientated model offers material resources to academic
staff, in order to bring about improvement in professional competence.
The product-orientated

st~ff

developer is responsible for the

acquisition and management of a wide range of material items such as
audio-visual aids, printed materials and computers and instructs his
colleagues in the best use of these facilities to solve the problems
that they present to him.

The product-orientated staff developer is

very knowledgeable about many aspects of equipment and materials,
which he places at the disposal of his colleagues.

This model has the

benefi t of having been well-established historically.

For support

given to it by the Brynmor Jones report of 1965 encouraged the
appointment of staff developers in higher education institutions who
were responsible for promoting the use of technological aids.
Three assumptions are embodied in the product-orientated model.

The

first assumption is that academic staff will welcome the very direct
and tangible benefits of the product-orientated staff developer and
will positively utilise his very practical services for the purposes
of professional improvement.

Within this assumption is the

implication that without the product-orientated staff developer, there
may be difficulty or delay in securing the benefits for academic staff
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of the latest technological devices suited to higher education.

The

second assumption is that academic staff attach high importance to
equipment and materials for they offer significant means for improving
professional capacity.

Accordingly staff development practice has to

give a priority to such attachment.

The third assumption is that the

product-orientated staff developer, from a basis of very specific
technical matters, will develop a relationship with his colleagues
which will broaden out to more fundamental matters of professional
concern.

Staff development by stealth is the essence of the

assumption here.
In contrast to the assumptions or claims of the product-orientated
model, a major weakness with which it is associated is that it offers
only a very restricted, superficial or even inappropriate assistance.
Thus it is seriously deficient in the professional help that if offers
to academic staff.
At Birmingham Polytechnic, the product-orientated model was practised
by

some staff tutors and was the micro model which was proposed

<Appendix 23) and which prevailed subsequently amongst the
decentralised staff developers at the same institution.

Its

practitioners overall, shared all three assumptions or claims made by
the model.

Evidence from the same institution provides some

illumination of the assumptions made in the model.
The first assumption made in the model about use of material resources
is given some support.

Thus as a result of the activities of the

decentralised staff developers in creating and managing Faculty
Learning Centres, academic staff in three of six faculties visited
their Centres on average, very or fairly often <Table 12.12).

Use was

made by academic staff of most of the major facilities in the Faculty
Learning Centres <Table 12.13).

Moreover, academic staff on average,

were contented with their Faculty Learning Centres and felt that they
gave them some helpful assistance <Table 12.14).

Indeed in the two

faculties where there was dissatisfaction, it was because either there
was no Faculty Learning Centre or the one that was available was
considered to be under-resourced <Tables 12.14 and 12.15).
The second assumption about the value attached to equipment and
materials does not receive much support.

Thus when academic staff
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were asked to rate the importance of ten factors in assisting them to
make changes in their work, the factor of equipment and materials was
rated only as fairly important, together with five other factors
<Table 29).

Academic staff did not distinguish material assistance

as of overriding importance for their professional development.
The third assumption of a broadening consultative role is not
supported.

Thus academic staff on average, consulted the product-

orientated decentralised staff developers very little and when they
did it was largely confined to equipment and materials (Tables 12.17
and 12.18).

There was little progression in consultation from

specific and technical matters to professional matters that were of
wider and more profound importance.

The lack of progression might

have been a consequence of a lack of competence or skill on the part
of the decentralised staff developers.

It is unknown if that was the

case.
For most of the decentralised staff developers practising the productorientated model, the failure of their role to evolve to a broader
model of staff development practice was a matter of some
dissatisfaction.

Staff did not expect from them assistance other than

with equipment and materials.

The comment of Boud and McDonald that

"people working with this model are likely to be limited in their
effectiveness by the image that they have created in the rest of the
education community" (1981, p.4) seems particularly apposite.
product-orientated model does not permit for other than a

The

n~rrow

and

limi ted consul tati ve role for decentralised staff developers.
The major weakness of the product-orientated model of narrowness is
supported by evidence from Birmingham Polytechnic.

Thus when academic

staff were asked to rate the importance of several factors for
assisting with change in aspects of their work, on average, they
showed that four factors were highly important and six, of which
equipment and materials was one, were fairly important (Table 12.29).
In effect, therefore, a multiplicity of factors were considered by
staff as being helpful for them professionally.

By implication,

professional assistance that addressed the single factor of equipment
and materials only satisfied a small portion of the professional needs
of academic staff.
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A further indication of the inappropriateness of the productorientated model is shown in the substantial dissatisfaction expressed
by academic staff, albeit a minority, with seven major aspects of
their professional competence <Table 12.31).

For the product-

orientated model does not appear as a very suitable model for staff
developers intent upon diminishing that dissatisfaction with
professional competence.

A wider range of activities promoted by the

decentralised staff developer are suggested as being necessary rather
than assistance with equipment and materials alone.
Overall therefore, the product-orientated model can only be modestly
commended for the role of decentralised staff developers.

Whilst the

model may succeed in promoting greater use of material resources, such
resouces only provide a partial contribution to satisfying the
professional needs of academic staff.
to matters of material assistance.

The model confines consultation

Yet there are various professional

needs that academic staff wish to satisfy.

Material resources are but

one single factor of several, which academic staff consider as
important for promoting their professional development.
The Prescription-Orientated Kodel
The practice of the prescription-orientated model involves the staff
developer in a relationship with his academic COlleagues which is
likened by Rutherford (1982) to that of a doctor and patients.

The

model upholds the staff developer as an expert who alone, is entirely
capable of diagnosing various staff development problems and
determining the most suitable treatment for remedying the problem.
The major assumption or claim made by the model is that professional
development can be furthered through the conformity of academic staff
with the guidance and direction of an expert who is distinguished by
the knowledge or expertise that he has accumulated.

Formal training

courses which are fairly didactic or instructional represent an
important expression of the model.

In support of the model, Brown and

Atkins (1986) conclude that academic staff welcome high quality
training courses and quote Koses (1985a) with approval, that wellorganised prescriptive training activities can satisfy the
professional needs of academic staff.
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Criticism of the model pOints out two major weaknesses.

The first is

the one-sided nature of the relationship between the staff developer
and academic staff.

Because academic staff are required to comply

with the specifications of the staff developer, they are likely to be
resistant to the activities of the prescription-orientated staff
developer.

Thus both Hewton (1982) and Bligh (1982b) warn of the

resistance of academic staff to professional activities which are
imposed.

The prescription-orientated model fails to have proper

regard for the adult status of academic staff or for their prior
learning.

As adults, academic staff will wish to share in decisions

about their professional development and to be active participants
rather than passive recipients in such activities.
learning that they will wish to use.

They have much

The model makes light of their

prior learning or their acceptance or consent to what is prescribed.
Accordingly, it seriously jeapordises the prospects of effectively
influencing staff.

The model conspicuously emphasises that academic

staff are in the role of learners.

As such, Bligh (1982b) points out

that many academic staff will be threatened when they are divested of
their authority, status, expertise, and power.

Little learning is

likely to be result.
The second weakness of this model, as Rutherford (1982) points out, is
the breadth of expertise that is assumed in its exponents.

It does

not seem feasible that exponents of the prescription-orientated model
will have a sufficient commanding knowledge of all aspects of
professional development for them to be able to provide definitive
answers to all problems that are presented to them.

For the sheer

complexities of teaching and learning and its social and
organisational milieu does not seem susceptible to definitive answers
from a single source unless deceptively simple and universalistic
formulae are proffered.

Nor is the prescription-orientated model

likely to be able to respond adequately to the multitude of
disciplinary cultures identified by Hewton (1982), which characterise
academic life.

Essentially therefore the prescription-orientated

model is liable to offer an insufficiently sensitive, flexible or
personalised approach to staff development.
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The evidence from Birmingham Polytechnic provides some qualified
support

for the model for it does meet some of the professional needs

of academic staff.

Academic staff showed on average, that they

considered that three factors that were most indicative of the
prescription-orientated model, advice, information and training were
fairly important in assisting changes in aspects of their work <Table
12.29).

Whilst some endorsement of the prescription-orientated model

was shown, it is also clear from the importance attached to other
factors that the prescription-orientated model is supported as a
contribution to staff development rather than the answer.

The

prescription-orientated model as a contribution rather than the answer
to professional development is also indicated in the expression by
academic staff of their feelings of dissatisfaction with aspects of
their professional competence <Table 12.31).

The aspects about which

there was varying but substantial dissatisfaction do not appear to be
susceptible to remedy through the application of the prescriptionorientated model alone.
The weaknesses of the model are substantiated by the evidence from
Birmingham Polytechnic.

Thus the prescription-orientated model

characterised the proposal on paper for professional tutors <AppendiX
10)

and even more emphatically in practice.

As a result, the

threatening features of the model were perceived as dominant and there
was minimal adoption of the proposal.

Subsequently, the proposal on

paper for staff tutors implied adoption of the model (Appendix 13)
which also stimulated considerable opposition prior to its nominal
acceptance.

Later on, the prescription-orientated model was only

represented slightly amongst staff tutors in practice and was
abandoned entirely in the third successive proposal for decentralised
staff developers at Birmingham Polytechnic <AppendiX 23).

None of the

decentralised staff developers in practice subscribed to the model.
The weaknesses of the model made it unpopular with academic staff and
stimulated opposition to its adoption which was to a large extent
successful.
Overall, it appears that the prescription-orientated model can make a
useful contribution to the role of the decentralised staff developer.
Academic staff do value for their professional development the general
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guidance, advice and knowledge through practical training that the
model dispenses.

However, the model has to be applied in appropriate

circumstances for it to be of value.
contribution

A recognition of the

of the model is made in the training of university

teachers where the code of guidance distinguishes between training
activities which are recommended for less experienced staff and
workshops and seminars for experienced staff (CVCP 1986).

The model

therefore seems suitable for some purposes or occasions such as
induction or where some instructional activity is necessary.

However,

it is insufficient as the entire basis for staff development
activities promoted by a decentralised staff developer.

For the

weaknesses of it mean that it cannot satisfy all the professional
needs of academic staff.
The Process-Orientated Kodel
The process-orientated model offers to academic staff greater
understanding and skill in human relationships and actions.

The model

attaches great importance to the individual and his needs.

Thus there

is a recognition of individual differences and according to Kain
(1985), a keen responsiveness to the diversity of learning styles of
adults.

Practitioners of the model arrange individual discussions and

informally organised training activities.

In the activities which he

org-anises, the process-orientated practitioner shares much of the
responsibility with academic staff for the diagnosis and remedy of
problems.

Indeed the practitioner seeks to build up the independence

and self-reliance of staff so that they are capable of resolving
problems by the use of their own personal resources.
A central assumption of the model is the critical importance attached
to the factor of self-motivation for effective action to secure
professional improvement.

Informal in approach, the model stresses

experiential learning, self-awareness, inner feelings and the
importance of personality.

The model thus offers opportunities which

may be few in the daily organisational life to review and attend to
personal performance of professional duties.

The model particularises

and personalises the processes for professional improvement.
model is well suited for the occupation of teaching in higher

The
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education because it is characterised by personal autonomy and the
employment of inter-personal skills.
Criticism of the model highlights four weaknesses

which are intrinsic

to it and concern the association with personal problems, the
responsibility of academic staff, the time required and the
institutional context.
Boud and McDonald (1981) refer to the association of the model with
problems and weaknesses or inability to cope rather than as a positive
and constructive activity.

Rutherford (1982) too concludes that the

training activities in British universities that have been associated
with the model have not received an encouraging response from academic
staff.

Therefore, although proponents of the model uphold it as being

appealing and non-threatening to academic staff, it is considered to
be very discouraging and threatening to many.
The model may place more responsibility upon academic staff and a
greater obligation for their active participation than many are
willing to give.

An elaboration of this weakness is given by Moses

(1985) who cites the advice of one staff developer against asking
staff to identify their own professional needs as a basis for a
programme of staff development.
all academic staff.

For the approach is not welcomed by

She also observes that not all staff wish to be

party to activities which encompass personal as well as professional
development.
The time required to practise the model is a further limitation.

For

the time needed to recognise and respond adequately to individual
needs may be very time consuming.

The time given may be well used by

those individuals who consult the process-orientated staff developer
but such a service seems destined for delivery to a few only.

Whilst

a high quality service may be delivered, its value is somewhat
diminished by its restriction to small numbers of academic staff.

The

influence of the process-orientated model accordingly, may be very
small.
The final weakness of the model is its marginalisation of the
institutional context in which individuals work.

By emphasising

individual needs, resources and self-development, the model relegates
in importance those wider factors which impinge with great influence
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upon individual behaviour.

Thus the norms, customs, tasks.

organisational obligations and expectations that surround the
individual member of academic staff are minimised and made peripheral
by the model.

The organisational framework and social context may be

neglected by the process-orientated model which is to the ultimate
disadvantage of academic staff.
The process-orientated model was not at all conspicuous in the
evidence from Birmingham Polytechnic although it did offer some
support for the relevance of the model to meeting some professional
needs.
The model commanded sufficient support for it to be recommended in the
proposals on paper for the introduction of professional tutors
<AppendiX 10) and staff tutors <AppendiX 13).

It was subsequently

practised by some professional tutors and staff tutors with success
apparently.

Despite that, it was not recommended for use by the

decentralised staff developers (Appendix 23), nor was it practised by
them.
Academic staff at Birmingham Polytechnic showed that the model could
satisfy some of their professional needs.

Thus they indicated on

average, that the factor of personal satisfaction was one of four
factors that was considered highly important in assisting change in
aspects of their work in the future <Table 12.29).

Indeed, it secured

the greatest proportion of support in any of the four categories for
any of the ten factors.

It therefore seems reasonable to infer that

for those academic staff who felt dissatisfied with aspects of their
professional competence <Table 12.31), there was undoubtedly some
scope for the process-orientated model of staff development practice
to make a worthwhile contribution.

For improvement in some of the

seven aspects listed, for example guidance and counselling, could be
brought about by activities promoted by a process-orientated
practitioner which would satisfy some, if not all academic staff.
The conclusion that arises from evaluation of the process-orientated
model is that it provides a useful approach for decentralised staff
developers through its capacity to satisfy some professional needs of
academic staff.

Nevertheless, its undoubted limitations suggest that
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by itself, it is not sufficient for the role of decentralised staff
developers in promoting professional development in its entirety ..
The Problem-Orientated )lodel
The problem-orientated model upholds the value of peer learning by
academic staff as the way to secure professional improvement.
Collaborative effort by academic staff, supported by the staff
developer, in which common professional problems are investigated and
solved, is the preferred mode of activity.

The model casts the staff

developer in the role of researcher and organiser who promotes joint
research activity through pairs or groups.

The working party is a key

feature of the model.
The major assumptions of the model rest on its research character, the
commitment generated and the tangible outcome.
The model invites academic staff to engage in joint research, an
activity which many will be familiar with and have a respect for as
Boud and McDonald (1981) and Rutherford (1982) point out.

The

activity has an appeal for academic staff because the research is
fostered through mutual encouragement and support over a matter of
common interest.
The model assumes active participation and commitment by staff as
essential elements in activities which are promoted.

It is further

assumed that because the interest of academic staff is integral to the
practice of the model, activity which is promoted is likely to be made
relevant and meaningful to the participants.

Because the academic

staff share much of the responsibility for the activities that are
engineered it is expected that there will be a satisfaction of their
professional needs.
The model implies that a tangible outcome will be secured from the
shared activity.

It may take various forms such as a research report,

new teaching materials or a new curriculum.

As such, the outcome is

one that can be widely reported and promoted or publicised to
influence others.

Essentially the kind of activity that is created by

the model lends itself to being applied widely within the institution
and not being confined to lone individuals.
Convincing though these assumptions may be, criticism of the model
identifies three weaknesses: it ignores expertise, exaggerates the
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appeal of mutual support and overestimates the capacity for
commi tment.
The model makes little use of the expertise, knowledge and solutions
which are available in the literature or in the existing practices of
academic institutions.
wheel.

It thus risks regularly re-inventing the

So whilst it supports novel activity which may be valuable and

motivating for the participants, it can be inefficient in disregarding
well-established professional wisdom.
Although mutual support and encouragement for the purposes of research
may be generated by collaborative activities, not all academic staff
will welcome and respond positively to such a formula.

Indeed,

outside universities, research is less common and so the model will
have less of an appeal.

)lore fundamentally, however the criticism is

made that the model underestimates the human and individualistic
a:3pects of academic staff.

Correspondingly, the appeal of the model

will be much less than is assumed.

Many staff will prefer to address

their professional problems in an individual way rather than through a
more co-operative or collaborative working method.
The final weaknes:3 of the problem-orientated model is that it assumes
much more time, effort, skill and general commitment to the activities
which are promoted than will be forthcoming.

The demands of regular

meetings may be as difficult for the staff developer to sustain as for
his academic colleagues to fulfil.
Birmingham Polytechnic offers some illumination on the model.

It was

utilised to a small extent by staff tutors and valued highly enough to
be recommended for the practice of decentralised staff developers
<Appendix 23).

The claim of the model to have an appeal to academic

staff is given some endorsement.

For academic staff on average, rated

the factor of support and encouragement as highly important in
assisting changes in aspects of their work in the future <Table
12.29).

Accordingly some of the dissatisfaction that was expressed

with aspects of professional competence could be remedied by activity
that was characteristic of the model.

The two aspects of projects and

research and curriculum development appear to be most suitable for
this approach.
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Nevertheless, further evidence from Birmingham Polytechnic also
confirms the weaknesses associated with co-operative activity and the
commitment necessary.

There was little problem-orientated activity

which occupied the decentralised staff developers despite their brief
to promote it (Appendix 23).

The lack of such activity is

attributable to the lack of appeal of the collaborative method both
for academic staff and decentralised staff developers.

The eventual

dissolution of the working party in the Department of Sociology and
Applied Social Studies was also occasioned by the failure of sustained
commitment to its colloborative nature and possibly a lack of appeal
to individual interests.
Overall the problem-orientated model seems to provide one element of a
wider model for decentralised staff developers.

For its limitations

do not recommend the model strongly enough for practice on its own by
decentralised staff developers.

Other models seem necessary to

complement the weaknesses of this one.

For not all academic staff

will respond positively to the problem-orientated model because it
does not satisfy their professional needs.
The Eclectic Model
The eclectic or diplomacy model upholds that diversity and uniqueness
characterise academic staff and the contexts in which they seek
professional development.

Further, academic staff will wish to obtain

assistance for professional development on terms that they consider
appropriate.

Accordingly, the staff developer has to negotiate with

academic staff to secure agreement over activities which he promotes.
A corollary of negotiation is a capacity on the part of the staff
developer to possess a repertoire of techniques from which he can
select appropriately to solve problems of professional development.
The central assumptions of the model are therefore diversity of
professional needs, the necessity of negotiation and the potential use
of a variety of approaches.
The model recognises the enormous complexity and diversity which
comprises academic life in higher education.

Many different factors

may influence and constitute the problems which arise in the
professional development of academic staff.

There is thus a

considerable uniqueness in the demands which are made of the staff
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developer by academic staff.

Lindquist (1978) offers a helpful

simplification of the complexity in his analysis of academic staff as
being many sided.
creatures.

They are rational, social, emotional and political

There is thus no single cause or factor which determines

problems of professional development.

The multi-faceted nature of

professional development is further highlighted by Kolb (1981).

For

he stresses that adults approach learning in a variety of ways.

The

complexity and diversity of cognitive processes necessitates proper
recognition and acceptance by the staff developer for effective
activities to be promoted.

Ignoring the varied approaches to learning

which prevail amongst academic staff will only be to the detriment of
any staff development activities.
The necessity of negotiation is an assumption of the eclectic model
because academic staff as adults have wishes which need to be
respected.

In any case, staff development activities for their

success are dependent upon the acceptance and consent of academic
staff.

Effective staff development activities must be relevant to

academic staff.

So negotiation is required so that the staff

developer obtains the commitment of academic staff as a result of
sharing the responsibility for whatever is decided.

Negotiation

avoids imposition of activities by the staff developer with the
attendant risks of inappropriate and ineffective aims.

Through

negotiation, activities can be designed to satisfy the concerns of the
staff developer and academic staff.

Negotiation is essential to

contend with the existence of different organisational cultures,
disCiplinary cultures and perspectives or paradigms about educational
change (Hewton, 1982).
Thus the staff developer will have to be sensitive to the different
management styles which prevail in institutions of higher education,
for there is no uniform culture.

By distinguishing the manner by

which decisions are made and implemented, he will be better able to
adjust his own activity to the style which is customary and expected
from participants in a particular organisational culture.
The different and sometimes conflicting values and norms associated
with disciplines are matters to which the staff developer will be
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obliged also to make differential responses if he is to be acceptable
to colleagues and exercise influence.
Above all, a flexibility of approach is vital with respect to the
broad perspectives or paradigms identified by Hewton (1982) as
traditionalist-functionalist, interpretive, radical humanist and
radical structuralist.

These paradigms represent very different

approaches to educational probems and their resolution.

A

simplification of them aligns traditionalist-functionalist with
planning and measurement, the interpretive with student perceptions of
learning, the radical humanist with active experience and student
choice and the radical structuralist with increased student power and
influence.

The staff developer has to recognise when the paradigms

are expressed in his encounters with his academic colleagues.

It is

then incumbent on him, through negotiations, to reconcile the
different expectations for educational change that are held both by
hi.mself and the different groups of academic colleagues to whom he is
a consultant.
The eclectic model presumes that no single method or approach is
suitable for all circumstances.

For any single approach has

weaknesse:3 which are intrinsic to it.

Any single approach only offers

partial answers to problems of professional development.

The adoption

of a pluralistic orientation can minimise the weaknesses or
limitations which are associated with the more Singular models of
staff development practice.

The more singular models of staff

development practice are not eschewed.

Instead, they are all

recognised as having a contribution to make rather than providing the
answer.

The product-orientated, prescription-orientated, process-

orientated and problem-orientated models are all seen as of value for
certain occasions.

Lindquist (1978) stresses that effective

professional development requires a combined strategy of rational
planning, social interaction, human problem-solving and political
action.

Staff developers as change agents therefore need to be able

to promote a multiplicity of activities which are identified by Berg
and Ostergren (1977) as staff training, organizational development,
action research, project groups, activity evaluation, staff mobility
and external contacts.
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The eclectic model with all its apparent virtues, still has
weaknesses.

Two weaknesses that stand out from the model are those of

the lack of versatility of staff developers and the conservatism of
the process.
The first weakness concerns the capacity of the staff developer to
have sufficient versatility that he can employ a multiplicity of
methods and negotiate with competence.

Thus it may be maintained that

the demands of the eclectic model are considerable and may not be
achievable by most practitioners.

Better to employ a narrower, less

ambitious but more feasible model it may be said.

The essence of the

weakness is that the eclectic model is attractive theoretically but
incapable of being applied successfully in practice.
The second weakness is that a modest degree of change only, is implied
by the model.

It has, to a degree, a conservative orientation, in

which there is respect for the status quo.

No assault or

determination to seek fundamental Change is implied.

For those of a

radical perspective who believe that fundamental changes are reqUired
by academic staff in higher education, the eclectic model may well
appear to be an ineffectual compromise.
Whilst empirical evidence is lacking from Brighton Polytechnic, as
described in chapter 4, to illuminate the claims made for the model
and the weaknesses attributed to it, it is available from Birmingham
Polytechnic.
Unfortunately the model was not visible in the practice of
professional tutors, or staff tutors, and only slightly in that of the
decentralised staff developers.

However, an indication of the

capacity of the model to satisfy the professional needs of academic
staff is suggested in the opinion expressed by academic staff of
factors which assist change in aspects their work in the future <Table
12.29).

Of the ten very different factors that were listed, on

average, four were rated as highly important and six as fairly
important.

Only an eclectic practitioner would be able to

successfully mobilise such a multiplicity of factors and thereby
facilitate professional development.

Practitioners of other models of

staff development would be more restricted in the factors that they
could activate for the same ends.
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The eclectic model is also supported by the self-assessment of aspects
of professional competence made by academic staff (Table 12.31).

A

substantial if minor proportion of academic staff were dissatisfied
wi th each of the seven aspects that were listed.

Thus a staff

developer would be obliged to initiate a mixture of activities if he
was intent on promoting extensive professional improvement.
Some evidence concerning the weakness of the impracticability of
eclecticism is also provided.

For the model was practised by the

centralised staff developers competently it would seem.

At least

academic staff used, albeit variably, the multiplicity of facilities
offered by the EDU (Table 12.23) to their apparent satisfaction.
Further evidence in support of the eclectic model is offered by
Brighton Polytechnic where it was the dominant model of practice for
those responsible for staff development at the institution.

The model

was employed effectively and its abandonment as a result of the restructuring of staff development arrangements was not attributable to
the failure of that model to meet the professional needs of staff.
The conclusion is inescapable that the eclectic model offers the most
promising and effective model for the role of decentralised staff
developers.

The weaknesses associated with it are remediable.

Centralised staff developers have long practised, successfully, some
form of the eclectic model of which the centralised staff developers
at Birmingham Polytechnic are but one example and the staff developers
at Brighton Polytechnic, another.

McAleese (1978) makes it very clear

that the eclectic model does not require a team but can be practised
successfully by single individuals.
The weakness of conservatism that is associated with the model,is
addressed by Hewton (1982) who observes that radical challenges to
higher education from those who are in an outside position, such as
staff developers, have seldom had an enduring success.

Better argues

Hewton (1982) for the practitioner to aim for more modest but
realistic change through seeking a settlement with academic staff.
Both Hewton (1982) and Bligh (1982b) stress that any changes in
professional development have to be accepted and implemented by
academic staff.

Without the consent of academic staff being obtained
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therefore, little serious change in professional development can be
expected.
The weaknesses of the model therefore are less serious than are first
supposed and the virtues remain unmodified.

Lasting change and

improvement in professional development can be brought about through
negotiations.

The superiority of the eclectic model over other models

rests on its integration of them within its framework with
corresponding benefits.

For it is the only model which truly

recognises and responds to the variable and complex nature of academic
staff and their professional activities.
The Entrepreneurial Model
Although no explicit references are made in the literature to an
entrepreneurial model, a brief suggestion of such a model is made by
warren Piper and Glatter (1977).

They observe that at the centralised

level of universities, media and education technology units undertake
commercial activities in management development and training
respectively.

They also conclude that such work is valuable.

Confirmation of an entrepreneurial model was shown by the commercial
activities of decentralised staff developers in three faculties of
Birmingham Polytechnic and by the increasing amount of commercial
activity promoted by the centralised staff developers.
The value of the entrepreneurial model is that of conferring upon
staff developers the benefits of additional resources and extended
experience, both of which may ultimately benefit academic staff.
By undertaking some commercial activities, staff developers can
augment the financial resources at their disposal.

The additional

resources may then be deployed to further activities with internal
academic staff.

Such additional resources might facilitate more

creative but costly activities or the provision of material and
psychological rewards for the academic staff who participate in them.
Brown and Atkins (1986) stress the importance of rewards like
hospitality for encouraging academic staff.

Arranging such rewards

can be a costly matter and may not be affordable easily from the
regular sources of finance to which the staff developer has access.
The entrepreneurial model can also benefit staff developers from the
extension of experience that it engenders for them.

For practice with
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a more variegated academic staff could improve the professional
competence of staff developers.

They may be able to apply or transfer

activities that are undertaken commercially to meet the professional
needs of their regular academic colleagues.

A secondary benefit for

the staff developers from their commercial activities is the enhanced
credibility that it may afford them.

For their claims as professional

practitioners of staff development can be buttressed by reference to
commercial activities which they have undertaken.

Reputation earned

from activities promoted outside an institution may then be a means of
enhancing professional credentials as a consultant with internal
academic staff.
The entrepreneurial model also presents danger for staff development
practice.

For by undertaking activities which are commercial, the

staff developer is diverting his efforts away from internal academic
colleague::;.

There is a risk consequently of diminution or

di:=;placement of acti vi ties which are promoted for internal academic
colleagues, by commercial acivities.

An enthusiasm for the

entrepreneurial model could be to the detriment of the regular
academic colleagues of staff developers, if it led to a neglect of
their professional needs.
If

the entrepreneurial model is adopted or imposed upon staff

developers for all their activities, internal as well as commercial,
as it was to the EDU at Birmingham Polytechnic then there are
considerable dangers.

For such an imposition obliges academic staff

to ensure payment for all but the most minor of facilities provided by
the staff developers.

That arrangement threatens to disrupt the

customary relationship between staff developer and academic staff by
reducing the accessibility of the latter and the independence of the
former.
The perception of academic staff towards the entrepreneurial model is
unknown.

Nor is much known about the practice generally inspired by

the model.
The benefits of the entrepreneurial model for the role of
decentralised staff developers can be secured if a balance of internal
and commercial activities is maintained.

To eschew the model entirely

eliminates the risks that it poses to staff development activities but
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also forfeits the benefits from the model.

A careful utilisation of

the model is the way to obtain additional resources and enhanced
expertise whilst safeguarding the professional needs of internal
academic staff.

The entrepreneurial model can be accommodated easily

by the eclectic model.

It can then add another interesting course to

the varied menu of the eclectic model as a whole.
Conclusion
The product-orientated, prescription-orientated, process-orientated
and problem-orientated models have been shown to be of value through
addressing different aspects of staff development.

However each also

has been shown to be intrinsically limited by offering only partial
answers to the resolution of staff development problems.

Similarly,

the entrepreneurial model too can make a useful contribution to
professional development activities i f it is deployed judiciously.
The eclectic model is characterised by negotiation and variety whereby
all the micro models may be used appropriately to achieve professional
development.

As a result, it has been shown to have a capacity to

satisfy the professional needs of academic staff in their entirety.
Accordingly. the model commends itself as the most suitable for the
role of the decentralised staff developer.
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CHAPTER 16
RESPONSIBILITY FOR STAFF DEVELOPMENT
Introduction
In this chapter, the three macro models of staff development which
were identified in chapter 2, 'management', 'shopfloor' and
'partnership' including its decentralised variant, are evaluated from
evidence about them which has been reported in later chapters.

The

evaluation is made to determine the relative advantages and
disadvantages which arise from institutional reliance upon the
respective models.

Conclusions are drawn about the role of the

decentralised staff developer in the future, in chapter 17.
The 'Management' Model
The 'management' model maintains that staff development is firmly and
properly within the province of the senior academic staff of an
institution of higher education.

Senior staff such as deans and heads

of departments are well positioned to initiate and organise activities
to promote professional development.

For they can determine easily

what the needs are and make appropriate arrangements to ensure that
they are satisfied.

In particular the managers of an institution of

higher education can ensure that the institutional needs for
professional development are adequately considered and provided for.
Indeed without the managerial prerogative for staff development, the
institutional needs could be neglected and with it, the functioning of
the institution as a whole impaired.

Staff development

responsibilities can be accommodated without difficulty by managers as
part of the general duties that they perform.
Despite the confident claim which is made for the 'management' model,
there are two weaknesses to which the 'model' is vulnerable.

They

concern the disregard for the concerns of academic staff individually
and the capacity of management to promote staff development
adequately.
Managers may fail to pay sufficient attention to the perceptions,
aspirations and expectations of academic staff which will vary between
individuals.

Managers are more likely to put institutional needs

before those of individual members of staff.
difficulty

They will be in

reconciling the institutional or organisational
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requirements with

support and assistance to staff which is more

indi vidually-orientated.

The problem is essentially one of combining

control and compliance with support and encouragement.

For managers

the promotion of staff development involves considerable tension and
conflict from having to harmonise very different interests.

Such a

conflict is likely to arise, when staff appraisal is wholly the
responsibility of management, making the process less than effective.
A further outcome or tendency which arises from managerial
responsibility for staff development, Yorke (1977) suggests, is the
ease with which measurable or formal activities may be supported
rather than activities which although not strongly demonstrable
organisationally, may actually be of greater significance for staff
development.

In the context of staff appraisal by management, this

tendency is likely to be shown by an emphasis on performance skills
which can be externally determined rather than personal qualities
manifested by self-appraisal which, in the view of Elliot (1988)
constitute the core of professional development.
The other weakness of the 'management' model is in the assumption that
is made of the capacity of managers to promote staff development along
with their other responsibilities.

The core of the problem is that

heads of departments have a very wide range of responsibilities.

Thus

Moses (1985) identifies 30 functions of heads of departments which she
divides into four categories, administration, staff and student
affairs, budget and resources and professional development which
included teaching and research.

In addition to the breadth of the

field of responsibilities, Startup (1976) suggests that there is
considerable variation in the way that heads exercise their
responsibilities.

It is unrealistic to expect that heads of

departments will be able to do justice to staff development alongside
all their other responsibilities.

The very onerous and wide

responsibilities of heads of departments are recognised by CVCP
(1985). It judges that given their breadth of responsibilities it
might be impracticable for a head to adequately fulfil all his duties.
It proposes a delegation of academic leadership, where necessary to
overcome the problem.

With such a breadth of responsibility carried

by heads of departments, the risk is considerable that staff
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development in their hands will be a marginal activity.

Other claims

on their time are likely to make it so.
Some evidence of the partial failure of heads of departments to attend
to their staff development responsibilities is cited by Moses (1985b)
and Moses and Roe (1985).

They report that although academic staff

attach importance to the responsibility for professional development
exercised by heads of departments in respect of both teaching and
research, the heads were rated as poor by them in terms of performance
regarding encouragement of teaching but successful in encouragement of
research.

In particular, a majority of academic staff felt that there

was no encouragement given for excellence in teaching.

Further data

on the failure of senior academic staff to initiate staff development
activity for less experienced colleagues is provided by Boud and de
Rome (1984).
The claim of the 'management' model to deliver staff development
activities satisfactorily to academic staff is given some support by
Birmingham Polytechnic.

Thus many staff expressed satisfaction with

the interventions that heads of departments had taken with them.

They

\vere appreciative of the willingness of heads of departments to listen
to them both during staff development interviews and on other
occasions.

Appropriate support too had been given, many staff felt,

through various means.

The satisfaction of staff with the

'management' model is well captured by the opinion of the last staff
development interview, where there was a widespread feeling that it
was satisfactory in assisting with professional aspirations (Table
12.9) .

Additionally, in their estimation of four factors on average, as
highly important in assisting change in aspects of their work in
future, academic staff implicitly allowed for activity by the
'management' model <Table 12.29).

For the factors, release from usual

responsibility, personal satisfaction, support and encouragement, and
student expectations are all capable of being promoted easily by
managerial activity.
Further support for the 'managerial' model is indicated by those staff
who were dissatisfied with aspects of their professional competence
(Table 12.31).

A substantial number intimated that initiatives in
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staff development from others, such as management, were considered
necessary and acceptable to bring about some improvement.
Birmingham Polytechnic also provides evidence which substantiates the
weaknesses of the 'management' model.

Thus for academic staff who

were dissatisfied with the staff development interview <Table 12.9), a
common reason for the dissatisfaction was the lack of attention paid
to their particular concerns and the assertion of organisational
requirements as an answer to their concerns.

A common reason for

dissatisfaction was the lack of serious interest on the part of the
head of department and his unwillingness to listen and value their
professional aspirations.

For some staff the annual staff development

interview was of ritual significance only.
The minimal impact of the staff development interview for profeSSional
development was shown by the small minority of academic staff who
reported that it promoted a change in their work (Table 12.10).
Academic staff also showed that heads of departments had made little
impact upon their professional development outside the staff
development interview.

Thus when they were asked to estimate the

importance of several departmental colleagues in assisting in changes
in their work in the past, they estimated heads of departments as
being of no importance (Table 12.11).

Contact made by the heads of

departments was of such an irregular frequency that little appropriate
support was given by them that was considered of notable value.

Heads

of departments therefore, were not close enough to academic staff to
significantly help many.

Few staff had much contact with them during

their regular working day.
In general, therefore, there is substance to the claim made by the
'management' model for responSibility for staff development.

Managers

can succeed in satisfying the professional needs of academic staff and
there is support from academic staff for them to continue to do so.
The claim, nevertheless is somewhat modified by the weaknesses which
are intrinsic to the model.

Management is seriously impeded both by

its concern for organisational considerations and the extensive
demands made upon it by virtue of its pOSition, for it to promote
staff development satisfactorily.

As a result not all academic staff

receive adequate attention to their professional needs by managers.
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Although Badley (1988) maintains that training as a priority for heads
of departments would enable them to improve the discharge of their
staff development responsi bllities, the sheer breadth of their
responsibili ties requires abil1 ty, agil1 ty and excellent time
manangement for effectiveness

(Middlehurst, 1988).

Given such

demands, there is almost an inevitability in heads failing to address
the more fundamental personal aspects of professional development and
opting for mere conformity from academic staff.

Thus the 'management'

model cannot be relied upon as the sole vehicle for promoting the
professional development of academic staff.
The 'Shopfloor' Kodel
The 'shopfloor' model assumes that academic staff are best positioned
to decide both their own needs for professional development and the
arrangement of activities to satisfy those needs.
initiated either by individuals or by groups.

Activity may be

For the most part,

academic staff have extensive experience of professional practice,
from which a diagnosis of deficiencies and problems is a matter that
comes easily.

Equally, action designed to remedy deficiencies and

overcome problems is an easy corollary.

The model assumes that

because academic staff are in charge of activities to secure their own
professional improvement, there is almost a guarantee that any
activities that are instituted will be relevant and effective.

The

model only allows a minimal role to be played either by management or
a staff developer.

From either of them is required merely acceptance

and support through the provision of funding or allocation of
resources to permit activities to occur.
The 'shopfloor' model has a logic to it but it also embodies two
weaknesses which concern the capacity of academic staff and the
reactive role of management and staff developer.
To assume that academic staff have the entire capacity to recognise
their problems and initiate activity which will satisfy their needs
for professional development is highly questionable.

A degree of

motivation, analysis and executive action is assumed, which given the
ordinary daily pressures and routines of teaching in higher education
does not seem fulfillable.

By placing such a great store upon an

experiential or reflective orientation the model excludes the benefits
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to be gained from professional development activity which is more
general or normative in character.
As serious a weakness as that concerning the capacity of staff, is
that of the marginalisation of management and staff developer.

The

background or reactive role attributed to the staff developer misses
out on the expertise and wider experience of professional development
that he will possess.

The same position arrogated to management is

unrealistic and unlikely to be accepted.

To expect management to

happily acquiesce to requests for resources without a share in the
deciSion-making involved is to ignore or repudiate the evolving and
expanding responsibilities exercised by management of higher education
institutions presaged by CVCP (1985).

Unilateral proposals for staff

development activities will not be well received by management.
Brighton Polytechnic showed the prevalence of the 'shopfloor' model at
an institutional level, following the demise of decentralised staff
development.

For a lone staff developer was in post who largely

reacted to requests for resources for professional development from
academic staff.

The extent to which the 'shopfloor' model honoured or

failed its claims to meet the profeSSional needs of academic staff at
Brighton Polytechnic is unknown but evidence from Birmingham
Polytechnic offers some illumination on the same paint.
An important aid to the 'shopfloor' model at Birmingham Polytechnic
was the infrastructure of materials and eqUipment that was diffused
throughout virtually all departments.

In its most organised state,

this infrastructure appeared in the form of departmental resource
centres.

Academic staff shared responSibility with technicians for

the accretion and maintenance of resources in these centres.
Clearly departmental resource centres offered facilities which met the
professional needs of academic staff for the facilities were well used
with some variation (Table 12.2).

Indeed most academic staff felt

sufficient confidence in them that they wanted enhancement in respect
of two of the three resources within the centres <Table 12.4).

The

extensive contentment with departmental resources centres <Table 12.3)
was because of their sensitivity to profeSSional needs and high
acceSSibility.

Accordingly the frequency of visits to them was on

average, significantly higher than for either Faculty Learning Centres

236
or the EDU (Table 12.27).

Academic staff potentially, had a much

greater influence upon departmental resource centre than the Faculty
Learning Centres or EDU and valued them more as a result.
A further facility for the 'shopfloor' model which was appreCiated by
many staff was the informal or semi-formal networks which centred
around courses.

The significance for professional development of the

many and various informal interactions between academic staff was
shown in the estimated importance of departmental colleagues in
assisting change in work in the past <Table 12.5).

Of the four

figures that were listed, a course team cOlleague was the only one
which staff tended to estimate as being highly important.
In looking to the future, academic staff indicated support for the
'shopfloor' model to realise their aspirations for professional
development.

Thus the four factors which were rated on average as

highly important in assisting changes in aspects of work in the
future, release from usual responsibility, support and encouragement,
personal satisfaction and student expectations, were all capable of
being mobilised by the 'shopfloor' model <Table 12.29).

An extension

of that support for the 'shopfloor' model was also expressed by
academic staff who were dissatisfied with one or more aspects of their
professional competence <Table 12.31).

Many felt that opportunities

for them to take initiatives and secure resources in some form would
lead to an improvement in their professional competence.
Although the evidence from Birmingham PolytechniC on the part of
academic staff endorses the claim of the 'shopfloor' model to satisfy
needs for professional development, there is also evidence from the
same source which substantiates the weaknesses attributed to the
model.

Specifically, the departmental resource centres and the

informal networks were found wanting by some academic staff.
Thus a not insubstantial proportion of academic staff were
dissatisfied with the departmental resource centres because of their
poor management (Table 12.3).

For dissatisfied staff, uncertainty and

confusion over the detailed organisation of facilities in the centres
were causes of disgruntlement.
only partially sufficient.

The do-it-yourself character was found
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For sorre academic staff, the weakness of incomplete or partial
diagnosis and limited activity to meet professional needs that was
shown in departmental resource centres was replicated through the
informal networks.

The concern of the networks was limited usually to

the narrow boundaries of the subject or discipline.

The accent

therefore tended to be upon new subject knowledge which relegated
teaching and learning issues, if not omitting them entirely.

Only a

restricted or confined range of professional assistance was provided
by the informal networks.

There was a lack of breadth to activities.

Academic and professional divisions of knowledge were largely observed
with ensuing parochialism.
A further suggestion of the weakness of the 'shopfloor' model was
indicated by academic staff in their opinion of opportunities for
professional development <Table 12.30) .

For many of the large

minority who were dissatisfied, gave as their reason, the inhibiting
influence of responsibilities and duties that accompanied the
organisational roles which they occupied.

They felt constrained from

developing ini tiati ve:3 for professional development by the
organisational context.

The capacity to proceed with activity for

professional development was not forthcoming from many staff.
were not able to carry out the responsibility unaided.

They

Here was an

admission that the burden of responSibility for professional
development was too great for some staff to properly discharge alone.
No evidence was obtained from Birmingham Polytechnic on the other
weakness of the 'shopfloor' model, the unwillingness of management to
accept a passive role.
Overall, the empirical data from Birmingham Polytechnic confirms that
the 'shopfloor' model undoubtedly commands support from academic staff
and succeeds in delivering much profeSSional development activity to
their satisfaction.

That success is heavily qualified by the

weaknesses of the model, one of which, limited capacity, has been
substantiated extenSively.

The contribution made by the 'shopfloor'

model to professional development therefore, whilst of value, is an
incomplete approach for which some complementary activity is
necessary.

The model cannot be relied upon as being entirely

sufficient to meet professional needs.
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The 'Partnership' Model
The 'partnership' model assumes that there is a divergence of interest
between individual academic staff and the institution that employs
them.

The means for reconciling this divergence of interest is

through the appointment of professional staff developers working in a
specialised and centralised unit.

The model therefore assigns

responsibility for staff development activity to an intermediary
between academic staff and the management of the institution.

The

intermediary is expected to initiate activity which represents a
compromise between the concerns of management and those of academic
staff .
The 'partnership' model is a carefully designed fusion of the
'management' and 'shopfloor' models and for that reason may be
expected to surmount the weaknesses which are intrinsic to both.
so, the model has its own weaknesses.

Even

These are three basically,

which are those of integration, utilisation and expertise.
The first one is the difficulty of integrating centralised initiatives
for staff development with the everyday organisational requirements of
in:::;ti tutions.

For Warren Piper and Glatter (1977) this difficulty is

exemplified by the 're-entry' problem whereby academic staff who have
undergone a training programme experience difficulty in adapting their
recent learning to their usual surroundings which have remained
unChanged.
The second weakness of the model is the very limited use made by
academic staff of the activities and facilities offered by centralised
units.

Elton (1987) cites an estimate that only 10-20% of academic

staff make use of their centralised units.

The centralised units

therefore have a problem of remoteness from most academic staff whose
professional lives they never touch.

As such, their success in

promoting staff development is seriously restricted because of the low
take-up of their services,

Centralised units have enjoyed little

success in overcoming the resistance of staff to making use of their
services and consequently have exercised little influence upon the
profeSSional behaviour of academic staff.
The resistance of academic staff is critical in accounting for the low
take-up.

Resistance is offered to unfamiliar colleagues, Hewton
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(1982) makes clear, who are associated with the alien discipline of
educational research and development.

Centralised units to most

academic staff are populated by outsiders whose activities are
perceived as an invasion of disciplines and perspectives to which the
academic staff are committed and in which they alone have an
expertise.
The third weakness is that the capability of centralised units to
promote effective professional development is dependent upon the
professional calibre of the staff developers appointed to the task.
Effective staff development activities are not assured by virtue of
the appointment of staff to a centralised unit to fulfil specialised
responsibilities.

Essentially the model is vulnerable to failure or

only modest success unless carefully selected and trained personnel
are appointed who are well suited and capable of fulfilling the
challenging task to which they are entrusted.

To be a professional

staff developer, some expertise is necessary which distinguises the
staff developer from the average member of academic staff or the
management of an institution.

Without some specialised knowledge and

an apposite disposition, those appointed to the staff development task
are unlikely to discharge their responsibilities adequately enough to
justify their appointment.

There is a problem over the provision of

suitable training however.

Although Bradley et al (1983), Bligh

(1982b), Main (1985), Elton (1987) and FEU (1987a) shaw that there is
a widely held perception of the necessity for staff development
personnel to be adequately trained, there is much less agreement or
certainty over what it should include.

The relative newness of staff

development and the lack of clarity and knowledge of staff development
roles account for this uncertainty.
To counter these weaknesses a modification of the 'partnership' model
has been advocated.

The modification is proposed through an extension

of the model from the centre of an institution of higher education to
its periphery.

It is assumed that the weaknesses of the unmodified

'partnership' model will be overcame by the appointment of
decentralised staff developers working in co-operation with their
centralised peers.
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For the weakness of poor integration can be overcome through the
decentralised staff developers whose position organisationally permits
a closer identification of needs and initiation of activities to
match.

The weakness of little use and influence can be overcome by

increasing the participation of academic staff in professional
development activities similarly through a staff developer who is
closer to academic staff in various ways.
The weakness of insufficient expertise in the 'partnership' model can
be overcome by careful selection and appropriate training subsequent
to appointment for personnel lacking in either qualifications or
experience.
A more general claim for the adoption of the decentralised variant of
the 'partnership' model is that it permits a lessening of the role of
the staff developer as an unvarying outsider and an increasing
pos:3ibility of him being an insider.

The implications of being an

insider are of increased opportunities for understanding the detailed
organisational and social context of academic staff and the prospect
of a more regular, familiar, and accepting

relationship with them.

Thus the modified 'partnership' model should enable the decentralised
Etaff developer to gain in influence through ceasing to be regarded

exclusively as a stranger or foreigner.
Whilst Brighton Polytechnic as reported in chapter 4, does not provide
sufficient data to illuminate the modified 'partnership' model,
Birmingham Polytechnic does.

First of all it provides some data about

the capacity of the modified 'partnership' model to satisfy
professional needs.

Thus a very large proportion of academic staff

either strongly approved or approved the principle of a member of
teaching staff in their department being made responsible for
promoting activities to improve teaching and learning <Table 12.8).
Assistance was expected from such an appointment that would lead to an
improvement in professional practice.

Academic staff also indicated

support for the 'partnership' model in general, in looking to the
future.

For the four factors that were identified on average as

highly important in assisting change in aspects of work in the future,
were all capable of being mobilised by activities initiated by staff
developers <Table 12.29).

Moreover, for many of those academic staff
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who were dissatisfied with aspects of their professional competence
(Table 12.31), there was a recognition that leadership from staff
developers could be a means for improving their feelings of
professional competence.
There are also indications of the extent to which the three weaknesses
of the 'partnership' model were overcome by its decentralised variant.
The activities of the decentralised staff developers centred around
the promotion and management of Faculty Learning Centres in which
various facilities of a material and physical kind were provided.
Academic staff showed that the decentralised staff developers were
successful in countering the first weakness.

For their efforts

produced facilities that were valued by the academic staff for their
everyday work.

Thus there was extensive albeit variable use made of

the six facilities in the Faculty Learning Centres <Table 12.13) and
academic staff in most faculties on average, were satisfied or very
satisf ied with their Faculty Learning Centre <Table 12.14).

Indeed

although there were differences between faculties in the desire that
academic staff showed for additional facilities, there were
substantial proportions who wanted additions to all three facilities
<Table 12.15).

The capacity of decentralised staff developers to

overcome the weakness of integration associated with centralised
acti vi ties sti 11 remains to be substantiated more extensively however.
For the product-orientated model of practice that prevailed amongst
the decentralised staff developers secured integration in respect of
selected activities only.
In respect of the second weakness of the 'partnership' model, little
staff use, the decentralised staff developers did not improve upon the
performance of their centralised colleagues in reaching out to
academic staff.

For the frequency of visits made by academic staff to

Faculty Learning Centres on average, were very similar to the
frequency of visits made to the EDU <Table 12.27).

The decentralised

staff developers did not noticeably close the gap between themselves
and academic staff.

Further indications of the maintenance of a gap

were shown by the uncertainty and lack of knowledge on the part of
varying but substantial proportions of academic staff in most of the
faculties about whether there was a decentralised staff developer in
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post for their faculty (Table 12.16).

The distance between the

decentralised staff developers and academic staff was also shown by
the pattern of consultation of the former by the latter, which tended
to be infrequent or never (Table 12.17).

However, this gap between

the decentralised staff developers and academic staff or lack of use
made of the former, was attributed in chapter 15 to the productorientated model of practice and not intrinsically to the
decentralised staff developers.
The third weakness of the 'partnership' model of a lack of selection
and expertise in those appointed to the staff developer posts is shown
to be partly substantiated by Birmingham Polytechnic.

Selection for

the posts was made entirely from within internal academic staff to
whom information and publicity about the posts varied.
competition was little.

In any event

Individuals appointed to the posts had shown

interest in being appointed and were characterised as experienced
members of staff with some previous experience of innovation
personally.

There wa:3 little other evidence of them being

particularly well suited or qualified for their new role.

Subsequent

to their appointment, no sustained effort to organise a training
programme for them and their responsibilities was undertaken although
s;ome individual arrangements were made.

The training arrangements

that were made do not show that any serious effort was made to
cultivate expertise in the decentralised staff developers.

Whilst

they benefited from ad hac consultations with their centralised peers,
it cannot be said that their expertise was demonstrably different to
t:l1at of their academic colleagues although it may have been basically
adequate for the product-orientated model of practice.

The failure to

carefully select and cultivate expertise in the decentralised staff
developers was a virtual replication of the experience of the staff
tutors earlier.
The claim of the modified 'partnership' model to create a co-operative
relationship between centralised and decentralised staff developers in
common pursuit of professional development was only partly achieved.
Prior to the appointment of decentralised staff developers at
Birmingham Polytechnic, the preceding arrangements for staff
development included staff tutors who were largely used for the
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d1ssemination of information by the centralised staff developer.

The

centralised staff developers and the staff tutors never discussed Dr
agreed any strategy or definition of their respective roles to their
mutual advantage.

Essentially, they pursued their staff development

activities quite separately.
The relationship of separate and independent activities was also
largely maintained by the decentralised and centralised staff
developers who conducted their common business through regular fairly
formal meetings.

Whilst the meetings were felt to be of value overall

to those participating, they effectively maintained the division of
activities whereby the centralised staff developers adhered to an
eclectic practice whilst the decentralised staff developers adhered to
a product-orientated practice.

Whilst this division was workable, it

also included some ambiguities and overlaps of responsibilities.
Indeed the ambiguity and duplication was only rationalised after a
review was made of the EDU (Appendix 7).

A co-operative relationship

was not very pronounced thus an eclectic model of practice, which has
been evaluated as the most beneficial for professional development in
chapter 15, was not adopted by the decentralised staff developers
despite some encouragement from the centralised staff developers.
The promise of the modified 'partnership' model of lessening the
outsider role of staff developers and increasing the insider role, was
not achieved at Birmingham Polytechnic.
Both formally and informally, the decentralised staff developers were
not welcomed or accepted to any great extent as insiders by their
faculties.

They were largely excluded from the decision-making bodies

of their faculties.

Thus they were mainly absent from the faculty

boards, the management team meetings, meetings of schools of studies
and boards of studies.

Their role as insiders was largely confined to

those COlleagues with whom they had a close working relationship prior
to their appointment as decentralised staff developers.

They were

only insiders in respect of those courses and the department in which
they were already familiar figures.

There were no ready made networks

to which they belonged that were of sufficient pervasiveness that they
ensured their easy admission to the many and various segments of their
faculties.

Their role as outsiders was influenced by the lack of
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cOIDlDitment of deans to the 'partnership' model and the lack of
confidence of the decentralised staff developers themselves and of
easy opportunities for making themselves insiders.

Thus the

decentralised staff developers were little different in their position
in their faculties to that of the centralised staff developers.

They

were outsiders.
An important influence upon the definition of the decentralised staff
developers as outsiders was the socio-technology of the institution to
which they belonged, just as Ryan (1984) has shown for centralised
staff developers.

In every faculty there was a diffusion of eqUipment

and materials dispersed throughout departments that created a sociotechnology that curbed the necessity for consultation by staff, with
the decentralised staff developer.

For academic staff had extensive

access to various supplies of material resources, the organisation and
enhancement of which. had nothing to do with the decentralised staff
developer.

Although the decentralised staff developers identified

themselves as experts in material resources, the socio-technology
within faculties reinforced other social and organisational
arrangements which defined them as outsiders.
In general, the claim made for the modified 'partnership' model is
undiminished by the empirical data from Birmingham Polytechnic.

The

data does highlight however, several questions which arise from any
application of the modified 'partnership' model to institutions of
higher education.
These questions are to do with the three weaknesses of the unmodified
model which were recognised earlier, and the relationship of the
centralised and decentralised staff developers and the position of the
latter as insiders and outsiders.
Whilst it has been shown that the decentralised variant of the
'partnership' model can successfully promote activity to satisfy
professional needs, the empirical base for this observation is derived
from activities which are the outcome of a product-orientated model of
practice only.
It remain:3 to be determined i f an eclectic model of practice by

decentralised staff developers can be implemented to the satisfaction
of academic staff.
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As a corollary to this first weakness, decentralised staff development
has yet to show that through an eclectic practice, the use made by
academic staff can be substantially increased beyond the customary
level associated with centralised staff development.

For without an

improved performance, the claim made for the modified 'partnership'
model is seriously hampered.
The modified 'partnership' model has. to show that the selection and
cultivation of staff developers with expertise is possible.

For if

the decentralised staff developers are little different in expertise
from their academic peers, they have 11 ttle to offer them.

Sui table

training of decentralised staff developers to acquire expertise is of
the essence.

Without appropriate training, perhaps expressed by a

recognised qualification, they will lack credibility with academic
colleagues, whose professional respect is usually influenced by
demonstrable expertise.
The modified 'partnership' model also assumes that a further
'partnership' can be constructed between the centralised and
decentralised staff developers to the benefit of their shared mission.
The relationship between these different practitioners is problematic.
Bradley et al (1983) imply that in those institutions with centralised
staff developers and decentralised staff developers, there is separate
and independent activity.

Effectively, there may be no significant or

co-operative relationship.

Such an apparent lack of partnership does

not augur well for success in securing greater partnership between
individual needs and institutional requirements.

Although Smith

(1987) suggests that there can be a complementarity between the roles
of centralised and decentralised staff developers and Elton (1987)
envisages a collaboration between the two for the promotion of some
activities, no detailed analysiS is available about the relationship
and the division of responsibilities and activities to achieve maximum
collaboration.

Whilst the centralised staff developers might act as

trainers of the decentralised staff developers, there are bound to be
limits to the resources which the former possess to fulfil that task
as Elton (1987) points out.
The centralised staff developers can also usefully bring the
decentralised staff developers together to share information solve
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some common problems and give mutual support.

Even so, there is a

need for a fuller clarification of the division of responsibility
between the two and the means for ensuring their co-operation.
The relationship between staff developers may vary with institution.
At Birmingham Polytechnic, the decentralised staff developers were
attached to faculties which Bligh (1982a) allows for.

In other

institutions, the arrangements may be through departments as Elton
(1987) envisages.
Of importance to the relationship is the formal organisational context
which surrounds them.

For the relationship to be fruitful, there has

to be an integration with the organisational framework of the
institution.

How that integration is to be achieved is a matter which

needs further study.
Finally, the position of the decentralised staff developers as both
insiders and outsiders is a matter which requires further attention.
If the decentralised staff developer is to be defined as largely an
outsider, then there is little advance made on the unmodified
'partnership' model.

Great distance from academic staff is not

propitious to aSSisting them professionally.

Nevertheless, the

position of the staff developer as an outsider, is not universally
negative.

Bradley et al (1983) for example refer to the widespread

rejection in further education of staff development through management
education activities provided by internal COlleagues but acceptance of
the same activities from external colleagues.

The exact reasons are

not always fully understood Bradley et al (1983) suggest.

Accepting

that the insider position can be handicapping on occasions, there is a
need to ascertain the circumstances when insider or outsider roles are
more effective and whether and how the staff developer can occupy the
appropriate position.

He may well be perceived in both positions by

academic staff and some indication of the scope for management of
these alternative positions might be useful.
Overall, the empirical data from Birmingham Polytechnic provides a
qualified endorsement of the claim made by the modified 'partnership'
model.

Thus the model enjoys the support of academic staff who see it

as capable of meeting their professional needs.

It has shown a

capacity in respect of some activities to overcome the weakness
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inherent in the unmodified 'partnership' model of a lack of
integration.

It has yet to show that it can improve upon the

unmodified 'partnership' model by securing more extensive integration,
increase the participation of academic staff in professional
development activities and deploy personnel with sufficient expertise
to fulfil the claim made by the model.

Further, the co-operative

relationship between the centralised and decentralised staff
developers is open to definition as is the management of insider and
outsider roles by decentralised staff developers.
Conclusion
The claims for responsibility to staff development made by each of the
three macro models have been described and evaluated.

Merit exists in

all three claims but each is also accompanied by weaknesses.

The

'management' model has a lack of sensitivity to individuals and is
hampered by excessive responsibilities.

The 'shopfloor' model is

restrictive in outlook and unrealistic in its expectation of
management.

Although the 'partnership' model is considered to offer

the beE;t means for reconciling the needs of individuals with the
reqUirements of institutions, it is undermined by its failure to
achieve integration, the poor response of academic staff towards
professional development activities and the uncertainty of staff
development expertise.

The decentralised variant of the 'partnership'

model is considered capable of remedying these weaknesses.

Further

research is necessary, however, to decide several unanswered questions
which still surround the model.
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CHAPTER SEVENTEEN
THE ROLE OF THE DECENTRALISED STAFF DEVELOPER IN THE FUTURE
Introduction
It

was concluded from the Birmingham Polytechnic case study in

chapters 15 and 16 respectively, that eclecticism and the
decentralised variant of the 'partnership' model were most valuable in
promoting effective professional development in higher education.

In

this final chapter, the two models are synthesised with regard to the
future of higher education.

Three issues are identified, the quality

of learning, continuing education and staff appraisal, as requiring
major professional change by academic staff in the future.

A model of

eclectic decentralised staff development is elaborated to meet the
needs for change in the future.
Quality of Learning
Hewton (1987) observes that the methods of teaching, learning and
assessment which have prevailed in British higher education have been
remarkably traditional.

These methods have been subject-driven where

the learning process rests upon the mastery of a subject by the
teacher who transmits hiE; specialised knowledge largely. through the
use of lectures accompanied by assessment of the students learning
through a three hour unseen written examination.
Whilst some changes have been made to the methods of teaching,
learning and as:3essment through the extension of more problem-centred
methods, the application of educational technology and the greater
adoption of a student-centred approach, the status quo of a subject
and lecture dominated system of higher education still prevails
according to Hewton (1987).

Nor are there many signs of more

widespread changes taking place, for retrenchment of higher education
as Hewton (1987) and Fleming and Rutherford (1985) note, has tended to
promote a climate amongst academic staff which is at best neutral to
change but more usually highly resistant.
Although it may be acknowledged, that teaching in higher education in
Britain is not generally poor and that standards compare well with
other countries, it can be maintained that it is possible and
desirable to achieve a much higher standard of teaching and learning
<Black and Sparkes, 1982).

Indeed, the introduction of staff
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appraisal, which is discussed later, may promote this enhancement.
Criticism made of the methods employed in the system of higher
education suggests that there is much professional activity which does
little to promote the aim of higher education suggested by the Hale
Report of 1964 on University Teaching Methods.

Thus students are not

sufficiently encouraged to think for themselves.
The criticism made of the British system of higher education has not
been confined to it, for the perspective has been applied to higher
education throughout the world.

Thus Knowles (1988) has indicted

higher education internationally for its emphasis on the production of
knowledgeable persons to the detriment of producing autonomous
lifelong learners.

Freire (1972) has encapsulated that criticism in

the phrase 'narration sickness' whilst Rogers (1983) referred to 'the
jug and mug theory of education' and Elton (1987) has identified the
problem of rate learning.

The criticism that is shared is of the

failure of higher education systems to enable students to be critical
and independent.

The failure arises from the reliance upon

methodology which induces

p~ssivity

and reproduction.

Much of the

educational processes within higher education do not require or
inspire inquiry by students.

Instead those processes, albeit

unwittingly, merely demand the retention of knowledge and recall of
factual information.
In addition to the criticism made by leading educationists of much
professjonal methodology in higher education, Beard and Hartley (1984)
cite the persisting dissatisfaction of students with many of their
lecturers.

The dissatisfaction is over the failure to stimulate

independence, flexibility and critical thinking.
Boud (1988) and Ramsden (1986) point out that whilst academic staff
expect and agree with the aim of independent learning as the aim of
higher education, they do little to enable students to acquire the
habits.

Reliance on traditional methods does little to foster

independence.

This omission and others indicative of poor quality

teaching and learning are attributed by Bligh (1982a) to the lack of
preparation of academic staff for their professional role.
Professional learning for most academic staff is limited to their
subject.

Both he (1982b) and Elton (1982) urge that measures be taken
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to promote the professional development of teachers in higher
education in order to improve the quality of learning.

Bligh (1982a)

expects that improved learning will result from academic staff
acquiring and marrying an expertise in teaching to the expertise that
they possess in their subject.

The case for professional development

activity to improve independent learning by students is also inferred
by Ramsden (1985, 1986) and Black and Sparkes (1982).

The significant

influence that the department, in particular can exert upon the
quality of learning through the practices of its academic staff is
made clear by Ramsden and Entwistle (1981).
Official confirmation of low quality of learning in higher education
is given in one recent review (HMI, 1989).

It was estimated that

between 10-20% of teaching in polytechnics was unsatisfactory in some
important respects.
There can be little doubt that there is a sufficient body of
information to show that there is considerable scope for improvement
jn

the professionalism of academic staff.

enable the

That improvement will

quality of learning to be raised for many students.

The

issue of the quality of learning is heightened by the prospect of an
expansion of continuing education arising from structural changes.
Continuing Education
Structural changes in higher education are identified as fourfold, by
Wright (1988).

There is the trend away from specialisation

particularly promoted by changes in educational processes in the
schools.

There is the tendency to stress preparation for employment

with its accent on inter-disciplinary work, problem solving and
flexibility and the application of knowledge.

There is an increasing

expectation from sources outside the education system, such as
employers, that their requirements will be met.

Finally there is the

increased application of educational technology expressed through
greater use of learning objectives.
Wright (1988) attributes the last change to the student population
being different in composition to that which has prevailed hitherto.
The changing composition of the student population which is likely to
become more marked in the future results from the fall in the numbers
of 18 to 21 year aIds and the broad agreement to which Clark (1988)
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refers. that there should be an increase in the graduate proportion of
the population from 13% to 18%.

It is expected that the increase will

be achieved through the provision of new opportunities to groups which
have been under-represented traditionally, such as women, ethnic
minorities, and mature students.

Indeed the extended access to higher

education which is expected in the future, through more than
undergraduate courses alone, will require substantial changes on the
part of academic staff in their professional behaviour.

So far-

reaching are the changes required that much tension and disorientation
of academic staff may result, as Wright (1988) acknowledges.
The new educational task which faces higher education institutions is
summed up succinctly in the phrase continuing education, and its
grovlth in the future will make special claims on academic staff as

PICKUP (1989) notes.

For not only will there be a different range of

students with more varied educational backgrounds that will require a
different approach to satisfy their learning needs, other changes in
the role of academic staff are implied through new demands concerning
the marketing, finance, design, organisation, assessment and
evaluation of courses.

Major adaptation by academic staff will be

required and traditional and customary beliefs and practices will be
challenged.

As PICKUP (1989) implies, professional development which

extendE. well beyond teaching skills, will be reqUired to match the new
demands.
Staff Appraisal
The small use of staff appraisal by higher education institutions as
pOinted out by Nisbet <1986> means that its adoption nationally in the
salaries agreements made in 1987 for the universities and 1988 for the
public sector represents a very important innovation for higher
education.

For if it is to be effective it is bound to make new

demands upon academic staff and to influence their professional
behaviour.

Staff appraisal to secure improvement in the

profeSSional performance of academic staff has been urged by Nisbet
(1986) and Elton (1987) and a positive reception has been shown to
that aim by academic staff (Rutherford, 1988).

However, until the

details of the schemes are settled and implemented, the consequences
cannot be known with any assurance.
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WhilE,t the adoption of staff appraisal nationally may be to serve
several purposes as Nisbet (1986) observes, early discussions suggest
that professional development is likely to be one of them.

For

professional improvement to be secured from staff appraisal the
implications for staff development activity are considerable.

All

academic staff will need to learn about many aspects of their
performance and many staff may also learn about the process of
appraisal from being appraisers.

Thus the actual implementation of

the process of appraisal will be demanding for all academic staff as
participants in one or more ways.
be demanding.

The consequences are also likely to

For if academic staff are to raise their standard of

competence and develop new competences, much assistance and training
will be needed.

A substantial amount of staff development activity is

likely to be generated from the process of staff appraisal.
organisation will require care if it is to be effective.

Its

Indeed,

Elliot (1988) warns of the limited benefits and hazards that may arise
from tbe process that leads him to conclude that professional leaders
detached from management are required to help teachers improve their
practices reflectively and to identify their development needs.
A Model of Decentralised Staff Development
These three issues of the quality of learning, continuing education
and staff appraisal all impinge upon staff development, as indeed will
other issues not specified here but certain to arise in the future
because of the inevitability of huge demands for learning by the
population to keep up with wider social changes (Knowles, 1988).

All

the:3e issues imply change on the part of academic staff yet their
resistance may be expected.

For they will be reluctant to surrender

long-serving professional practices which have a proven value and to
which they have an intellectual and emotional commitment.

Even so,

there will be pressure upon them to work in very different ways in all
aspects of their professional role.
Neither the 'management', 'shopfloor' or unmodified 'partnership'
models are considered entirely adequate for promoting the necessary
professional development in response to these issues for the reasons
discussed in chapter 16.

An extended 'partnership' model is

considered suitable however.
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The weaknesses of the extended 'partnership' model practised in the
case study of Birmingham Polytechnic and discussed in chapter 16 are
considered capable of being surmounted.

The weaknesses were

identified as poor integration, low response of academic staff and
uncertain expertise.

They were associated with a decentralised model

that was characterised by product-orientation and a faculty basis.

It

is inferred that these weaknesses can be overcome by adherence to a
model of decentralised staff development which is distinctive from the
model practised in the Birmingham Polytechnic case study.

The

essential features of the model are likely to secure effective
professional development which satisfies both management and academic
staff.

The model offers a means for responding to the three issues

identified earlier and for enabling the necessary changes to occur on
the part of academic staff.

The essential features of the model are,

a departmental basis, an eclectic practice, acquisition of expertise,
support from staff developers and co-existence with the 'management'
and 'shopfloor' models.
Appointment of a member of academic staff with responsibility for
staff development in the primary group or basic unit (Becher and
Kogan, 1980) of an institution of higher education is essential.

For

all academic staff individually belong to a basic unit and they owe it
a loyalty as well as being strongly influenced by it in their
professional behaviour.

It is the cultures of disciplines and related

perspectives surrounding basic units that are of primary importance in
maintaining and changing professional practices (Hewton, 1982).
Academic staff learn much from those with whom they have the closest
association in their work as Bligh (1982b) points out.

Basic units

vary in their size and complexity in institutions of higher education
(Becher and Kogan, 1980) but they are generally manifested in the form
of departments.

In some cases, they may be constituted as faculties

for some faculties may be smaller than large departments.

Although

faculties may be considered of increasing political importance which
makes them suitable as a base for the initiation of professional
development activities as Mathias and Rutherford (1985) imply, their
influence is usually formal and administrative and remote from most
academic staff.

However, to reiterate, where a faculty is a basic
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unit, it should be regarded as such for the purposes of the
appointment of a decentralised staff developer.
A basic unit or department by definition, will offer a decentralised
staff developer great social, professional and spatial proximity with
his colleagues.

A close working and social relationship will enable

the decentralised staff developer to be an insider with all the
advantages which accrue from that position.
proximity to

As an insider with a

academic colleagues, the decentralised staff developer

can exercise personal knowledge of colleagues and their trust, to
ascertain the professional needs within the department.

(S)he will be

well placed to know the professional problems, aspirations and
concerns of those with whom (s)he works most closely.

In these

circumstances, the decentralised staff developer will continuously
review the challenges to the department.
The eclectic approach of the decentralised staff developer will be to
bring about critical reflection on practice through the use of all
major strategies for change in combination.

Critical reflection on

practice characterises effective professional and adult education as
Argyris and Schon (1974), Mezirow (1983) and Schon (1988) have made
clear.
Academic staff in post may be expected to have acquired many ideas,
habits, customary ways of thinking and ways of fulfilling their
dutie:3.

Equally they will vary between individuals in terms of this

existing professional learning.

The pressure that they encounter and

problems that they identify will suggest starting points for the
learning to be promoted by the decentralised staff developer.

(S)he

will utilise the concerns and difficulties that emerge from colleagues
as a basis for activities.

The activities will be designed to provide

colleagues with opportunities to deliberate and ponder over their
methods and beliefs about their work so that they see it in a
different way.

New meanings will become known about aims, assumptions

and techniques that are very familiar to them.

Thus they will be

encouraged to consider their practice in a very new light through
interactive processes which introduce many alternative ways of seeing
their professional world.

Their reflection will include exploration

of preferred or desired ways of coping with their work.

Through the
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introduction of alternative ways and experience of them, academic
staff will be empowered to make a transition in their knowledge and
skills and attitudes about their own professional practice.

The

decentralised staff developer will seek to ensure that (s)he assists
and encourages colleagues and at the same time avoids making them
dependent upon himself or herself or anyone else in the future.

Thus

(s)he will seek to provide them with the means of finding answers to
the challenges that confront them.
The reflection upon practice that the decentralised staff developer
promotes will safeguard against the weaknesses of much professional
education arising from its emphasis upon technical rationality (Schon,
1988)

For academic staff will be enabled to utilise their experience

in order to develop understanding and strategies of action that make a
way through the "indeterminate, swampy zones of practice" (Schon,
1988) .
Through reflection upon practice, academic staff will be helped to
reframe professional problems and their resolution.

They will be

encouraged to improvise, be inventive and ingenious with respect to
the unique and uncertain situations in which they find themselves.
The application of ready made general solutions will be discouraged in
favour of professional artistry.

Reflection upon practice will ensure

profesE:ional development on a continuing basis.
In time, the success of the decentralised staff developer will be
shown by the transition which colleagues make from their existing
beliefs and methods to new ones.
replace old or existing ones.

New perspectives will gradually

This perspective transformation as

Mezirow (1983) calls it, will be furthered by the diverse
opportunities and experiences for performing professional duties in
new ways encouraged and supported by the decentralised staff
developer.
The eclectic practice of the decentralised staff developer with its
emphasis on critical reflection will be inherently curriculum-based.
This approach has been urged by Coles (1977) and FEU (1987a) as
essential for professional development.

It will ensure that

activities and facilities promoted are well integrated with the
everyday working requirements of academic staff.

Activities will be
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inherently related to the specific context of academic staff rather
than being general and wide in their orientation.

By this means,

staff will see their tasks in a new light.
The perspective transformation will be secured by the decentralised
staff developer utilising the separate strategies for change that have
been identified in innovation theory and which were discussed in
chapter 6.
The product-orientated, prescription-orientated, process-orientated
and problem-orientated models of staff development practice have been
shown by Rutherford (1982) to be associated with separate strategies
for change.

The eclectic model of practice employed by the

decentralised staff developer will embody all four strategies in
combination.

The strategy will resemble the combined strategy for

change suggested by Lindquist (1978) from his model of adaptive
development.

The combined strategy will embrace the separate

approaches to change represented in four of the micro models of
practice and identified by Lindquist (1978) as the political approach,
social interaction, resolution of human problems and rationality.
In pursuing a combined strategy the decentralised staff developer will
counter the limitations and weaknesses inherent in the use of anyone
approach.

In so doing he will maximise the prospects of mobilising

the five factors

(l

inkage, openness, leadership, ownership, and

rewards) identified by Lindquist (1978) and four factors (gainlloss,
ownership, leadership, and power) identified by Berg and Ostergren
(1977, 1979) as crucial in the process of change.

The pursuit

of

this combined strategy by the decentralised staff developer will
entail the adoption of multiple roles, principally those implied by
Lindquist (1978) to be linker, collaborator, facilitator and rational
planner.

The employment of these roles will be undertaken with a view

to their transfer to colleagues so that dependence is not encouraged.
As a linker, (s)he will strive to bring his academic COlleagues into
contact with new ideas, new research and outside colleagues with new
perspectives and concerns which are relevant to the particular
professional task of the department.
As a collaborator, (s)he will seek to co-operate with colleagues in an
endeavour to investigate and resolve problems and concerns which arise
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from their professional activities.

(S)he will share in their efforts

to overcome difficulties by the implementation of new practices.
Action research, whereby professional activities are subjected to
scrutiny and possible modification, is but one of the tangible forms
of the collaborative activity possible.
As a facilitator,

(s)he will stimulate and assist colleagues to face

upto problems which they have and to be open and flexible in
considering different options which are available.
As a rational planner (s)he will contribute expertise and exercise
responsibility on behalf of colleagues on occasion.

(S)he will

contribute to processes in which decisions are made, resources
controlled and allocated and coromi tments entered into on behalf of
others.
The multiple roles played by the decentralised staff developer will
not be strictly demarcated from one another.

For they will be adopted

and relinquished frequently and in keeping with the circumstances in
which he finds himself.

The pursuit of a combined strategy with the

four principal roles identified within it, will require a variety of
activities.

The variety might include the organisation of workshops

and viE;iting speakers, the control and development of resource
centres, the dissemination of information by newsletter or other
meanE., the instigation and support of working parties and stUdy
gTOUpS, and many other possible facilities.

Acti vi ties will be

designed to be relevant, rewarding, and well supported.

In general

the decentralised staff developer will increase support for reviewing
current practices taking account of developments which are occurring
in the wider professional world of related academic staff.

At the

same time he will seek to reduce resistance to reviewing professional
matters.

Indeed action designed to decrease the restraining forces

which support resistance to change will be vital in the combined
strategy.

For lessening resistance is more advantageous in promoting

change, than increasing the driving forces in its favour (Berg and
Ostergren, 1977).
The change strategy that the decentralised staff developer employs
will necessarily invoke co-operation from the management of the
department for its implementation.

Thus reconciliation of the
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divergent interests of management and academic staff will be
continuously secured.
To promote a combined strategy and fulfil the multiple roles inherent
within it, the decentralised staff developer will require considerable
expertise additional to that which (s)he possesses in his or her
academic subject or discipline.

For (s)he will require extensive

skills and knowledge to fulfil the promise of her appointment.

Some

appropriate training arrangements will be required for those newly
appointed to the post who are inadequately prepared.

Recourse to an

institution of higher education with sufficient expertise in
educational innovation and professional practice in higher education
will be the best way.

Two examples of suitable courses, perhaps with

further adaptation for the admission of decentralised staff
developerE"

can be identified currently.

The Diploma in Teaching and

Course IJevelopment in Higher Education offered by the University of
London and the part-time Diploma or Masters Degree in Teaching and
Learning in Higher Education offered by the University of Surrey, as
Cox (1983) and Elton (1987) respectively, point out, would be very
suitable.
Additional to training, the decentralised staff developer will reqUire
support from peers.

In this capacity, the centralised staff

developers will have a valuable role to play in offering a broader
educational perspective to the decentralised staff developer than the
perspectives and practices peculiar to his department.

Another link

for the decentralised staff developer with the wider world of higher
education, facilitated by the centralised staff developer, will be
exchanges and co-operation with other decentralised staff developers.
If fashioned appropriately, the relationship of decentralised and
centralised staff developer will prove of mutual benefit.

For it will

permit a modification of the responsibilities traditionally exercised
by the centralised staff developers which have been limited in their
effectiveness.

Negotiations between the centralised and decentralised

staff developer will be the way to achieve a new distribution of
responsibilities which is complementary and supportive.
The model of an eclectic decentralised staff developer implies a
substantial claim to responsibility for the professional development
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of academic staff.

The assumption is also made that the model will

co-exist with 'management' and 'shopfloor' models.

For there are no

reasons to assume that these models will cease to command support.
Indeed it is recognised that they have a valuable contribution to
make.

Nevertheless, their limitations will allow much scope for

decentralised staff development to initiate activity which is
complementary.
Because a model of decentralised staff development only has been
presented, it remains to be tested.

Further research into the

implementation of decentralised staff development will show the extent
to which it can fulfil the expectations held of it and overcome the
weaknesses which were discussed in chapter 16.

Confirmation,

modification or refutation of the model are all possible.

Problems

and difficulties which are not foreseen, may be discovered and new
solutions proposed.

Of not least importance in testing the model is

evidence that decentralised staff development is capable of bringing
about improvement in learning by students, which is its underlying
goal.
Conclusion
Challenges will be presented to academic staff in higher education in
the future from many issues, of which the quality of learning,
continuing education and staff appraisal are but three important ones.
The introduction of decentralised staff development offers an
effective way of promoting profeSSional development in response to
these and other issues.

Through its introduction, every department or

occasionally faculties within an institution of higher education will
appoint a member of academic staff with staff development
responsibili ties.

Eclectic in method, (s)he will seek to promote

critical reflection on practice which (s)he will bring about through a
combined strategy for change.

To effect this, (s)he will acquire

appropriate expertise through training arrangements.

Support from

staff developers in the institution will also assist the person
appointed.

The decentralised 'partnership' model is expected to

complement the 'shopfloor' and 'management' models.
to test the model, is necessary.

Further research

POSTSCRIPT
Introduction
This postscript will seek to address more fully than hitherto, the
epistemological basis of the research conducted for the thesis.

In so

doing it will offer a critical review of a wider range of research
approaches than was considered in chapter 3.

Specifically, positivism

will be described and the major alternative research approach which
has guided the research for the thesis, the new paradigm, will be
elaborated, including its advantages over positivism.

The main ideas

of the new paradigm will be made clear including different approaches
within it.
identified.

Some weaknesses to which it may be liable will be
Various ideas advanced to uphold the validity of

knowledge in the new paradigm will be discussed.

The problem of

participation and research will be described and means by which the
problem can be countered will be considered . . The principal concepts
which have been established for the new paradigm will then be used to
guide reflection on the main evidence obtained and interpretations
made in the research.

Finally a statement will be made to sum up the

learning engendered about the epistemological basis of the research
for this thesis from writing this postscript.
Positivism
A major influence upon the conduct of social science research has been
the positivist paradigm or the natural scientific view as it is also
known.

Positivism is shown by Lincoln and Guba (1985) as lending

itself to meaning different things to different scientists and
philosphers.

Nevertheless, Lincoln and Guba (1985), Carr and Kemmis

(1986) and Reason and Rowan (1981) distinguish a distinctive school of
thought in respect of the aims, concepts and methods of research.

The

positivist paradigm in essence is a style of thought that is informed
by certain assumptions about the nature of knowledge.

Most

impm-tantly the par·adigm implies that social science research can be
conducted in terms of the logic and method of the natural sciences.
The hypothetico-deducti ve method is central to this approach.

It

requires scientific enquiries to proceed through the proposition of
hyptheses preferably in the form of universal laws which can be
assessed by comparing their deductive consequences with the results of
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observations and experiments.

Science is held to be an impersonal

method for asse:3sing claims to knowledge by bringing them into
confrontation with what actually happens.

The positivist paradigm

seeks to find explanations for all events by the causes.

Cause'3 can

be the ba:3e'3 of laws which wi 11 enable events to be predicted.

The

positivist paradigm Lincoln and Guba (1985) point out, assumes that
social phenomena are a single tangible reality, the scientist exists
quite independently of knowledge, and that inquiry is value free.
Carr and Kemmis (1986) point out that the implication of the
positivist paradigm for educational research is far reaching in the
subordination of value discussion for the pursuit of objective
solutions to education problems through the use of traditional
scientific method.

The weaknesse:3 of posi ti vism become apparent when

the principles of the new paradigm are distinguished.

For the

principles involve a refutation of positivism.
The New Paradigm
Criticism of positivism has led to the formulation of alternative
research approaches which reject the assumptions of natural science in
respect of the study of human society and advance a different set of
beliefs.

These alternative approaches are identified by Reason and

Rowan (1981), Lincoln and Guba (1985) and Reason (1988) as
representing an approach to social investigation which departs from
the natural science approach in markedly different ways.

This new

approach is labelled new paradigm by Reason and Rowan (1981),
naturalistic inquiry by Lincoln and Guba (1985) and co-operative
inquiry by Reason (1988).

The new approach encompasses a set of

assumptions and methods that hold together various approaches to the
study of human affairs.
It

is evident from Reason and Rowan (1981), Lincoln and Guba (1985)

and Reason (1988) that the new paradigm is constituted by assumptions
that value free science is not possible and it behoves social
scientists to declare their allegiances at the start of research.
Equally, changes in those values may occur as a result of the research
process and they should necessarily be accounted for.

The new

paradigm emphasises that researchers cannot stand outside the social
si tuation which they are studying.

They are inevitably participant'3
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in the affairs which they seek to investigate.

Thus unlike the

natural scientific view, it is not possible for the researcher to be
separate and detached from the phenomenon which slhe is inquiring
into.

It is also the case that the social phenomena which are

investigated are not static and fixed and will change just as the
researcher's perception will change.

Most importantly, the new

paradigm rests upon the premise that the study of human affairs will
be subject to interpretation for there is no single objective truth as
posited by adherents to the traditions of natural science.

All social

scientist:3 will have values, beliefs and experience which they will
bring to the subject of their study.

People cannot be treated like

things nor can social scientists assume that they can be neutral and
wholly detached.
Reason (988) defines the new paradigm as representing a marked shift
away from traditional social science inquiry in three respects in
particular.

There is a participative and dialogical relationship with

the world instead of distance and separateness.

Wholeness thus is

involved in which the intellect and emotions are enjoined.

All

aspects of experience are enjoined in the research venture.

The

second respect in which the shift is marked is through critical
subjectivity.

Thus objective consciousness is replaced by an

a\>-rareness of subjective feelings which are used to further inquiry.
The subjective feelings are not however allowed to overwhelm an
inquiry.

The third respect in which there is a shift is through the

acquisition of knowledge from action.

Practical activities are the

basis for forming general propositions and drawing conclusions.
Interestingly the examples cited of the new paradigm by both Reason
and Rowan (1981) and Reason (1988) are very diverse and represent all
manner of human activities not merely those within the educational
context.
Of particular note within the new paradigm is that the research
process according to Reason and Rowan (1981), and Reason (1988) does
not follow a linear path which tends to be the format of more orthodox
or traditional methods.

Instead there is a research cycle in which

which several stages are moved through as an outcome of proceeding
around the cycle several times.

Indeed the reality of the multiple

263

cycles is described by Reason as "complex and at times chaotic webs of
action and reflection, reason and emotion, individuality and
collectivity" 0988, p.227).

High energy and commitment are

characteristic of the cycle in which the researcher is totally
immersed in his inquiry with some aspect of the world.

Lincoln and

Guba (1985) also support the notion of a mul tiplici ty of cycles of
research constituted by the elements of purposive sampling, inductive
analysis of data, development of grounded theory, and emergent design.
The new paradigm does not assume that there is a simple truth or
falsity to be discovered or general causal laws which can be
established.

Much more important is the search for understanding

through the perceptions, interpretations and meanings of those who are
involved in the research.

Collating or aggregating experience is

involved and making sense through putting together all the parts to
make a new picture of some aspect of the world.
thinking is the essence of the new paradigm.

A different way of

Although qualitative

methods are most congruent with the new paradigm, Lincoln and Guba
(1985) explain that the paradigm is not anti-quantitative and
quantitative data are utilized when there are appropriate
opportunities.
Different Approaches
Differences exist between the many research approaches developed as
alternati ves to posi ti vism.

Carr and Kemmis (1986) differ from Reason

and Rowan (1981), Lincoln and Guba (1985) and Reason (1988) in
reasoning that there are two different paradigms in opposition to
positivism, rather than one alone.

They maintain that there are

several research approaches which are essentially interpretive and
others which are distinctive in their character of being about action
research.

Both share a rejection of positivism but also differ with

each other as much . . The interpretive approach exemplified by
phenomenology merely offers increased understanding of social affairs
through the eyes of subjects.

The meanings of action and behaviour

can be obtained so that the social world can then become more
intelligible.

That increased understanding can permit ultimately, the

possibility of making changes.

Nevertheless, the interpretive
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perspective remains to be tested out in reality.

For the practical

implications of the interpretive approach have still to be discovered.
Carr and Kemmis (1986) contrast the interpretive approach with the
action research approach which similarly obtains knowledge from the
everyday activities of its subjects but does so with the intention of
transforming those aspects of their situation with which they are
discontented.

For Carr and Kemmis (1986), action research is

distinctive in seeking to make close links between theory and practice
and generating knowledge by so doing.
The differences in research approaches to which Carr and Kemmis (1986)
allude are not perceived by Reason and Rowan (1981), Lincoln and Guba
(1985) and Reason (1988) as of such a fundamental nature that two

paradigms are constituted in opposition to positivism rather than one.
Rowan (1981) identifies nineteen traditions of social science research
of which four are categorised by him as within the orthodox or
positivist framework.

The other fifteen are identified as distinctive

approaches but share a common starting point for their inquiries in
the emphasis that they place upon collaboration between the researcher
and the subjects.
Rowan (1981) recognises that differences do exist between the
approaches that oppose positivism but does not support the dichotomy
of approaches perceived by Carr and Kemmis (1986).

Instead he offers

a more sophisticated means of differentiating between approaches.

He

suggests that the many approaches that constitute the new paradigm can
be arranged along a continuum which is based upon the criteria of
alienation, change and the research cycle.

The approaches differ in

the extent to which they minimise the alienation of the subjects in
the research process, the extent to which they seek to bring about
social change and the extent to which they are constituted by a spiral
of cycles.

The alienation is

minimis(~d

by the extent to which the

subjects collaborate in the research process as a whole.

Thus the

relationship between the re:3earcher and his subjects can be close
throu'ghout the inquiry or merely at a few stages only.

Reason (1988)

illuminates this relationship further in his explanation of
collaboration as dialogue ranging between informed consent to full
collaboration.

Just as the amount of alienation or collaboration
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varies between approaches so the degree of change involved for all
parties can vary.

Some approache::; may be more intent upon fashioning

solutions to problems or changing people rather than understanding
them better.

It is also the case that research approaches differ in

the extent to which they are committed to proceeding around a
multiplicity of cycles.
An alternative differentiation between the many approaches that
constitute the new paradigm is offered by Reason (1988).

The

differentiation made is also more fluid that the categorisation made
by Carr and Kemmi::; (986) and approximates to that made by Rowan and
Reason (1981).
wi thin the

nevi

Reason (1988) recognises three schools or tendencies
paradigm, participatory research, collaborative inquiry

and action science and experiential inquiry.

Participatory research

emphasise::; a dialogue between the researchers and the groups wi th
which they work in their natural settings.

Action-inquirers are

intent upon reflecting upon their experiences of social action and the
orientation of the research is thus for and by practitioners whilst
experiential researchers concentrate upon forming inquiry groups and
working with them to learn from shared personal development.

As

Reason (1988) notes, it is also possible to be eclectic within the new
paradigm and to borrow from all schools in order to develop a method
suited to the needs of the researcher.
Whilst there is some disagreement between critics of positivism over
the divisions between alternative approaches, there is no disagreement
over the preferred research process.

Thus Carr and Kemmis (1986) and

Kemmis and McTaggart (988) commend a recurring cycle made up of the
successive steps of planning, action, observation and reflection.

The

endor::;ement of such a cycle is attributable to the allegiance to the
ideas of Kurt Lewin that critics of positivism share.
whilst the virtues of alternative approaches to positivism are
strongly proclaimed by proponents, Carr and Kemmis (1986) also
identify some weaknesses to which alternative research approaches may
be liable.

These weaknesses are essentially associated with the

limited focus of those approaches which they label as interpretive.
One weakness is the failure to account for or address the wider social
structure \'lhich impinges upon and influences the meanings and
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understandings which individuals attribute to their social contexts.
Another is the failure to address unintended consequences of social
actions.

Thus an undue reliance can be placed upon the accounts given

by subjects to the exclusion of consequences or results of their
activities in the wider social context of which they are unaware.
This is associated wi th another weakne:3s whereby a reI iance i:3 placed
upon the accounts given by subjects to the exclusion of incompatible
wider explanations.

Finally, Carr and Kemmis (1986) ci te a:3 a

weakness the failure to offer subjects the means of bringing about
changes in their circumstances in order that improvements be secured
for the subjects in their eyes.

This is a failure to develop theory

which can be applied.
By recognising weaknesses to which new paradigm research may be prone,
Carr and Kernrnis (1986) perform a service to it.

For they enable

proponents of the new paradigm to avoid weaknesses which are peculiar
to their research perspective and from which positivism is at least
free.
The Validity of Knowledge
The validity of knowledge to proponents of the new paradigm is
dependent upon it satisfying several criteria.

These criteria are

different to those for validity of knowledge for the orthodox or
natural science paradigm.

For they are in keeping with a

which looks at the world quite differently.

p'~r:3pective

There are also different

emphases between the proponents of the new paradigm, although no
fundamental disagreement.
For Carr and Kernrnis (1986) knowledge as a single, objective rational
truth is displaced by knowledge as a dialectic.

The validity of

knowledge rests in the process by which it is obtained.

Carr and

Kemmmis identify five criteria which are essential for the validity of
knowledge.
These five criteria are the recognition of tensions between theory and
practice, theory which is grounded in practice, a regard for
improvement of practice, a consideration of the wider contextual
influences upon practice and a unity of theory and practice.
Thus worthwhile knowledge takes account of the tensions and
di fferences which exist between the beliefs and thoughts about
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practice held by practitioners and the lack of congruence with their
actual practice.

True knowledge will show the various discrepancies

between activity and thoughts held about it.

The contradictory

aspects of practical activities are an important criterion which
knowledge must satisfy.
Knowledge also is rooted in the activities and perceptions which
surround practice rather than in laws which are formulated on the
outside.

It is the ideas, interpretations, and perceptions held by

practitioners with which knowledge concerns itself.

For knowledge to

be of value, it has to arise from the understandings and
categorisations of practitioners.

Knowledge therefore is not

constructed from an outside vantage paint.
The authenticity of knowledge, Carr and Kemmis (1986) maintain, is
further shown by the activities of practitioners to test, modify,
examine and reconstruct their practice.

Knowledge is of value when it

can be seen clearly as the outcome of critical and reflective
activity.

Practitioners have to be seen as seeking to find a better

fit between their ideas about practice and the reality of practice.

A

full account is necessary to show that a due regard has been paid to
critical reflexive thinking about practice.

Indications of the manner

by which ideas were tested out in practice and accepted, modified or
rejected are essential.
For knowledge to be valid there has to be some address to the wider
world of the practitioner.

Thus the context in which the practitioner

works is important, particularly in respect of the extpnt to which it
constrains him or her.

Any such constraints need to be identified so

that 'ohjective' constraints are distinguished from 'subjective'
constraints derived from the misunderstandings of the practitioner.
Finally, for knowledge to be accepted as valuable, it has to be shown
as embodying a positive relationship between theory and practice.
There has to be a degree of unity by which theory or propositions in
the abstract are actually affirmed by real practical experience.
Without some correspondence of theory and practice any knowledge
derived is of slight value.

Such a unity will as in other respects of

valid knowledge be secured from demonstrable critical and reflective
activity.
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These rather abstract canons for the validity of knowledge are
translated into more practical use by Kemmis and McTaggart (1988).
They stre'3s that evidence may take various forms but above all its
value is dependent upon the researcher collecting and analysing his or
her own judgements, reactions and impressions about what is going on.
Li ncol nand Guba (1985), 1 ike Carr and Kemmis suggest that several
criteria determine the validity of knowledge for the new paradigm.
The criteria which they identify as fourfold are credibility,
transferability, dependability and confirmability.
By credibility they mean that there is support from those involved to
show that the multiple realities have been adequately represented.
By transferability they refer to the provision of sufficient
descriptive data to enable others to decide if the similarities
between the researched setting and their own are similar enough for
the knowledge to be applicable.
By dependability they mean that adequate account is given both of
changes in the subject of the research or the research design.
By confirmability they they mean that enough information is provided
to substantiate the interpretations and conclusions that are drawn.
It is necessary to enable others to satisfy themselves that the
investigator has accurately depicted what has happened.
These criteria are formulated as being more appropriate for validity
of knowledge within the new paradigm than the criteria of internal
validity, external validity, reliability and objectivity which
conventionally serve the orthodox paradigm.
The upholding of this validity is secured by means of the use of a
wide range of detailed techniques which Lincoln and Guba (1985)
commend.

However they also acknowledge that the criteria for the

validity of knowledge in the new paradigm can never be satisfied to
the extent of an inquiry being unassailable.

They also caution that

there cannot be an orthodoxy of techniques.
The tenets for the validity of knowledge which are identified by Carr
and Kemmis (1986), Kemmis and McTaggart (1988) and Lincoln and Guba
(1985) are shared by other proponents of the new paradigm although
there are some differences in terminology but not in spirit.
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Thus Reason and Rowan (981) maintain that the validity of knowledge
for the new paradigm is a matter of process.

Truth is a process of

change always emerging through a dialectical experience.

It is the

relationship between the inquirer and his or her world which is of
crucial importance.

The interaction between the inquirer and the

subject of his or her investigation provides the validity.

The

inquirer has to account for his or her journey into knowledge.

The

process by which slhe becomes more knowledgeable has to be accounted
for.

Rea:30n and Rowan (1981) are adamant that there is no single

truth so validity is shown by intersubjectivity between the inquirer
and the subject.
is essential.

High quality awareness on the part of the researcher
They point to three aspect:3 of val idi ty which

knowledge in the new paradigm has to address.

There has to be

sufficient description so that the researcher'S experience is
distinguished and allowance is made for further possible developments.
There also has to be some testing out of action which establishes that
expected outcomes are realised.

Finally, there has to be a sufficient

quality of explanation whereby useful or illuminating conclusions can
be drawn.
Heron (1988) supports the thinking of Reason and Rowan (1981) when he
refers to the experiential knowledge of the researcher as fundamental
to the validity of knowledge.

The researcher'S encounters with

experience and with others have to be accounted for.

Heron observes

that experiential knowledge is from several sources: the formal
research statements, the tacit knowing from experience and practical
knowledge of how to do things.

Validity thereof is dependent upon a

degree of coherence and consistency between the different kinds of
knowledge.

There does not have to be total unanimity but illumination

of a common area.
Reason (1988) appears to sum up for all proponents of the new paradigm
the essence of validity of knowledge.

It is secured through

systematic procedures for self-reflection and self-criticism with a
high level of collaboration.

Without such commitment, there is much

risk of delusion and collusion and consequently invalid knowledge.
The Problem of Participation and Research
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Both Lincoln and Guba (1985) and Reason and Rowan (1981) make it clear
that to be a participant in the setting which you are researching is a
fraught process.

It

is fraught because the use of human beings as the

instrument for inquiry also puts that inquiry at some risks.
risks are in essence risks to the validity of the inquiry.

The
For human

bei ngs are imperfect and 1 iable to all manner of emotions which may
produce various distortions to the research process.

The researcher

as a participant is liable to make errors by the misconstruction of
what he experiences or may unintentionally influence the subject of
the study in ways which are distorting.
Indeed the relationship between the researcher and subjects has a
major impact on the results of the research.

The researcher and the

subjects both have an influence upon what happens.

Fears, concerns,

dangers felt by the subjects, i f perceived may distort the findings of
the research.
More specifically, Reason and Rowan (1981) refer to the problem of
countertransference whereby the researcher may make faulty
interpretations through the anxieties and threats which the research
process causes to him or her.

The researcher can project his or her

own internal problems onto the world slhe is supposedly studying.
Lincoln and Guba (1985) refer the problem of indeterminancy also
whereby the researcher imposes a pattern upon the phenomena which is
not true to it but an imposition.

They also refer to the problem of

reactivity whereby those under investigation may react to being
studied rather acting normally.
Of paramount importance in the matter of the researcher as participant
is the question of the values which are held in relation to the
inquiry.

No researcher can be value free and values are likely to

influence the direction of any inquiry.

Values need not be a

disturbing element however for they are central to inquiries which
deviate from the conventional paradigm.

A problem arises when the

researcher does not allow for them, or fails to identify them so that
they permeate the research without being declared.

As a result an

inquiry can be merely a self-fulfilling prophecy in its outcomes.
Just as a researcher may impose his or her own perceptions upon the
research in a predetermined way so the research may also be distorted
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by the re!:;earcher failing to maintain a truly inquiring stance and
'going native'.

Thus he or she may simply absorbs the dominant values

of the setting of which they are part and accept them as beyond
question.
The problems of the researcher as participant are considerable for
unles!:; they are dealt wi th appropriately they endanger the whole of an
inquiry by undermining its validity.

Without attention to these

dangers the participant researcher may fail to make a true
interpretation of what is going on.
However as Lincoln and Guba (1985) point out, participation in the
research setting need not be considered an intrusion, it may be
considered an opportunity.
Lincoln and Guba (1985), Heron (1988) and Reason and Rowan (1981) all
point to a multiplicity of procedures which are capable of upholding
the validity of the research.

The problems which confront the

participant researcher are not insurmountable.

All that is required

is that due attention is paid to procedures to uphold validity.
The real safeguards for validity however do appear to rest not so much
in a battery of precise techniques, more in the adoption of an
appropriate attitude of mind by the researcher.

For there can be no

universal prescription of techniques for all inquiries.

Rather it is

an attitude of mind by the researcher that is essential whereby there
is self-reflection and self-criticism.

It is possible to build that

proce::;s into an inquiry by the participant researcher in a systematiC
way so that there is an exhaustive process of checking and questioning
so that the research is well founded.

A proper concern has to be

developed by the participant researcher to ensure that there are
sufficient checks and balances so that the inquiry is fair and
balanced.
In essence, the participant researcher has to ensure a high degree of
self awarenes!:;.

That can be facilitated by obtaining the

collaboration of others to check and question the findings of the
inquiry as it progresses.

These others may be either directly

involved in the inquiry or on the outside.

Their willingness to

discuss and respond to the researcher'S interpretations is the
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important matter.

None of the fi ndings made by the researcher :::,hou ld

be allowed to be unquestioned or omitted from the scrutiny of others.
Reflections
The starting point of my research was the problem of fulfilling a new
role, the post of decentralised staff developer for my faculty.
My knowledge and disposition towards staff development were shaped by
my experience of it.
re~;ponsi bil

had fu1fi lled staff development

i ties wi thi n my department for a few years at the request

of my head of department and had participated in staff development
activitie:3 both within my institution and outside it.

The culmination

of these acti vi ties h'as my secondment as a student to the Centre for
Staff Development in Higher Education, immediately prior to the
research.
My conception of staff development was wholly in terms of the
acti vi ties which were promoted by staff developers.
staff development was a very good thing.

1 al:30 felt that

For I had benefited

profeSSionally and improved my competence as a teacher a:3 had others I
believed, who had also participated.
The puzzling and disturbing matter for me was the low participation of
staff in activities organised by staff developers.
that most staff were not developing professionally.
indifferent to improving their competences.
scandalous.

For that meant
They were

That seemed fairly

Scandalous because my year's secondment had convinced me

that there was so much scope for improving the quality of learning by
more active, varied and imaginative methods.

To achieve that end,

greater profe:3sionalism amongs academic staff was necessary.

As a

decentralised staff developer, I hoped to succeed in influencing my
colleagues in that direction.
Nevertheless, although I was enthusiastic about the idea of staff
development, I was not at all sure about how decentralised staff
developers could influence academic staff so that they improved
profeSSionally in my preferred direction. By means of the research, I
hoped to find out ways by which I could fulfil the new role most
effectively.

I hoped that I would learn from doing the job and that I

would also be able to communicate that experience more widely to
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others.

I also wanted to find out how my peers who occupied the same

post discharged their responsibilities and with what result.
My early acquaintance I",i th the staff development 1 i terature for the
research I-Jas interesting.
ignorant.

I found out many thing-s of which I was

However, I was rather daunted by my encounter with various

models of staff development.

For they seemed very remote, abstract

and an inflation of reali ty.

They did not square much with my

experience and initially, I could not see much relevance between the
variow::,; models and my research.

Indeed this was accentuated by the

apparent lack of agreement about the categories of models of practice
or at least the terminology in use.

Moreover all the models had

apparently been developed from the perspective of staff development
practitioners who were organised centrally.

Thus the various models

seemed to be of dubious help to my concern.
Subsequently, the problem of the models was a -recurring matter for my
deliberation as I endeavoured to clarify and define models and to
determinte their respective value from the accumulating evidence, in
order to make sense of my investigation.

It was only much later in

the research proces:3 when I began to make preparations for the survey
that the models of practice and responsibility for staff development
really began to acquire great meaning.
In my inquiries into Brighton Polytechnic, I approached my key
informants as a supporter of decentralised staff development, the
system which had formerly prevailed there.
co-operation for my proposed site visit,
sinister.

When I was refused further

I interpreted that refusal as

I inferred that there was an intention to conceal

information which might discredit those responsible for staff
development within the institution.
to my further inquiries.

There seemed to be a firm barrier

This interpretation was influenced by one

co-operative key informant. who admitted his personal antipathy to one
of his former colleagues.

In retrospect, I consider that the

defensive response to my proposed visit was through fear that the
stabi li ty of staff development, relatively recently achieved, would be
disturbed.

For inquiries within the institution, even if historical

in orientation, might put the organisation of staff development under
scrutiny again and possibly jeapordise its security.

My

2'14

interpretation of decentralised staff development at Brighton
Polytechnic therefore is founded on inquiries that were circumscribed.
Further investigation might alter the conclusions that I made.
When I came to inquire into the genesis of decentralised staff
development at Birmingham Polytechnic, I wanted to know whether its
adoption really indicated a serious commitment to improve teaching and
learning as I hoped.

I also hoped that the earlier form of

decentralised staff development, staff tutors, might confirm my own
experience of the role being valuable but institutionally neglected.
I was given some support in both respects but I also learned more of
the complexity of staff development.

I came to understand staff

development a':; but one facet of an evolving complex institution.

More

specifically, I discovered that the 'shopfloor' and 'management'
models had a much greater significance within Birmingham Polytechnic
and a long history to boot, than I had hitherto realised.
Neverthele,:;s, I remained sceptical of the benefits of these two
al ternati ve models of staff development responsi bil i ty in comparison
to my preferred' partnership' model.

In investigating earl ier forms

of decentralised staff development, the different models of practice
came to have much more meaning.

The consequences of these different

models for academic staff however, remained largely unknown.
Having completed my inquiry into the genesis of decentralised staff
development at Birmingham Polytechnic I wanted to use the knowledge
acquired to draw some wider conclusions about how one institution had
come to pursue a singular approach to staff development.

For by so

doing I felt that I would be able to place the experience of
decentralisation more at the disposal of a wide audience.

An analysis

using innovation theories would enable others to consider how
decentralisation of staff development, might be pursued.

I was a

little familiar with one innovation theory only and decided to select
several others that I did not know to see what could be learned.

The

analysis was a demanding exercise but I was pleased that I was
ultimately able to explain the adoption of decentralisation in terms
of several theories.

Thus I felt that others would be assisted to

pursue decentralisation of staff development from having the guidance
of several innovation theories.
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With regard to the activities of the decentralised staff developers,
my eclectic practice evolved rather than being defined as such from
the beginning.

In developing my role of decentralised staff developer

within my faculty I was initially in favour of developing a
counselling role.

For in my previous year as a full-time student I

had benefited considerably I felt from a counselling milieu and the
mes:3age of Main (985) gave that inclination further support.

However

the disappointing response to that role led me to con:3ider other
initiatives.

Training activities were appreciated by my colleagues

although less than I expected.

Equally my efforts in starting a

newsletter were fruitful I felt.

In selecting and evaluating the

varOU:3 initiatives that I took, I relied very much on my intuition.
I was extremely hostile at first to the responsibility that I had for
a Learning Centre.

It did not obviouslyfit in with any of my

aspirations to influence the professional practice of my colleagues.
That hostility was compounded by early encounters with my peers at
meetings convened for us by the centralised staff developers.

It

quickly became apparent that the post was largely understood by them
as being about the accumulation of equipment and materials.
The emphasis that they attached to the post was quite contrary to my
own.

I felt very disappointed and indeed angry with them for the

betrayal of our common task.

I formed the opinion that that they were

largely frauds and merely interested in promoting their own careers
through building up empires which would enhance their power and
influence.
As I got to know the decentralised staff developers better through
successive encounters my most hostile feelings towards their
professional behaviour lessened.

I conceded that the management of

equipment and materials might have some value and so gave some more
attention to my responsibility for the Learning Centre of my faculty.
The diminution of my hostility corresponded to my increasing
acceptance of their genuine convictions that there were real benefits
both for academic staff and ultimately the quality of learning from
the use of equipment and materials.

Nevertheless when I came to

prepare my first paper for their comment about our work <Appendix 3),
I had to reconcile some disparate feelings that I had about how the
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I decided to be constructive about the role but

post was fulfilled.

not to minimise the marginal influence that the post exercised.

The

lack of agreement expressed by the decentralised staff developers with
my interpretation of our role was an issue that I struggled with in
the research process subsequently.

Was the role a major beneficial

influence upon academic staff as they seemed to believe or a minor
influence as I was inclined to think?
My approach to the deans was guided by opinions that I had formed
about them.

Because the decentralised staff developers were so

limi ted in their conception of the post I assumed that they had been
handpicked to keep it that way.

I suspected that the deans would

prove opposed to staff development acti vi ties for some machaei veIl ian
reasons of their own.

Certainly to have made the appointments that

they had, led me to believe that they must have had some peculiar
mati ves.

I did not fi nd my suspicions confir:pJ.ed.

Instead I found

that the deans were busy people and although not very imaginative
about staff development as I perceived it, were not actually ill
disposed to its promotion.
My time as a decentralised staff developer had been a great
disappointment to me because involvement with my academic colleagues
was much less than I expected.

I was unsure whether the marginal i ty

was through my own incompetence in fulfilling the role or a result of
organisational divisions both formal and informal.

My inquiries of

the technicians and principal administrators of the faculties,
together with other sources of information relieved me of feeling that
my incompetence had been responsible for my disappointment.

Instead,

I was persuaded that the organisational arrangements in all faculties,
particularly departments, constrained the influence of the
decentralised staff developers.
In my relationship with the centralised staff developers I experienced
a struggle with contending ideas.

From past acquaintance, I had a

high regard for them professionally.

On the other hand I felt at

times that they gave insufficient leadership to the decentralised
staff developers.

I also harbored suspicions that my disappointment

Hith the consultation made of me by academic colleagues in my faculty
was partly a result of the centralised staff developers also being
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invol ved with some of these colleagues.

My fairly frequent contact

with the centralised staff developers lessened these more critical
thoughts as I became much more aware of their precarious position
organisationally, which was accentuated by a Directorate which was
changing in composition and different in outlook to its predecessors.
My interview with the Director was of great personal interest to me.

r suspected that the loss of my post was a re:3ul t of a Director who
was totally lacking in understanding of staff development and could
not care less about professional improvement.

Instead I was

confronted by someone who in effect, presented a well reasoned account
of the 'managerial' model.

WlJilst I did not share his thinking, I

conceded that there was substance to his argument for some managerial
responsibility for staff development.
My decision to employ a survey for academic staff was a matter which
took qUite :30me time to evolve.

Indeed at the start of the research

was hostile to using a survey in principle.

My hostility arose from

my feelings of inadequacy about my statistical and computer
competences, both of which seemed essential for a successful survey.
I also felt that a quantitative dimension to the research would not
make a useful contribution to the subject of the research.
My reluctance to employ a survey was displaced after my
staff developer fizzled out.

post~as

a

For plans to conduct sustained inquiries

with academic colleagues to whom I had been a consultant could not be
realised.

A survey captured my enthusiasm when I realised that it

afforded the prospect of yielding extensive information about all
Facul ty Learning Centre:3 which had become the pivot for the activities
of the decentralised staff developers throughout the institution.

I

also gained in confidence about employing a survey from consultation
that I made with those who had more knowledge of it.
The results of the survey influenced my thinking about staff
development greatly.

Some of my earlier simplicities had to be

abandoned in the light of new evidence.

I had expected the survey to

confirm that there was strong support for counselling and training
activities being provided by decentralised staff developers and that
the Learning Centres were white elephants.
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Instead, I found that academic staff actually favoured a great range
of services and activities to assist them professionally and that the
Learning Centres were used and appreCiated.

Further support

therefore, was given to the emerging idea of an eclectic decentralised
staff developer from this evidence.

However I was al:30 made aware

from academic staff of the real benefits which they had secured
through the 'shopfloor' and 'management' models.

Moreover, because

was.impressed by a widely shared concern of staff about maintaining
and improving their competence, I was somewhat chastened for my
earlier views about staff indifference to staff development.

My

acceptance of the value of the 'shopfloor' and 'management' models
increased.
In reviewing decentralised staff development, I was sure that the
innovation had been abandoned, not because it had failed, but because
a new Directorate had contrary idea:3 about staff development.

The

information that I obtained from interviews and documents did nothing
to alter my interpretation.
As a result of the evidence obtained from various sources, when I
presented my interpretation of the survey results <Appendix 6) to key
informants, I adopted a less critical view of the role of the
decentralised staff developers than earlier.

Correspondingly, I took

a more sophisticated appreciation of the wider context in which they
worked.

Uncertain of the reaction to my interpretation, I was pleased

by the degree of convergence in thinking between myself and others.
was encouraged to find that my evolving ideas of decentralised staff
development secured wide if not unanimous support from those who had
been highly involved with it.
In approaching Coventry Polytechnic I hoped to obtain some further
evidence that gave support for the success of decentralised staff
development.

I was disappointed that the staff development

arrangements could offer little that was of relevance to my central
interest.
In the final part of the research I was confronted with the task of
putting together a mass of evidence obtained from many sources, of not
least importance, my own experience.

I wished to make some sense out

of the divergent and disparate evidence and the multitude of feelings
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that I had experienced.

Arriving at a conclusion was a matter of

travelling around information and ideas that I had visited before and
putting them all together so that justice was done and coherence and
cohesion secured.

The conclusion that was reached was based on much

more than the mere acceptance of the interpretations of a few key
informants.
All Hie evidence suggested to me that whilst the innovation in
decentralised staff development had not been a roaring success as I
had originally hoped, there was enough going for the idea for it to be
fruitful, provided that it was appropriately supported and adapted.
That included co-existing "lith the 'shopfloor' and 'management'
models, neither of which I had conceived of at the start of the
research.

In contrast to my earlier ignorance,

I had a clear

appreciation that different models of practice would confer different
benefits with eclecticism offering the most.

Although I had not

anticipated it at the beginning of the research, I judged that
departments rather than facul tie:;:; were a better organisational basis
for decentralised staff development.
In making my final interpretations, I was assisted, as I had been
throughout the research process by the scrutiny and challenge
presented by supervision

se~3sions

at the Centre for Staff Development

in Higher Education/Centre for Higher Education Studies.

This review

was furthered also by student research seminars in the earlier part of
the research process.

My Learning
As a result of writing this postscript I have increased my
understanding of the main and opposing approaches to social and
educational research, positivism and the new paradigm.

Thus I have a

greater knowledge of positivism, its assumptions and applications.
Consequently, 1 am also much more aware of its limitations and
weaknes~:;e'3

as far as the values that I hold about social inquiry are

concerned.
Simul taneow31y, I have secured a firm command of the tenets and
procedures of the new paradigm and of the different strands of thought
within that broad school.

I am much surer of my own support for the

new paradigm as an approach which I consider most in keeping with
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inquiry into human affairs.

I nm.l appreciate more fully that the new

paradigm is a new and evolving approach and consider that I may have
Ill8.de a small contribution to its development.
I have become better acquainted with the problem of seeking knowledge
and evidence.

I have much clearer idea':; about the means for ensuring

that eVidence and knowledge is valid.

I recognise that knowledge

require,:; as a necessity that certain cri teria be met by it to be
adequately established.

In particular, I am acutely aware of the need

for researchers within the new paradigm to account for their personal
relationship with the subject and subjects of their research.

I can

now appreciate that predicated as it is on an understanding of human
relationships, new paradigm research requires a full account to be
made by the researcher of his or her journey into knowledge.

I see

that it is imperative that the researcher declares his or her values
and changes within them as a result of his or. her exploration lest the
research findings be jeapordised.

By fully accounting for the process

of research as a personal encounter, I am aware that the value of
knowledge is safeguarded.

For the audience to the research can then

satisfy themselves that valid knowledge was obtained rather than there
being a manipulation or distortion imposed.
I have now established my own research as being firmly within the new
paradigm.

I consider that I have now shown it to satisfactorily meet

the principles and practice of the new paradigm.

I see that prior to

writing the postscript the omission of my own journey of learning
through the research created some doubt and ambiguity about how the
major findings were arrived at.

By understating my personal

standpoint and changes to it, the validity of the research was brought
into question.

I have now shown that the research was a collaborative

venture between myself and others.

The knowledge that emerged was

from a dialectical process and from a spiral of research cycles.
In conclusion, I believe that by addressing more fully the
epistemological basis of this research into decentralised staff
development roles in higher education, 1 have enhanced the validity of
the evidence obtained and interpretations made.

2 St
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"There is a spectrum of intere£t:
some are totally for, some
against"

"Students are spending more
time learning and less
listening
when it is
successful, it makes a
tremendous difference to
student motivation"

September

Summary
This report is a review of new me~hods of
teaching and learning in the polytechnic, with
particular emphasis on how these methods are
affecting the Library, and what the Library can
do to actively respond to these changes.
An 0verview of developments in the Libr~ry
which have a bearin; on student learning is
followed by an account of an interview survey
with academic staff. Their comments on changes
in teaching and lea:-ning met,10ds are reported
in section 3, and possible implications for the
Library in section ~.
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ection 1
Introduction
rhe Library Teaching and Working Group was

set

up

in

1984 with

the

following aims:
"To review and promote library involvement with new methods of
The Group will make
teaching and learning in the Departments.
of
recommendations in 1985-86 which will form part of a general review
(Library Strategy Plac :.5) .
1 1. b r dry ~; e r vic e s tt •
Ont.:. ;-,f the rna. in objectives of the GrGui?
~ibrary management and the Polytechnic:.

Toe

aims

of

the

Report

are

a report

Wi:;.S

f~r

to:

Describe to the polytechnic ways in which the Library is becoming
mere closely involved with new methods of teaching and learning.
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Section 2
D~velooruents

in the William Kenrick Librar~

moved into a new building in Autumn 1984, [[lere
Since the Ma.:!.n Library
importdnt
changes which have encouraged students
ha ve be e Ii a nU:J:oe.r of
l~arning
outside
the classroom. There have also
to increase their own
been developments in the other site libraries.
Increased facilities

2.1

in Library Services
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PAC

(Online

Publjc

Acce:::·~~

=',.:3~,-.}.ObUe)

Online access to tr;~ C<":·.l~C;'.U(=s through OPAC has increased
This
students' ability to locate material independently.
dev~lo~~d across the Library's five sites.
facility is being

nquiry Desks
All of the Polytechni.::'s Libraries provide enquiry desks staffed
by a Tutor Librarian.
In the William Kenrick Library. enquiry
desks are staffed on all three levels.
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2.3 Faculty Learning Centres
The Library has staffeci "R~sollrCt:: Ce~1tles" in (he Department of
Construction and Surveying and in the Faculty of Business Studies and
Law for seven years. A Survey of these centres was carried out in
1985(1). Students felt that ::hey becefitted from a service which
complemented the one offered hy the Library itself.
When the Faculty Learning Centres (FLCls) were established in
1984
the Library was not given sufficient resources to provide direct
clerical support for each of the six new centres.
~evertheless, tile
Library now operates the Information Centre element of the Business
and Law FLC and co-operates closely with the Faculty Learning Project
tutors in all the FLCls.
At the School of Music, the FLC has two
sections, with the learnin~ section in the Library.

2.~

Other

Initiatives

Teaching
Tutor Librarians are involved in teaching pr0grammes i" dl:
departments.
The level of activity depends primarily upo~
students needs and includes induc:ion rours, small group s~ml~2r~
In som~ cases libra~i3ns dr~
and individual tutorials.
~lm~~db~ed i~t0 course teaching, settin~ and m~rki~~ dssessc~
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Results of
General

a

Teach~n; and Learning:

Survey on New Methods of

Impressions.

Introduction

3. 1

T~e Library Teaching and Learning Group Me~bers felt that more could
be discovered about about ways in which new approaches were affecting
the Lit, r dry.
l t d e c ide d t hat no a p pro a c h esc 0 u 1 d bern a de t o t h e
majority user group in the Library, polytechnic students, until more
was known about which methods of teaching and learning were being
em?loyed.
So it was agreed to undertake a small-scale survey,
collecting
data by interviewing some appropriate academic staff.
The aims of the interviews were to:

*

Establish

some

views on

new methods
were

::lisc(;ver which methods

said

Gather suggestions on ways
respond to these developments
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Developments

r

put

t

11 e

t

in Departments

SOl"Je faculties had developed a number Jf new methods as a result
of th2ir o~n specific needs~ e.g. Built Environment have a long
tradition of project based teaching, and Engineering have been

buyini; electronic packages and

tape-slide

material

for

some

time.

new methods
SASS have been especially active in introducing
activities, the
Among
other
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Section 4
Interviewees made a number of ("C'Iilments on the way the Library might
react to changes in teaching and learning styles.
Active Promotion

4.1

Ia was repeatedly stressed that the Library could publicise and
sell itself more actively.
Its services such as fax and online
sea~ching were felt
to be under-utilised and under-promoted.
Interviewees valued the Library's teaching role. Nevertheless they
felt that tutor librarians needed to make teachers more aware of the
benefit of their information skills.
Library holds a sma::'l number ~)f packages u: .iournal artl~ lee
compiled by lecturers. There was felt [0 be
c0nsidera01e SC0r~ for
t utI) r
1 i b r d ria n s t~) act i \' ely pro mot e t his s e r vic e .
ThE' cop y rig II t
clearance facilities were not sufficiently well known.

The

Awareness of

4.~

Developments

Some interviewees felt tha~ the Library could be
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4.4 Providing a Positive Service
Some interviewees felt that the Library was difficult to use.
As
an ~xample, a lecturer referred to problems for students in finding
books on information technology:
"we need an IT route ITldp ••• "
felt to have particular problems,
Part-time students were
to visit the Library and use the facilities
especially lack of time
effectively.
The Library needed to be increasingly flexible for example, over
opening hours, and increasingly more of an active advice centre.
Both academic staff and students needed help, it was stressed,
dnd sometimes wanted positive advice, rather than merely information.
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Section 5

Results of a

Survey:

Problem Areas

Several main points of concern were

5.1

expressed

by interviewees:

Time

Finding time is a problem for all academic bLaff in the
polytechnic:
innovations do not just happen.
Although the Learning
project Support Scheme was helping enormously, interviewees felt that
they and their colleagues did not get time to find out about changes
in other institutions, and to plan and implement new ideas.
"There are
t

h ink. .•

"Lack of

5.2

just

not

enough

times when

people

can sit

back dnd

,.

time

is an institutional

problerr."

Technical Support

t e con i cal sup p 0 r t i:1 t t1 cpr e p ~ rat ion 0 f new mat e ria 1 was
La c k of
serious problem and one toat affected the Library.
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felt to be a
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5.4

faculty Learning Centres

The relationship between the Faculty Learning Centres and the
Library is s t i l l evolving.
Faculty Learning Projects Tutors seemed
unclear about how their Centres should relate to the Library and what
degree of overlap of materials and services should be encouraged.
However, all the Faculty Learning Projects Tutors interviewed were
seeking a close relationship with the Library, and seemed to value its
services.

One said:

"The Library is absolutely

5. 5

-

Oualitv
of
,

vital".

Service

There is likely to be less money, more student numbers and fe~~r
academic staff in the immediate future.
Is it possible to meet the
demands of additional students and simultaneously introduce more
student-centred learning without more resources?
Several Faculty Learning Project Tutors expressed grave
reservations and wondered how this might affect the Library, amongst
other services.
Will i t be able to offer adequate access to
increasingly large groups of students?
They asked if the Library
would have sufficient macerials or accommodation to provide a ~~fn
quality service.
They wonderec i: it would be c.ble to cope witL ::-c;p~d
inc[:::ases

in

demc.nd.
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Forward for

6.

the Library

The following ways forward for the
discussions with academic staff.

Library seemed to be suggested in

The Library could:
6.1

Increase active involvement with Departments and Learning
Service units e.g. in software purchases, teaching.
Suggested course

of action:

*

ALi bra r y Wo r kin g Gr
already been set up.

*

Tne Library is currently implementing more flexible
between it and the Faculty Learning Centres.

*

A meeting between the Faculty Tutor Librarians and the Facul:
Learning Projects Tutors, convened by the EDU would be
extremely useful.

*

Subje~t Librarians could
L€arninb Projects Tuter>..
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6.3

Actively promote and mark~t its services.
Suggested course of action:
Some suggestions on publications should be referred to the
Library Publicity and Public Relations Working Group.
These ideas include:

*

Preparation of 1 page sheet on Library Services for academic
staff.
Possibly a different sheet for each Faculty, plus
one for the Directorate.

*

More publicity on copyright clearance current awareness bulletins.

*

List of contacts in the Library.

possibly a sheet

in

Other ideas include:

*

More sessions for academic staff on fax, online, with
emphasis on saving their t~me.

*

Extra publicity for

EDU Information Service.

Enquiries:

*

6.~

The Library needs to give d positive enquiry service to
Suggestions included se~inars for ~ibrary St6t:
use:rs.
dealing ~it~ e~quiries
passing o~ information to a collear uc
when to refer an enquiry
establishing user needs.

on:

*

Courses for acadereic staff on availablity of materials in
particular subject areas.

*

Brief video on lihrary services

Atte~pt

tu

ba:anc~

limited

resources.

?,uggested course

*

0:

f~exibility

v_

~i:

action:

G r 0 up end 0 r see :: n [, nee d
thE- ~ i c r 0 K() 0 r:, as,,' e 1: .J S
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The Library would send the Report to the PolyteChnic Teaching and
Learning Working Group, the Library User Group and [0 Faculty Hoards,
and would invite responses from them.
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Appendix 1
Survey Methodolog.x..
A total of twelve
semi-structured interviews were carried out by
librarians in the period January-April 1986, and one more
in July
1986.
Interviews were felt to be the most appropriate survey
method as the Group were not sure or what respondents might
feel about new methods and the Library.
The interviewees were Faculty Learning Project Tutors and some other
Polytechnic staff with a part~cular interest in teaching and learning.
One Tutor declined to be
interviewed as he felt he
was not yet in a
position to comment in detail on his job.
Report was prepared from notes taKen in
lasted between forty five minutes to one hour.

The

the
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Interviewees
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Regular members of

the Library Teaching and Learning Working Group

1985/6:
Jennifer Beardwood
Sue Clegg
Jessie Cook
Alison Keyworth
:1ichael Shoolbred -

Chairman

Stella Thebridge
Dia~a

Eastcott -

EDU
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APPENDIX 3

THE ROLE OF FACULTY LEARBIIG PROJECTS TUTORS
Introduction
The purpose of this paper is to attempt a profile of the faculty
learning projects tutors (hereafter referred to as the Tutors) and so to
engender some discussion about how the role is performed and how it
might be performed better. I shall attempt to identify matters of
common interest rather than to point to individual differences. The
data is derived primarily from interviews of approximately an hour in
length, which I conducted with the 5 present occupants of the role, 3
past occupants and my own observations and reflections while occupying
the post.
~

The major tasks which the Tutors perform are the acquisition, funding,
and maintenance of eqUipment and materials located in Faculty Learning \
Centres and promoting the use of all facilities in these Centres by
colleagues and students. Some considerable time can be take up with
administrative tasks to do with maintaining the Centre as a responsive
source of educational eqUipment to colleagues and students.
~

The support and approval of Deans of Faculties for Tutors activities
seems customary, and particularly necessary for the maintenance and
development of facil ities where funding is required. The closeness of
the relationship between Tutor and Dean seems to be important for the
Tutor's feeling of influence in the Faculty and his sense of job
satisfaction or morale. Heads of Departments do not seem to be
particularly significant COlleagues for the Tutors from the point of
view of working relationships.
Formal organisation
The Tutors on the whole, are represented on relevant policy making
bodies in their Faculties where their contribution is considered
pertinent. Such bodies vary from Faculty to Faculty but they usually
have a decision-making responsibility which affects the Learning Centre
or resources for it.
Informal organisation
In performing the role, the Tutors engage in much informal conSUltation
with colleagues about the services offered by their Centre, and its use
and development. Contact wi·th COlleagues is spontaneous and casual and
can occur either in the Learning Centre or outside it. Such contact is
largely over the use of items such as computers and word processors and
the software for them, overhead projectors, video cassette recorders and
cassettes, reprographic machines, other audio-visual aids.
Access to
print-based materials and their development seems to be a lesser matter
of transactions overall. Reprographic facilities seem to be a pivotal
facility in most of the Centres without which there would be
significantly less use of the Centre.
Besides the formal machinery of Faculties (usually a sub-committee or
working group of Faculty Board) and informal discussions with
COlleagues, Tutors do not participate much at all in other forums within
their Faculties such as Boards of Studies or Schools of Studies.
(Nor
are they invited to!)
Tutors generally, do not appear to be involved
as key figures in working parties or groups on particular educational
development matters other than those concerned with hardware which have

already been identified. There is some indication that Tutors have most
contact with cOlleagues in their own departments and that it is much
less with colleagues in departments other than their own. This seems to
be true for the use of the Centres as well. Social and spatial distance
are probably important factors which influence both uneven co-operation
and use. Direct contact with students seems to be through the
introductory use of equipment or materials.
Educational Development Unit
Relationship with the EDU is valued and takes the form of varying
consultation mainly over the acquisition of materials and equipment, and
management of technicians. Issues arising from technicians which have
occupied the Tutors have also extended to technicians which are
departmental rather than EDU. In fulfilling the role, some supervision
and co-operation with the technician in the Centre is necessary. This
relationship does not appear to be without difficulties on occasion but
easy overall.
Innovation
The activity of Tutors with respect to innovation through the learning
projects support scheme seems very slight indeed. Very few projects
have involved Tutors in any substantial waYi colleagues seem to pursue
these comfortably without much help from Tutors. Indeed where promotion
of projects has been attempted the response from colleagues has not been
strong. Tutors do not seem to be directly involved with their
colleagues in helping to make changes in teaching and learning methods
at all. Privatisation rules (O.K?).
A concern of Tutors linked to the
lack of interest by colleagues in learning projects is the use by
colleagues of the Learning Centres which falls below expectations at
least in most cases. Various initiatives seem to have been attempted to
encourage greater use but Tutors overall express some concern that
Centres are not the hub of educational development in their Faculty that
they would like them to be. Here there does seem to be a problem for
the Tutors in the resistance of colleagues. This resistance is less
overt hostility, more a lack of interest or indifference to what the
Tutors have to offer or the help that they might give. Indeed it seems
that initiatives which have been taken by Tutors with respect to
colleagues have been less than a complete success. The marginal role to
educational development in their Faculties which some Tutors feel is
further indicated by the Report of the Library Teaching and Learning
~orking Group 1985/86 which reported: "Faculty Learning Projects Tutors
did not always feel they had a clear view of what was happening, and
some felt that there were many developments taking place outside the
sphere of influence of the FLC." The departure of three individuals
from the post (of which there are only six) in the short initial period
of existence also seems an indication of the difficulty and
dissatisfaction which accompanies the role at present.
Conclusion
The innovation of decentralised educational development to which we have
all been a party at Birmingham Polytechnic is unique according to the
review of international literature which I have conducted for my
research. It has not been without its difficulties and disappointments
for those who have been involved with it. From this venture so far what
experiences can we usefully exchange to learn more about doing the job
better? Perhaps we should start by first recognising the achievments
and successes, however modest?
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Questionnaire on Professional Development of Teaching Staff in
Birmingham Polytechnic
Questionnaire No:
Please answer all the questions, either by circling the number which
corresponds with your answer or writing in your answer briefly. All
questions refer to the period since September 1985.
1. 1 Department:

1. 2 Faculty:

1. 3 Sex:

Male

Female

1

1.4 Position:

2

Principal Lecturer

Senior Lecturer

1

Lecturer 11

2

3

1.5 Length of Employment at Birmingham Polytechnic:
2 years and under Over 2 years and
Over 5 years and
under 5 years
under 10 years
1

2

Over 10 years
4

3

2.1 How often have you visited the Learning Centre that serves your
Faculty? This is in rooms 273 and 225.
<Very often
Fairly often
Infrequently
Never
(Once a week
(Several times
or more)
a month)
3

4

2

1

2.2 Which facilities have you used in the Learning Centre that serves
your Faculty? Please answer for each row.
Not
No
Yes
Applicable
Use video service

0

1

2

Use reprographic eqUipment

0

1

2

Obtain information

0

1

2

n le.3rning materials

0

1

2

miscellaneous equjpment

0

1

2

0

1

2

0

1

2

,]:"t.3i
p,:;;~

[ionat.,"

learning materials

3

2.3 How satisfied are you with the facilities offered by the Learning
Centre that serves your Faculty?
Very satisfied
Satisfied
Dissatisfied
Very dissatisfied
4

3

3

1

2.4 Can you please comment on your answer to 2.37

2.5 What changes, if any, would you like to see in the facilities
offered by the Learning Centre that serves your Faculty, to make it more
satisfactory to you? Please answer for each row.
10
Yes
Additional equipment

1

2

Additional advice/information about facilities

1

2

Additional learning materials

1

2

Other (please give details below)

1

2

3.1 Is there a member of teaching staff currently responsible for the
management of the Learning Centre that serves your Faculty?
Yes
Uncertain
10
2

3

1

If Yes, go to question 3.2, if other answer go to question 4.1.
3.2 How often, if at all, have you consulted the member of teaching staff who is responsible for managing the Learning Centre that serves
your Faculty?
Fairly often
Infrequently
Never
Very often
(Several times
(Once a week
a month)
or more)
4

2

3

1

3.3 What has been the main reason for the consultation?
Teaching
Student learning
Other issues
Equipment/
methods
<please give
issues
learning
materials
details below)
1

2

3

4

4
4.1 Is there a distinct resource centre or repository of equipment and
learning materials for the joint use of the teaching staff and students
of your Department?
Yes
Uncertain
No
1

2

3

If Yes go to question 4.2, if other answer go to question 5.1.
4.2 How often have you used the facilities of the resource centre or
repositoryow&f_yro~u~r~D~e~p~a~r~t~me~n~t~?
Never
Infrequently
Very often
Fairly often
(Once a week
(Several times
or more)
a month)
4

2

3

1

4.3 Which facilities have you used in the resource centre or repository
of your Department? Please answer for each row.
Yes
10
Not
Applicable

Reprography

o

1

2

Use miscellaneous equipment

o

1

2

Obtain learning materials

o

1

2

Donate learning materials

o

1

2

Obtain information

o

1

2

Other (please give details below)

o

1

2

4.4 How satisfied are you with the facilities offered by the resource
centre or repository of your Department?
Very satisfied
Satisfied
Dissatisfied
Very dissatisfied
4

3

2

4.5 Can you please comment on your answer to 4.4?

1

5

4.6 What changes, if any, would you like to see in the facillties
offered by the resource centre or repository of your Department to make
it more satisfactory to you? Please answer for each row.
No

Yes

Additional equipment

1

2

Additional advice/information about facilities

1

2

Additional learning materials

1

2

Other <please give details below)

1

2

5.1 Is there a member of teaching staff in your Department responsible
for promoting activities to improve teaching and learning and associated
matters?
Yes
Uncertain
No
2

3

1

If Yes, go to question 5.2, if other answer go to question 5.3
5.2 Can you identify the activities for which this member of teaching
staff is responsible? Please answer for each row.
No

Yes

Acquisition and management of eqUipment

1

2

Management of learning materials

1

2

Distribution of information

1

2

Advice to teaching staff

1

2

Arranging seminars etc.

1

2

Other <please give details below)

1

2

.

5.3 What is your opinion, in principle, of a member of teaching staff ~
yoyr Department being given responsibility for promoting activities to
improve teaching and learning and associated matters?
Strongly approve
. Appr~ve
Disapprove
Strongly disapprove

4

3

2

1

6

5.4 Can you please comment on your answer to 5.3?

6.1 Did you have a staff development interview during the last academic

year?
Yes

Uncertain

10

3

2

1

If Yes go to question 6.2, if other answer go to question 7.1
6.2 Which person conducted the interview?
Head of
Department

Director of
School of Studies

1

Principal Lecturer

2

Other
<Please give
details below)
4

3

6.3 In your opinion, how satisfactory was your last staff development
interview in assisting with your professional aspirations?
Very satisfactory
Satisfactory
Unsatisfactory
Very unsatisfactory
4

3

2

1

6.4 Can you please comment on your answer to 6.3?

6.5 Did you make a change in any aspect of your work, as a result of the
last staff development interview? By work I mean teaching, research,
administration or other activities for which you are responsible.
Yes
Uncertain
•
No
3

2

1

7

6.6 In your opinion, is there suitable professional assistance available
for teaching staff who wish to change some aspect of their work as a
result of the staff development interview?
Yes
Uncertain
No
2

3

1

6.7 Can you please comment on your answer to 6.67

7. 1 How often, if at all, have you visited the EDU to use its
facil1 ties? This is in room F3 at Perry Barr.
Fairly often
Infrequently
Very often
(Once a week
(Several times
a month)
or more)
3

4

1

2

7.2 Which facHi ties have you used in the EDU?

Never

Please answer for each

row.
Bo

Yes

Use media services

1

2

Use miscellaneous equipment

1

2

Obtain i nf orma ti on

1

2

Obtain professional advice

1

2

Participate in workshops etc

1

2

Other <please give details below)

1

2

8.1 Is there any aspect of your work in which you have made a change
over the past 2 to 3 years? For example, adopting a new teaching
method, starting a research projec\, modifying a course.
Yes
10
2

If Yes go to 'question 8.2, if 10 go to question 9.1

1

8

8.2 How important were colleagues from within your Department in
assisting the changer By help I mean encouragement, information,
advice, materials or similar. Please answer for each row.
Highly
Of no
Slightly
Fairly
importance
important important
important
Head of Department

1

2

3

4

Course Director

1

2

3

4

Director of School
of Studies

1

2

3

4

Course Team colleague

1

2

3

4

Other <please give
details below)

1

2

3

4

8.3 How important

we~e services frpm putside ypur Department
the Polytechnic, in assisting the change? Please answer for
Of no
Slightly
Fairly
importance important important

but within
each row.
Highly
important

EDU

1

2

3

4

Library

1

2

3

4

Faculty Learning Centre

1

2

3

4

Computer Services

1

2

3

4

Student Services Unit

1

2

3

4

Other <please give
details below)

1

2

3

4

9.1 Is there any aspect of your work, that you would like to change in
the future? By work, I mean teaching, research, administration or other

activities for which you are responsible.
hs

Bo

2

1

If Yes go to question 9.2, if No go to question 10.1.

9.2 How important, in your opinion, are various factors in helping you
to change any aspect of your work in the future? Please answer for each
row.
Of no
Slightly
Fairly
Highly
importance important
important important
Some release from usual
responsi bll i ti es

1

2

3

4

Advice

1

2

3

4

I nf orma ti on

1

2

3

4

Support and encouragement

1

2

3

4

Training

1

2

3

4

Materials/equipment

1

2

3

4

Personal satisfaction

1

2

3

4

Public approval

1

2

3

4

Administrative/technical
assistance

1

2

3

4

Student expectations

1

2

3

4

Other factors <please
give details below)

1

2

3

4

10.1 What is your opinion in general, of the opportunities and
facilities open to you at present to improve your professional
competence?
Very unsatisfactory
Unsatisfactory
Satisfactory
Very satisfactory
1

2

3

10.2 Can you please comment on your answer to 10.1?

.. '
.......
I

'j
'

~,.

;

).

4

I·

10
10.3 How do you personally feel about your professional competence in
various aspects of your work? Please answer for each row.
Not
Dissat- Satis- Very
Very
dissattied
satisappl1cisfied
able
tied
isfied
Teaching and
student learning

0

1

2

3

4

Projects and
research

0

1

2

3

4

Administration,
management and policy

0

1

2

3

4

Guidance and
counselling

0

1

2

3

4

External professional
activities e.g. examining
consultancy etc

0

1

2

3

4

Curriculum development

0

1

2

3

4

Developing and updating
subject knowledge

0

1

2

3

4

11. If you would like to enlarge on any of your answers or add any
comment that you consider will be helpful to the research, please use
the space below to do so.

Thank you for answering these questions. Please return the completed
questionnaire by internal mail in the envelope provided by 9 May 1988.
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OUffef
Youfref

28 April 1988

Date

Dear Colleague,
Professional Development of Teaching Staff in
I am researching the ways in which the teaching staff of
institutions of higher education are helped to develop in competence for
their work (teaching, research, administration and other activities>, by
the organisations which employ them.
For the "research, I want to obtain from staff in Birmingham
Polytechnic, their experience of the facilities and opportunities which
are available to assist them in their work and their aspirations for
further professional development. To accomplish this aim, I am sending
a questionnaire to a selection of staff.
I hope that you will feel that it is worthwhile to give your time to
filling in the questionnaire. There has been little investigation of
the professional development of teaching staff in the polytechnics, so
the research (which is registered for a Ph D at the Institute of
Education, University of London> can make a valuable academic
contribution with practical implications.
I can assure you that the information that you provide in the
questionnaire will be treated in absolute confidence.
If you have any queries do not hesitate to write or telephone me on
extension 5532.
I thank you for your co-operation.
Yours faithfully,

-

.,~
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ACADEMIC STAFF AND FACULTY LEARNING TUTORS AT BIRMINGHAM POLYTECHNIC
Introduction
This paper summarises the results from a survey of academic staff at
Birmingham Polytechnic and makes an tnterpretatioli with relevanr::e to the
role of faculty learning tutors.
The survey was undertaken for Ph D
re'3earch.
Methodology of the research
The survey was conducted to ascertain staff experience of various
facilities for staff develoPJ~nt and staff perceptions of their needs
for further profe:3sional development.
A questionnaire was administered
in May 1988 to a virtually one in two random sample of academic staff in
all (7) faculties except MW3ic.
Questionnairet:. were completed and
returned from 149 respondents, (56.4% of the sample).
More detailed
information was obtained in Autulilll 1988 when a representative sub-sample
of 30 academic staff was interviewed.
Learning Resources Centres
These 6 centres, including the computer rooms in the Institute of Art
and Design, were used to a varying extent by staff.
Thus 22% visited
them very often, (once a week or more), 28% fairly often, <several times
a month) 38% j nfrequently and 10%· never.
These figures sugge:3t that a
substantial number of staff perform their work with I Htle or no help
from their centre.
Of the facilities available from these centres, the video service and
reprographic eqUipment w,,"re the most used services, 76% and '19%
respectlvely.
Very few staff had donated learning materials to their
Centres, <12.8%), perhap:3 an expression of their lack of 'owner::;hip'.
Staff on the whole were satisfied with the facilities available, 5% were
very satisfied and 73% satisfied.
The interviews suggested that th~
high degree of satisfaction is associated with modest expectations of
learning re:30ur,::es centre:::..
For :30me staff there wato uncertai "ty over
the facilitie:=; availablr~, for oth.=·rs, the centres were perceived a,s
baint:. more for :3tudents than staff.
Overall, the centres ,"ere not :3~len
a::;. highly important to the work of staff.
The facilitiE'~~. of centre':o
\-,ere accepted by most staff as us<?ful options, but with much neutral i ty
about their development.
faculty Learning Tutorc
-I'he narglna li. ty of the centres to academic staff is mi rrorfJd bv t:tH?
relationship of the faculty leal'ning tutors to academic staff.
Thus 35%
of ::c.taff "Jere unc(:ertain whethet- then, was a member of staff respons.ible
:or tht' !nan,3.~c-·;nent cf thl:=ir learning re:30urces centre. Con:::.ult.::.tion
vii th the tu tor was not often for most staff, thU:3 53% of staff claimed
'to CQr,:::.ul t tuton=:. infrequently and 18% claimed never to have consul ~;ed.
:be purpose of the con:=:.ultation was for one reason mat nly. Thus 74% of
COWo·1)1 tation wa~:; over equipment and materials.
AlthouSh the tutor's role as a managpr of equipment and materials seems
Illutual} y defined by staff and tutors, the interviews sUf;gested that some
::"taff \vould welcome a widening of the role to encompass. the initiation
of other activities to assist them in other aspects of their work.
These might include seminars and workshops, a consultancy service over
teacr-,ing methods and information about new developments in teaching.
For a few staff, confirmation of the tutor's expertise in teaching,
eithp~ through experience or qualifications would be a necessary
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condition for their positive response to a widening of the role.
Of
those staff who welcomed a change in the role of the tutor, there was
common agreement that it be faciHtative or enabling in character.
Departments
The survey showed that there is a substantial re:::;;ervoir of equipment and
materials in departments, som(~ of it concentrated in accommodation
recogni:3ed as departmental resource cent.re:3, some diffused in cupboards,
storerooms and other places. To a large extent this supply seems both
to parallel and complement the facilities within learning resources
centres.
These facilities in departments appear to be more accessible,
bett.er used and of great.er importance to academic staff than learning'
resource centres. Thus of the 40% of staff who confirmed that there was
,a departmental resource centre in their departmo?nt, 45%, said they used
it very often (cf. 23% for learning resources centres).
This diffused
supply of eqUipment and materials is an important means of staff
development.
Alongside i t is the stimulus provided by fairly informal
encounters between colleagues, either casually or through small meetings
instigated over shared concerns and responsibilities such as subjects or
units of courses.
This 'shopfloor' domain of staff development reduces
or obviates the need for staff to visit learning resources centres or to
consul t tutors.
It also explains why 36'% of staff estimated that course
team colleagues were highly important to them in assisting to make a
change in their work in the past in comparison to 0.8% \>/ho estimated
that learning resources centres ~?re highly important.
Although only 20% of staff confirmed that there was a member of staff in
their department responsible for promoting acti vi ties to improve
teaching and learning, (formerly titled staff tutors), the principle of
a colleague acting a~::;; a fac: litor commanded \Vide support with over 80%
ei ther approving or strongly apprOVing.
Al though many staff fore~3aw
difficulties in the implementation of the prinCiple, there was even an
even greater number who were sure that there wa:3 E.cope for help to be
offered to staff for the improvement of teaching and learning.
Some
indications of the scope of that help are indicated under professional
needs.
Heads of Departments
The survey confirmed that staf f cDrJ'3idered that heads of department \Vere
influential upon their professional development through activity that
was both proactive and reactive.
1\'/0 common example:::. cited by staff
Hi th appreciation, ,.,rere the support given by head:::;; of departments for
attendance at conferences and for changing teaching responsibilities.
Even so, some dis:=;ati,::;.faction amongs ·::;;taff vJdS manifested towards the
responsibilities exercisedQY :1eads of department for staff development.
This dissatisfaction was shown most clearly" j.n n'lation to the annual
staff development interview.
Of thos," ,,,taff I"ho confirmed that they had
experienced a staff devel.opment interview in the last academic year
<approximately two thirds), just under a third considered it either
unsatisfactory or very uns,atisfactory.
The interViews suggested that
dis:::;;atisfaction arose fr01l' 1:he failul'e of head:", of departments to 1l13.ke
the interviews helpful to staff through mismana~,ement. of the occasion.
In general, a propeT dialogue was missing for ",.taff who were
dis:3atisfied.
The annual staff development tnterviel'{ l'ia.'3 not influential in helping
staff to make a Change i 11 thei r work, according to 64"/., of staff.
The
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lack of positive impact of interviews may be attributable to th,? absence
of available assistance to staff afterwards.
Educational Development Unit
The proportion of staff never to have used the EDU was a sizeable
minority at 22% and appeared to be the result of the spatial,
organisational and social distance of the Unit from staff.
Of those who had used the facilities of the Unit, greatest popularity
was accorded to miscellaneous equipment 77%, with smaller and varying
proportions using other facilities: media services 58%, information 52%,
professional advice 36%, workshops 20%. Appreciation of the Unit ",'as
very cleaT amongst those who were its regular users. The popularity of
the EDlJ amongst staff seems based on its eclectic approach, for whilst
few of its users used all of its services, the wide range of its
facil i tie:3 meant that it was 1 ikely to satisfy at lea:3t one aspect of
professional development amongst users.
Its recent re-naming as the Learning Methods Unit accompanied by several
changes in its activities and responsibilities, was widely perceived by
staff who used it, as its abolition. The Unit is no longer perceived by
its regular users as offering accessibility to a wide range of high
quality services. Charging to departments for some services was
mentioned in two interviews as the creation of a barrier.
In general
the changes in the EDU were seen by its admirers as a loss of a:3sistance
to them.
Professional needs
The survey found that a substantial proportion of staff (80%), would
like to make a change in some aspect of their work in the future. When
staff were asked to estimate the importance of 10 factors for helping
them to change any a::;pect of their vmrk, every factor was esttmated a:3
highly important by a distinct albeit varying proportion:
some release from u:3ual re~;ponsibili ty
54%
advice
21%
information
31%
support and encouragement
46%
trainjng
21%
mater~als/equtpment

:32%

personal satisfaction
73%
public approval
12%
administrative/technical assistance
28%
student expectations
38%
These figures :3usge:3t tnat a multiplicity of factors, of which equipment
and materials are but one, are important to staff in helping them to
make c'hanses in their I'i"ork.
The sur<,rc;y indi·=.-ated tha.t many staff were critical of existins
opportuni ti(:>5 available to them to improve their professional
competence. Thus 53% stated that opportunities were either
unsatis.factory or very unsatisfactory. Whilst this dissatisfaction was
attributed by staff partly to lack of time through excessive duties
(teaching and administration) and a lack of management support, a lack
of services and a.:;tivi tie:3 wa:3 ah:.o identified as an important cau:=,e. A
more explicit gUide to the needs of staff for professional development
was shol'm when staff were asked for their feelings about seven as.pect:3
of their professional competence. Overall it was found that for each
aspect of professional competence, there was a substantial proportion of
staff who wen? either dissatisfied or very dissatisfied:
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15'7.
teaching and student learning
projects and research
47'7.
45·;"
administration, management and policy
guidance and counselling
external professional activities
32%
curriculum development
37%
developing and updating subject knowledge 40%
Conclusion
The survey confirmed that the faculty learning tutors and the learning
resources centres for which they are responsible are used by staff
predominantly for equipment and materials, and that staff are satisiied
with them. HoweVl:~r the con.tribution of these facilities to stafi
development is margin.al.
Of greater importance to staff are the informal relationships
constructed around courses and the extensive material facilities whlch
are available within departments. Heads of departments are also
significant in the assistance that they give to staff for their
development.
The EDU was found to be valued by staff through its eclectic role;
changes in that role appear to have diminished the service that is
available to staff.
Even with tllis plurality of facilities for staff development, there is
considerable dissatisfaction amongst staff about professional
development and there remains extensive and varied needs for
profe:3sional development which are not being met. As staff have
indicated support for the principle of a facilitor COlleague wbo is
close to them organisationally, it seems feasible that these ne.=~o:3 '='ouJd
be met by the faculty learning tutors extending thei r acti vi tie:::; beyond
the promotion of the use of eqUipment and materials. They would then be
able to initiate more and varied opportunities for staff, in d:iffc::'r'?nt
a::;pects 01' profeSSional development.
In so doing, they would il1:.:rease
the importancE! of the contribution that they make to the staff
development process. To accomplish this change in role, negotiatiol1::"
wou Id be requ ired both with Management (deans of facu 1 tie:=:. and head'~ Df
departmentE,) and academic staft of the respective faculties.

George Sm:i. th
December 1<:1:'15

APPENDIX 7

REVIEW OF THE EDUCATIONAL DEVELOPMENT UNIT

1.

2.

Introduction
1.1

The publication of the Government's White Paper ["Meeting the
Challenge"] and the subsequent Education Reform Bill,
indicating that, in the light of their maturity and their
successful role in the provision of HE, the Polytechnics and
Colleges would be ttrewarded" by the grant of corporate status
has prompted most HE institutions in the public sector to reappraise the efficiency and effectiveness of their internal
management systems. A further prompt, in this respect, was
provided by the NAB's report on Good Management Practice.
It proposed inter alia that the Polytechnics and Colleges
should identify their strategic "mission" and restructure
their internal management systems where necessary in order to
achieve their stated aims.

1.2

In the light of these developments, and the increasing scale
of its activities, Birmingham Polytechnic has opted for a
management system which devolves an increasing range of
power and responsibilities to Faculties. Within the
framework of the Polytechnic's strategic aims, the Faculties
have been encouraged to produce corporate plans indicating
their planned development over the three years ahead. At the
same time, the Faculties have become quasi-cost-centres, with
enhanced control over the budget allocated to fund their
corporate plans. This form of devolution is designed to
allow each Faculty to exploit its individual strengths, thus
enhancing the identity of individual and collective purpose,
while simultaneously improving the lines of accountable
management.

1.3

Following the decision to more towards a devolved system of
accountable management, several reviews have been undertaken
or are being conducted under the auspices of the Directorate
team concerned with the efficiency and effectiveness of
central systems and the relationship between the Centre and
other functionally distinct units (essentially the Faculties).
It is in this context that the Director of the Polytechnic
commissioned a rewview of the provision of support for
teaching and learning methods in the central Educational
Development Unit (EDU).

Terms of Reference
To produce a report which reviews the Educational Development
Unit's current functions and proposes a corporate plan for the
central unit. The report should conSider, inter alia:
a)

the role of the central unit as the Polytechnic moves
towards incorporation and in the light of the decision to
devolve more powers and responsibilities to the Faculties;
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3.

b}

the structure of the central unit and the way its services
might be delivered to geographically distant units {i.e.
Faculties};

c}

the relationship of the EDU to the external relations
function;

d}

the relationship of the EDU to student services.

e}

the relationship of the EDU to the Central reprographic
function.

Method
The report was prepared by the Assistant Director (Academic
Planning) after wide-ranging discussions with those most directly
concerned, supplemented by written responses.

4.

a)

Several meeting were held with Academic staff working in the
Unit. They were also encouraged to provide information and
their ideas of possible future directions for the Unit, in
the form of written responses. Information likely to be
useful to staff in the Unit, gleaned from discussions with
other respondents, was also fedback systematically during the
process of the review.

b)

All Deans were invited to share their thoughts on the current
and future role of the Unit, with the Assistant Director
(Academic Planning). With one exception, all responded,
either by seeking a meeting to discuss the review or
providing a written response or both. In the case of the
Faculty of Business Studies and Law, a written response was
submitted after wide consultation with the staff throughout
the Faculty. In the case of the Faculty of Art and Design,
the EDU technician was invited to join the discussion with
the Dean.

c)

Discussions also took place with: David Warner, (Assistant
Director-External Affairs), Bill Gale {Polytechnic
Secretary}, Derek Winslow (Assistant Director -Resources),
Professor Derek Cherrington, {Head of the Open Learning Centre},
Russell Rowley. (Head of Student Services). Marilyn Seeckts.
{PubliC Relations Officer}.

d)

Following a dicussion with Nadine Dereza. (Welfare Officer of
the Students Union), it was agreed that the Students Union
would undertake a survey of opinion among students. via
student representatives of the usefulness of Faculty
Learning Centres. At the time of writing this report has not
been received.

Review of the EDU

4.1 The Educational Development Unit was originally set up by the
Academic Board in 1979. with two specific functions;
a} To promote good teaching and effective learning
throughout the Polytechnic.
2

b) To promote research into teaching and learning in the
Polytechnic.
The orientation of these functions was therefore essentially
internal: the motivating idea was that a central Polytechnic
Unit should provide support to teaching staff employed by,
and to courses provided by, the institution.

4.2 Since then, the functions of the central EDU have evolved in
a number of ways. It is now a multi-functional unit
providing a range of services, extending considerably beyond
the initial staff development function.

4.3 Some indication of the changes in its function can be gleaned
by scrutiny of the following list:

4.3.1 "Training the trainers": The staff development function has
extended in an ad hoc and unplanned way to include a
range of services including the organisation of
induction courses for new staff, assistance with course
design; the promotion of student-centred learning
and other developments in teaching and learning
methods by the provision of funding under the Learning
Projects Support Scheme.

4.3.2 Support for teaching and learning is not only provided
by the central EDU but increasingly by "satellites"the Faculty Learning Centres, set up to make the
functions of the EDU more accessible to staff and
students in geographically distant units.

4.3.3 Support for teaching and learning developments, has
extended into the development of open and distance
learning approaches.

4.3.4 Research into teaching and learning methods has been
extended to include externally funded research
projects and the dissemination of research results in
national conferences.

4.3.5 By engaging in and organising national conferences.
staff in the EDU have begun to play an increasingly
important role in the promotion of Birmingham
Polytechnic as a centre of excellence in the field of
educational research.

4.4 The above list shows that the focus of much of the EDU's work
is now associated with the promotional and external affairs
function of the Polytechnic. Indeed, one of the facts emerging
from the review was that the EDU is held in considerably
higher esteem outside the Polytechnic, than it is internally.
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5.

How the Faculties Perceive the EDU
The EDU was initially set up as an integrated technical and
educational service. It is however quite clear that as the scope
of its activities has evolved, the users (i.e. primarily staff in
the Faculties), have become increasingly less certain about its
role. In discussion, staff in the Faculties made a clear
distinction between
a} the "academic" function of the EDU
b} the technical and/or media support function.
5.2

The Academic Function
5.2.1

All those Faculties which responded were very positive
in their support for the academic functions of the
EDU. There was unanimous agreement that a central
unit should continue to provide support and advice on new
developments in teaching and learning methods. It was
however, obvious that not all faculties were fully
informed of the range of services potentially
available to them from the central unit. All Faculties
spoke of their good relationship with the academic
members of the unit. Some commented on the "dilemma"
which has dictated that the EDU should adopt a reactive rather than a pro-active stance in exercising
its academic functions, given the sensitivity
attached to its training role. This seems to go part
way in explaining both the differential use made by
the Faculties of the central EDU and the discrepancy
between its internal and external reputation.

5.2.2 The Open Learning Centre
It is interesting to note that whilst most Faculties
are aware of the EDU's role in promoting the
development of teaching materials associated with
student-centered learning, through the Learning
Project Support Scheme, there is little knowledge of
the open learning function of the unit. This seems
to be partly explained by the way in which the Open
Learning Centre has itself evolved. Initially it was
set up as a means of widening access largely through
the organisation of short courses. More recently,
however, it has become increasingly identified with
distance learning and the production of course
materials for use in the provision of courses
offered in this mode, (notably the P.T BA in Business
Studies course).

5.3 The Technical and Media Support Functions
5.3.1 There was much less agreement on the provision of
technical and media support by the central EDU. It
was generally conceded that, in principal, certain
types of services can be provided more efficiently and
cost-effectively through a central unit. It was also
agreed that it made economic sense to retain a central

4

pool of expensive equipment in order to avoid
duplication and under-utilisation. if such equipment were
purchased by individual faculties. Similarly. it was
agreed that there was a role for a central EDU as a
repository of professional training and advice for
technical personnel.

5.3.2 There was less agreement however about the extent to
which technical and media support services could in
practice be provided by the centre in a reliable and
cost-effective way. Those services which came in for
particular criticism were those relating to promotion and
publicity (especially photography. video production and
graphics) and reprography.

5.3.3 Dissatisfaction on the part of Faculties in respect of
central provision is already indicated in a number of
ways including:
a) decisions by certain Deans to invest Faculty
resources in the provision of certain services inhouse (e.g. Reprography, graphics and video
production).
b) Inter-faculty trading in services (e.g graphics and
video production)
c) The evolution of Faculty Learning Centres in line
with the specific needs of the Faculty in which
they are located.

5.3.4 This clearly poses critical questions about the most
effective use of scarce Polytechnic resources. While
economic logiC might dictate that central provision is
the best way of ensuring cost effective provision it
is clear that the Faculties will only be persuaded to
avail themselves of centrally provided services if
they are convinced of their quality. reliability and
value for money.

5.4 The EDU and Student Services
5.4.1 As was indicated earlier. the orientation of the EDU when
it was initially established was staff directed.
By
focussing on the enhancement of teaching methods. its
activities were seen as an essential part of the staff
development function. The "boundary" of its activity was
therefore crudely the pedagodic skills of academic members
of staff. The Student Services Unit has. by contrast.
traditionally focussed attention on the learning side
of the equation, specifically on student study skills.

5.4.2 Recently, the traditional boundary between the EDU and
Student Services has become more difficult to
sustain. There are two main reasons for this:
a) the development of student-centred approaches which
puts a greater premium on the learning process and on
the teacher's role as a facilitator. This means that
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the staff of the EDU are called on to work increasingly
closely with staff in the Student Services Unit
concerned with learning skills.
b) increasing SSR's and staff shortages in some areas
have resulted in the reduction or withdrawal of
academic counselling (including study skills) by
teaching staff and the partial transfer of this
function to student services.

5.4.3 Staff in both the EDU and Student Services agree that
it is educationally desirable that irrespective of any
reorganisation of the functions of the central EDU,
the complementarity of the functions of the two units
should be enhanced.

5.5 The Promotional Activities of the EDU
5.5.1 The EDU was initially conceived and established to
provide an integrated educational and technical
service to teaching staff employed within the
Polytechnic. Over time its role has become
increasingly associated with the Polytechnic's
marketing functions, notably a) through research into teaching and learning
methods, some of which has been externally funded
(e.g. the FEU Funded Project "Learning by Doing")
and the CNAA funded project on Student-Centred
Evaluation of Quality};
b) through the presentation of papers, and
dissemination of research results at national and
international conferences i.e. via SCED {Standing
Conference on Education Development};
c) By the organisation of national conferences i.e.
the Society for Research into Higher Education.
d) The development and marketing of distance learning
packages.
e) By the involvement of technical staff in the unit
in the provision of high quality materials {e.g.
graphics, video etc.} and the provision of
technical support for conferences, organised or
hosted by Birmingham Polytechnic.
There is thus both a natural and a potential overlap and
complementarity of the functions of EDU and the
External Affairs uni t.
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6.

Summary
6.1

The EDU has evolved into a multi-functional unit. The very
diversity of its functions is paradoxically both its greatest
strength and its greatest weakness: it is this which has
clouded the perception across the Polytechnic of both the
role of the unit and the services it can provide. I t is also
clear that the nature of the relationship between the EDU
and the clients it serves has exacerbated this identity
problem.
Clearly it is desirable that if services are to be
provided by a central unit either to geographically
distant units (i.e. Faculties) or indeed to users in the
centre, provision should be organised on a more professional
basis.

6.2

In addition, the notion of an integrated educational and
technical service provided centrally has been seriously
undermined by several developments, including:
a)

the creation of a distributed system via the Faculty
Learning Centres.

b)

The decision to devolve increasing powers and
responsibilities to the Faculties.

Both of these developments have sharpened the Faculties'
awareness of their relationship with the centre.
Consequently, Deans are increasingly critical of the quality
and reliability of the services provided by the centre for a
price over which they have no control. Clearly, as
potential consumers of central services they are entitled to
seek value for money.

6.3 The decision by some Deans to provide the services for
themselves in-house is doubly wasteful of Polytechnic resources.
Duplication of provision is not only uneconomic per se it also
means that they are effectively paying twice, since they are
already "charged" for the services provided centrally via topslicing.

6.4 Thus, if Faculties are to be persuaded to accept that central
provision is the most economically efficient, some way needs
to be found of convincing them that the centre can deliver.
This suggests a contractual relationship between the
Faculties, as the customers, and the centre as the provider of
services. Such an approach would put the relationship between
customer and supplier on a more professional basis, as well
as providing the former with the assurances about value for money
required.

6.5 The argument for a fully integrated Educational Development
Unit providing advice/consultancy and support in the field of
teaching and learning developments and the management of
technological support is difficult to sustain in the light of
organisational changes currently taking place within the
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institution.
However, any reorganisation based on a de facto
separation of the academic and technological support
functions should recognise that the supply of high quality
research and consultancy services will rely on adequate
technical and clerical support.

6.6 Similarly, whilst some of the income generating activities of
the EDU clearly have a promotional dimension, it is vital to
ensure that educational research/consultancy and PR/marketing
functions are not confused.

6.7 The establishment within the External Affairs Unit of a
number of sub-units with clearly defined functions, should
improve the efficiency of service delivery. It should
also introduce a more effective system of accountable management. However, it is clearly vital to ensure that those
heading the sub-units are managerially competent in order to
reduce the managerial burden falling on the Assistant
Director (External Affairs).

7.

Recommendations
Recommendation 1 The academic section of the EDU should be
reconstituted as a separate sub-unit of the External Affairs Unit.
The Head of the EDU should be directly accountable to the Assistant
Director (External Affairs) for the functions of the Unit, which
which shall include the following:
a)

To support the work of the Academic Board in seeking ways
of improving the quality of course provision, i.e. by
taking advantage of new developments in teaching and
learning methods.

b)

To conduct programmes of action research into ways of
improving the quality of the educational experience
offered to students.

c)

To organise conferences and workshops, especially those
relating to developments in teaching and learning methods,
which enhance the quality of student experience.

d)

To initiate, in collaboration with the Central for Marketing
(CMU) developments in the application of educational technology
which support improvements in teaching and learning.
The inter-relationship of the units functions is illustrated
schematically in diagram 1 in Appendix 1.

Recommendation 2 While it is not suggested that the central EDU
should be self-funding, the advice and consultancy services offered
by the Unit should be provided to users on a contractual basis.
Charging for its services would put its relations with users on a
more professional basis and underline its income generating capacity
(internally and externally). (It is anticipated that one of the
major users of the Unitts services will be the Centre, i.e. in the
organisation of workshops and research in the field of quality
assurance).
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Recommendation 3. The EDU should be renamed, its new name
reflecting the range of services offered. Examples of possible titles
are included in Appendix 2.
Details of the Unit's new role and
the services provided, should be publicised widely within the
Polytechnic to enhance its new image. Note: the physical location of
the Unit may be an issue.
Recommendation 4 The Development of Distance Learning modes, in
competition with the Open University, is neither feasible nor
desirable. Since the evidence of demand in the market currently
served by the Polytechnic is questionable and as the Institution has
neither the technical nor the financial resources needed to seek
markets overseas, the Open Learning Centre should be closed down.
Recommendation 2 Responsibility for the day to day management
of the Faculty Learning Centres should pass to the Deans. The
responsibilities of the Faculty Learning Centres should evolve in
line with the teaching and learning and education support needs of
the individual faculties in which they are situated. Nevertheless,
it is anticipated that staff in the Faculties will avail themselves
of the services provided by the appropriate sub-units of the External
Affairs Unit on a contractual basis via the Faculty Learning Centres.
Responsibility for the employment, conditions of service and
professional development of staff in the Faculty LearningCentres
will remain with the appropriate central manager (viz Code of
Practice) •
Recommendation 6: The educational technology functions of the
central EDU should be hived-off from the academic unit.
a)

Faculties should, through the FLCs~ take increasing
responsibility for the production of text-based materials
(including computer generating graphics), slides, etc.,
insofar as this can be achieved economically.

b)

In order to provide more effective and high quality support
to Faculties in their promotional and marketing efforts, the
the Central Reprography, Graphics and origination function
should be combined in one unit - the Central Marketing Unit
(CMU), responsible through the appropriate manager to the
Assistant Director (External Affairs). A review of the
staffing needs of the new integrated unit should be carried out
before its establishment, careful consideration being given to
the quantity and quality of graphics expertise needed.

c)

In the light of the resignation of the Promotion/Marketing
Officer, consideration should be given to providing assistance
to the Assistant Director (External Affairs) by the
appointment of someone with writing/publicity skills. Two
alternative strategies might be considered:
i)

appointing a Press/Publicity Officer, directly
responsible to the Assistant Director (External Affairs)
(grade SOl).

ii) combining the Press/Publicity Officer function with
Management of the CMU,by appointing at a higher grade (P03)
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Recommendation 7. The services offered by the new centre should
be available on a contractual (i.e. charging) basis.
Recommendation 8. In the absence of demand for the centrally
provided services (say within 18 months of the operation of the
contracting system), central provision should cease.
Recommendation 2. Responsibility for managing the CCTV studios
should be transferred to the main user, i.e. the Department of
English and Communication Studies. The present system of sharing
the facility with other departments/courses should, however, be
maintained. The three technician posts associated with the
studios should also be transferred. The appointment of a principal
technician in the Faculty of Health and Social Sciences should now
proceed.
Recommendation 10. Management of other expensive capital
equipment (i.e. the Linatron) and its commercial exploitation
should be the responsibility of the central unit. Access should
be available to Faculties on a contractual basis (i.e. they should
pay for the services provided).
The diagram in Appendix 3 shows schematically how the Centre might
be organised. The staffing and functions set out in the diagram are
indicative rather than prescriptive.
While the Polytechnic
Secretary has been informally consulted, no attempt has been made at
this stage, to produce definitive proposals or rigorously cost these.
Recommendation 11. Prior to the implementation of these
recommendations, a careful and detailed analysis of the administrative,
technical and clerical support needed for the revised structure,
together with an audit of available skills should be undertaken.
The geographical and physical layout of the current faci1ties should
also be reviewed.

Diana M Green
19 January 1988
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Appendix 1
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THE LEARNING METHODS UNIT:
ITS ROLE AND SERVICES

STAFF:

Bob Farmer

B.Sc. PGCE, Principal Lecturer,
Head of Unit

Diana Eastcott

B.Sc (Soc Sci), PGCE, ALA,
(Currently completing MA Management
Learning by part-time study at Lancaster
University)

LOCATION: Feeney Building (same office space as the fonner EDU)
Telephone: 5380 or 5382

WHAT IS THIS BROCHURE ABOUT?
It is in two sections:
~

A general outline, which tells you about our new role
and the services we can offer, following the Directorate
review of the Educational Development Unit.

~

Details of one aspect of our services - The Teaching
Development Workshops and Seminars and Study Skills
Services for Students. These have deliberately been presented
in detail in order that you can see what is new available "off
the shelf'. We would be pleased to design other such
programmes to meet your specific needs.

"It

t • 1i:j1

'fvJ'~

;~11{J.

Bt.'1,1i-pl~.
fo

-"---

....

-

_._.--

-.--.-------.-----.-----:~-~

\.

SECTION 1
GENERAL OUTLINE
OUR NEW ROLE
As a result of a Directorate review of the Educational Development Unit, the Academic
Section of the EDU has been reconstituted as a separate sUb-section of the External
Affairs Unit. The media functions of the former EDU have become the responsibility of
the Faculties.
We are now responsible to David Warner and have a new title: Learning Methods Unit.
We have the following major functions:
a.

supporting the work of Academic Board, by working on ways of improving
the quality of the educational experience to students.

b. conducting programmes of action research into ways of improving teaching
and learning methods.
c.

organising conferences and workshops and initiating developments in the
application of educational and training technology.

Birmingham Polytechnic now has a high national profile with regard to work on
teaching and learning. The Learning Methods Unit is committeed to maintaining this
reputation, through its work with SCED (Standing Conference on Educational
Development) SRHE (Society for Research into Higher Education) and MUPCET
(Midlands Universities and Polytechnics Committee for Educational Technology).
SERVICES ON OFFER
Learning Projects Support Scheme Under this scheme we provide academic and
financial support for you to undertake projects which encourage innovation, promote
the transfer of ideas and improve the quality of teaching and learning. To achieve this,
a modest amount of visiting teacher funding is administered by us under three
headings:
a. to buy in outside subject expertise to work on your project
b. to fund visiting teachers so that you can be released for a few hours a
week to complete your project.
c.

to fund short workshops on specific topics to do with learning methods.

Bids are considered on a first come first served basis. This Scheme has been running
successfully for a number of years and we are in a position to provide you with help in
planning your project and in the design of effective learning materials. An application
form for the Scheme is included in this brochure.
Action Research The Learning Methods Unit is interested in action 'research' into
innovative methods of teaching and learning, which will improve the quality of the
educational experience for students. A recent example is on FEU funded project
'Learning by Doing' which had as its outcome a comprehensive manual of teaching
methods on ways of linking lectures with learning from experience on placements, in

the laboratory or through work based projects. We are at present investigating further
sources of funding to follow up this work and we are keen to meet you if you are
interested in solving the practical difficulties of applying experiential models of learning
in your own teaching.
Study Skills Services Many students acquire the skills of studying only as a 'spin-off'
or by-product of attending lectures and completing aSSignments. It is increasingly
common for institutions in Higher Education to offer students help in maximising their
potential as learners. We are able to provide help in the following ways:
a. taking your classes for introductory sessions on "Effective Study" which
are generic to all learning situations.
b. working closely with you on ways of integrating a wider range of 'learning
skills'into existing learning activities, assignments and course programmes.
Teaching Development Workshops and Seminars We can offer a wide range of
workshops and seminars on different methods of teaching and learning on a
departmental, cross-departmental or faculty basis. These are described in detail in
Section 2 of this brochure.
We would be pleased to design other such programmes to meet your specific needs.
Conferences We have been actively concerned with running major Conferences
devoted to the improvement of educational and training methods. In April 1989 the
Learning Methods Unit will be organising the 24th Conference of the Association of
Educational and Training Technology (ETIC) a major international conference with
over 350 delegates. A 'call for papers' is included with this Brochure and we will
welcome as much involvement as possible from teaching staff at the Polytechnic. The
1989 Conference, 'Making Learning Systems Work' is concerned with educational
methods, not simply technological applications and for the first time a major
educational technology conference will focus on the human issues that determine
whether or not learning methods work effectively.
Consultancy We hope that friends and colleagues will continue to call and see us on
the third floor of the Feeney Building (F). A considerable resource of books videos and
other materials on learning methods, evalution and assessment are at hand and we
will be happy to continue to work with you in adapting 'new' ideas to your specific
needs. It should be noted that informal help of this kind will NOT be costed to your
department.
Course design, development and evaluation Bob Farmer is a member of the
Academic Policy Committee, which is responsible for academic planning and quality
assurance across the Polytechnic. We would be pleased to continue to help you with
course design and development, and assist in evaluation of courses. We have a wide
selection of course evaluation questionnaires and techniques available for your use.
We are working closely with John O'Shea and Kim Thomas who are responsible.for
the CNAA funded research project to investigate the degree of satisfaction which
students gain from their educational experience. The project is initially concentrating
on part-time students and aims to produce a methodological tool kit to evaluate
satisfaction.
WE LOOK FORWARD TO WORKING WITH YOU.

RECHARGING FOR LEARNING METHODS UNIT SERVICES
The recent review of the Educational Development Unit included a recommendation by
the Directorate that in future some of the services offered by the Learning Methods Unit
should be recharged to the clients, in order that the work of the Unit is visible and
accountable. The way in which this will operate is as follows:Central Funding (Le. non-recharged activities) will include:
a. "Drop in" counselling and consultancy for staff
b.

Induction courses for new staff

c.

Learning Projects Support Scheme

d.

Conference support for departments and faculties.

Specific Funding (Le. activities recharged to the client) will include:
a.

Learning Skills sessions for students

b.

Staff Development courses and workshops for staff

c.

Formal Teaching on faculty curriculum

d.

Activities processed through the Enterprise Unit

Levels of Recharging
Levels of Recharging for activities outlined will be made at existing visiting teachers
rates plus E T & M for materials where appropriate. Such recharges will be credited to
the central V.T. budget. Recharging of LMU services to external clients will be at
market rates agreed in discussion with the Enterprise Unit.

Details of Study Skills Workshops and Teaching Development Workshops follow in
Section 2 of this Brochure.
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STAFF

DEVELOPMENT

A POLICY PROPOSAL

INTRODUCTION
1.

The purpose of a policy for staff development must be to encourage, promote
and provide for the continuous improvement of the skills, expertise and
experience of the academic staff of the Polytechnic so that they may be
better able to serve the aims of the institution through the enhancement of
their own individual aspirations.

2.

Staff development is seen as a co-operative venture between the Polytechnic
and its Departments on the one hand and individual members of staff on the
other.
The principal and greater contribution in terms of time and effort
must be made by the member of staff.
Therefore, in general, staff
development cannot be imposed upon staff; they cannot be regimented into
lines of development for which they feel no personal motivation.
Rather,
the Polytechnic should respond to the needs of its staff by providing a
broad framework within which Departments can effect appropriate programmes,
retaining the freedom of personal choice within the limits of Polytechnic
and Departmental needs and as external constraints allow.

3.

Individual members of staff should recognise that the staff development
programme is primarily directed toward enabling them to achieve personal
development for their own benefit.
That advantage can only be gained as a
result of their own individual efforts without which the programme cannot
succeed.

4.

The broad areas of need for staff development are seen to consist of the
following:
(a)

Teaching (including counselling) skills.

(b)

Subject knowledge.

(c)

Educational development.

(d)

Educational management.

The relative importance of these areas is considered to vary according to
the stage reached in the career of a member of staff.
Teaching and subject
knowledge are thought to be more important during the early years, although
revisions of teaching and subject knowledge must require continuous attention
throughout a teaching career. At the beginning of a career in the
Polytechnic all academic staff need an introduction to the institution.
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5.

It is important to preserve freedom of choice in identifying courses which
are relevant to the needs of staff in improving knowledge of their subjects
and in educational theory.
However, it may be desirable to pay special
attention to members of staff with limited experience of teaching and to
senior staff with little previous experience of management (see paragraph
15 and Annexe A).

6.

The Polytechnic must recognlse the value of the development of its academic
resources by seeking to provide purpose and coherence to its activities in
this area.
It may express its recognition by the allocation of appropriate
finance, by the clear definition of responsibilities, by the provision of a
suitable framework for individual programmes which will normally be related
to the work of the Department and/or the Polytechnic, by the explicit
requirement that specific courseS and programmes should be undertaken by
particular members of staff and by the provision of supporting facilities
for selected courses.

7.

The Polytechnic must be seen to accept responsibility for the provision of
adequate resources and facilities to enable members of staff to take
advantage of programmes for development.
Where courses are presented within
the Polytechnic - such as the Induction Course - then the teaching staff
must be given the support they require.

8.

Financial provision for attendance of courses and conferences and payment
of fees and allowable expenses is obtained partly from the Teachers Training
Pool with additional support directly from the Polytechnic's budget. It is
desirable that the total effective annual expenditure on staff development
should be specified in relation to the provision for the salaries of academic
staff and to the pattern of activities to be sustained. Some broad measure
of the desirable levels of activity and of the costs involved are given
below:Activity

Desirable
Unit
Cost p.a.
level

1972/73
level

Total
Cost p.a.

Research for
higher degrees.

10% staff

20% staff.

£100

£12,000

Research not for
higher degrees.

10% staff

20% staff

£100

£12,000

6 staff

20 staff

£4000

£80,000

9 staff

20 staff

£100

£2,000

30% staff

£100

£18,000'

Secondment
P.T. degree

courses

Short courses and
conferences

20% staff

Total

£124,000 p.a.

It has been assumed above that there are some 600 full-time academic staff,
the average cost of one member of staff being £4000 p.a. The total salary
bill would then be £2,400,000 p.a. and the expenditure on staff
development is seen to comprise approximately 5% of the salary bill.
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It is further considered appropriate that up to 3% of the salary bill
should be expended on full-time secondment, but that the Polytechnic
should retain the freedom to vary the distribution of expenditure
according to the needs of the staff development programme.

10. The Academic Board has accepted responsibility for the establishment of
staff development policy via the Staff Development Committee but the
responsibility for implementation of that policy rests with Heads of
Departments.
11. The Polytechnic should appreciate the relationship between a policy for
staffing and that for staff development in improving the efficiency of
use of human resources.
OBJECTIVES
12.

Programmes for staff development should be designed to provide
opportunities for academic staff:

,.(a)

to achieve and maintain the high professional standards necessary
to the effective performance of their duties by the continuous
development of their knowledge and awareness of teaching and
counselling methods.and of their subjects;

(b)

to increase satisfaction in their jobs by improving knowledge and
ability and by enhancing opportunities for experience;

(c)

to prepare for new and increased responsibilities in developing
careers, and in changing Polytechnic and Departmental circumstances;

. (d)

to improve their ability to contribute to and their understanding of
the Polytechnic and its development.

OPPORTUNITIES FOR STAFF DEVELOPMENT
13.

It should be the policy of the Academic Board to encourage:(a)

Induction and continuation courses

(b)

In-Service teacher training courses

(c)

Full-time courses leading to an additional qualification

(d)

Part-time courses leading to an additional qualification

(e)

Research leading to a higher degree

(f)

Secondment to industry or other institutions (with or without
exchange of staff)

(g)

Short courses and conferences

(h)

Research (not for a higher degree) and consultancy

(i)

Job rotation within the Department/Polytechnic

and, of course, that private study undertaken continuously on a personal
basis which is essential to every sphere of professional activity.
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PRIORITIES

14.

While accepting responsibility for the provision of the opportunities
listed above, the Academic Board must reserve the right to determine
priorities in the allocation of those resources available to it in the
light of other responsibilities and specific areas of need within the
staff development programme which it may identify. While members of staff
may reasonably expect support for their development programmes, the form
and timing of that support must be related to Polytechnic and Departmental
needs and responsibilities.

IMPLEMENTATION OF POLICY
Induction and Continuation Courses

15.

All newly appointed members of staff should be expected to attend an
Induction Course which should be subject to periodic review concerning
its objectives and academic content.
Members of staff with limited
experience of teaching should be expected to attend an introductory course
on teaching methods.
When a sufficient number of Departmental Professional
Tutors (see paragraph 40) have been appointed then advantage would be gained
from the formation of an Education Unit which could be charged with the
cofiduct of the Induction Course, and with its extension to support the
Departmental development of teaching and counselling skills as well as its
expansion to later, mid-career programmes for established academic staff.

In-Service Teachers Training Courses

16. Further attendance of teaching courses should be left to the discretion of
the member of staff, but encouragement to do so should be given. Study
for formal teaching qualifications would be of benefit to both the staff
and the Polytechnic.
To obtain the most economical use of resources,
staff should be especially urged to take advantage of four-term sandwich
courses such as that presented by Wolverhampton Technical Teacpers College
and elsewhere. New developments in the Birmingham area should also be
considered as they arise.
Full-time Courses

17.

Full-time study necessitates total relief from Departmental and Polytechnic
duties for the member of staff while salary, pension, insurance and similar
payments are maintained.
This process is normally called secondment.

18.

Recognising the merits of full-time study in developing knowledge of new
and existing subject areas of relevance to the work of the Departments, greater
attention should be paid wherever possible to the use of one-term secondment,
and to secondment onto a course of study within the Polytechnic.

19.

Secondment is presently financed in such a way that seconded staff cannot
be replaced. This places an additional work load on the remaining staff
which is unacceptable especially in small Departments. The financial
arrangements should be revised to allow temporary appointments to replace
seconded staff.

20.

To qualify for secondment staff must have completed five years' service 1n
education and should have spent a reasonable time on the staff of the
Polytechnic. In special circumstances, when, for example, a Department has
an urgent and proved need for additional expertise, leave of absence with
salary may be given to staff having less than five years' service.
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21.

Resignation of academic staff from the Polytechnic after a period of
secondment cannot be prevented but rather should be accepted within an
enlightened view of staff development as a service to the profession.

22.

The Polytechnic should continue to reimburse staff for all fees payable in
connection with full-time courses as well as subsistence and terminal
travel allowances.

Part-time Courses
23.

Support for part-time courses leading to additional qualifications currently
consists of reimbursement for all fees and for allowable travel expenses.
This support should continue.

24.

In addition, members of staff may be allowed some relaxation of teaching
duties as circumstances permit.
Such support must be left to the discretion
of Heads of Departments.
Relaxations will not normally contribute
significantly to the total time available for study, which must be derived
largely from private, out-of-work hours.
However, relaxation may provide
pos1t1ve recogn1t10n and encouragement of personal effort. It is recommended
that relaxation from teaching duties be given in units of 3 hours or one-halT
day per week.

.

.

Research for a H1gher Degree
25.

Members of staff currently pursuing part-time studies leading to either a
Masters or a Doctoral degree by research may be reimbursed for fees, travel,
and other reasonable expenses up to a total of £400 per person for the
whole period of their research.
The extent of this support will need to
be reviewed from time to time.

26.

The remarks above (paragraph 24) in respect of relaxation of teaching duties
will be valid in the present context.

27.

Members of staff studying for a higher degree by research will be entitled
to such academic and other support which the Academic Board is able to
provide through its Research Committee.

Secondment to Industry or other Institutions
28.

Secondment of a member of staff to industry, commerce, other institutions of
education, research establishments, art centres, music festivals, and
similar, as a contributing member of that organisation can provide a
valuable extension of experience and should be encouraged.

Short Courses and Conferences
29.

Short courses and conferences provide opportun1t1es for improvements in
skills and knowledge, to meet others of like interests and, hence, to
exchange views and ideas, and to publicise the work of the Polytechnic.
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30.

The Polytechnic is able to support attendance at short courses and
conferences by reimbursing travel and subsistence expenses incurred by
members of staff.

31.

The proliferation of short courses and conferences available to members of
staff must inevitably result in an apparent absence of co-ordination in
their use for staff development.
However, Heads of Departments and
their staff should be urged to move toward a planned use of such opportunities
related directly toward the needs of the member of staff and of the
Department.

32.

In particular, rational use should be made of appropriate study conferences
at the Further Education Staff College, Coombe Lodge, thus supporting the
activities of the College which is directly concerned with the development
of staff in the Further Education sector.
The Polytechnic might also
consider ways in which it might participate in the planning and presentation
of courses at the College.
A commentary on the current programme of
the College is presented in Annexe A.

Research and Consultancy
33.

Improvements in knowledge and understanding of an academic
be gained from the pursuit of research and consultancy
cases, members of staff are afforded opportunities to make
contributions to knowledge and its application and this in
rewarding.
~an

area of interest
work. In both
personal
itself can be

34.

The Polytechnic should recognise the importance of research in staff
development and should seek to provide the facilities and support
(including finance) required to encourage this activity.

35.

Simi1ari1y, the Polytechnic should provide the facilities necessary to
encourage staff participation in consultancy work.

Job Rotation
36.

The development of new courses continues to offer the prospect of that
greater job satisfaction which arises from new challenges and varied
situations.
In the same way, stimulus can be provided by rotating the
allocation of teaching and other responsibilities within existing courses
and across the breadth of activity in the Departments.

THE ROLE OF THE HEAD OF DEPARTMENT

37.

The first problem in staff development is to identify individual needs.
In most cases, the member of staff will be the best judge of his or her
requirements but advice from more experienced and knowledgeable colleagues
should be made available.
This is best provided in the Departments in
the first instance, with Polytechnic support as appropriate.

38.

By virtue of his seniority and of his knowledge of circumstances, the
Head of Department must accept primary responsibility for the development
of his or her staff. Together with Departmental staff, the Head of
Department should plan and review ways and means of encouraging each
member of staff to achieve the objectives listed in paragraph 12. Agreed
courses of action should be put into effect as soon as practicable.
The method adopted must be left to the discretion of the Departments, but
attention should be drawn to the advantages for this purpose of an annual
consultation between individual members of staff and their Head of
Department.
A~
. _ L...! __ ._ .3
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39.

Academic staff should recognise that the support provided by the
Polytechnic is derived from public funds and that they should be held
accountable for its proper use.
Since the renewal of support will
require annual approval, it would be appropriate to require an annual
report from each Head of Department to the Staff Development Committee
to provide a means of monitoring the progress of each member of staff
in receipt of support.

The Professional Tutor
40.

Much of the detailed work of establishing an advisory service within a
Department may be delegated by a Head of Department to a Professional
Tutor or an equivalent member of staff.
The latter would be responsible
for the provision of information on available opportunities and on
procedures, and for the organisation of Departmental seminars, lectures,
and other activities associated with staff development. He or she would
be particularly'concerned with the introduction of new members of staff
to the Department, and would maintain the Departmental records related
to staff development.
(Papers on "The Professional Tutor in the
Pb1ytechnic" were presented by Mr. C.H. Beech of the Department of
Business Studies and Finance, to the Academic Planning Committee on 27th
June, 1973 and to the Staff Development Committee on 7th December, 1973).
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FURTHER EDUCATION STAFF COLLEGE,

ANNEXE A:
1.

COOMBE LODGE.

The programme of the Further Education Staff College for 1974 includes
relevant courses in three categories as set out below:
A.

General Courses for Polytechnic Staff
i
ii
iii

B.

Polytechnic Development
'Polytechnic Policy for Senior and Principal Lecturers in

Polytechnics

Polytechnics - The Directorate.

Management Courses*
i

'The Management of College Departments
Phase
Phase
Phase
Phase

ii

I
II
III
IV.

Improving the Efficiency of Departments
The Skills of Department Management
The Use of Resources
Change and Development

College Adminis tr,ation for Principals and Vice-Principals;
Parts I, II and III.

C. • Special Courses

*

i

Developments l.n E;ducation and Training for Industry

ii

Developments in Art Education

iii

Social Work Education

iv

Developments in Technician Education

v

Developments l.n Industrial Training

Vl.

The Dip. H.E.

vii

Developments in Management Education

The Phases and Parts of Management courses are end-on and cycled so that
they are repeated in the year. Other courses are one-off in the year.

2.

The course of greatest potential value to the Polytechnic is that of the
Management of College Departments which could play at least an introductory
role in the development of management skills for senior Departmental staff.
New Heads of Department with limited experience of management might be
expected to attend this course.
The course might also be employed to
develop those Principal Lecturers who presently deputise to a significant
extent for their Heads of Departments.
The Polytechnic might send up to
six members of staff per annum (one nn each of the Phase I courses) on
these courses.

3.

Attendance of the general courses l.n category A should be occasional and
ad hoc.

4.

At least one member of staff should attend each of the special courses as a
representative of the Polytechnic and an expression of its interest in the
specific topics for discussion.

45
continued ....•.
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A SUMMARY OF POLICY ON STAFF DEVELOPMENT

AIM
1.

To encourage, promote and provide for the continuous improvement of the
skills, expertise and experience of the academic staff of the Polytechnic
so that they may be better able to serve the aims of the institution through
the enhancement of their own individual aspirations.

OBJECTIVES
2.

To provide opportunities for academic staff:
(a)

(b)

3.

to achieve and maintain the high professional standards necessary to
the effective performance of their duties by the continuous development
of their knowledge and awareness of teaching and counselling methods
and of their subjects;
to increase satisfaction in their jobs by improving knowledge and
-ability and by enhancing opportunities for experience;

(c)

to prepare for new and increased responsibilities in developing
careers, and in changing Polytechnic and Departmental circumstances;

(d)

to improve their ability to contribute to and their understanding of
the Polytechnic and its development.

To encourage:
(a)

Induction and continuation courses

(b)

In-Service teacher training courses

(c)

Full-time courses leading to an additional qualification

(d)

Part-time courses leading to an additional qualification

(e)

Research leading to a higher degree

(f)

Secondment to industry or other institutions (with or without exchange
of staff)

(g)

Short courses and conferences

(h)

Research (not for a higher degree)

(i)

Job rotation within the Department/Polytechnic.

and consultancy

FINANCE
4.

To seek an allocation of the equivalent of approximately 5% of the annual
academic staff salary bill to the programme for staff development.

5.

Within the overall expenditure of paragraph 4, to seek an allocation of
the equivalent of up to 3% of the annual academic staff salary bill to
full-time secondment while retaining the freedom to vary the distribution
of expenditure according to the needs of the staff development programme.

46
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OLICY IN PARTICULAR
To expect all newly appointed members of staff to attend an Induction Course.
To expect all members of staff with limited experience of teaching to attend
an introductory course on teaching methods.
To encourage study for formal teaching qualifications and especially the
use of four-term sandwich courses.
To encourage the use of one-term secondment and secondment within the
Polytechnic.

10.

To provide temporary appointments to replace staff on secondment.

11.

To encourage Departments to grant relaxation from teaching duties l.n units
of 3 hours or one half-day per week.

12.

To provide support for staff research through the Research Committee.

13.

To enc~urage secondment to industry, commerce, other institutions of education,
research establishments, arts centres, music festivals and similar.

14.

To seek co-operation with the F.E. Staff College, Coombe
planning and presentation of study conferences.

15.

To send up to six senior members of staff per annum, especially newly
appointed Heads of Department with limited experience of management, to
atteng the course on "The Management of College Departments" at the F.E.
Staff College.

16.

To send at least one member of staff to each of the specialist courses at
the F.E. Staff College.

17.

To seek the provision of the facilities necessary to encourage staff
participation in consultancy work.

18.

To encourage the rotation of teaching and other responsibilities within
Departments.

19.

To encourage Heads of Department and· their staff to plan the efficient
use of available resources to achieve the aims and objectives of the
staff development programme.

20.

Where appropriate, to encourage the appointment of Professional Tutors or
their equivalent.

21.

To reserve the right to determine priorities in the allocation of resources
in relation to the needs and responsibilities of the Polytechnic and its
Departments.

47
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APPENDIX 10

Department of Business Studies and Finance
The Professional Tutor in the Polytechnic
The Whit'e Paper "Education: A Framework for Expansion" (December 1972)
indicates approval and encouragement for the appointment of professional
tutors in establishments of Further Education. (Para. 84).
The proposals of the James COJIDDittee (para. 2.26 and 3.52) are generally
accepted by the Government. These prop~sa1s indicate that the role
suggested therein as applicable to the primary and secondary sectors of
education can be extended, with modifications to the F. E. sector.
3

The working conference of the Cambridge Institute of Education entitled
"The Professional Tutort.~, came to certain conclusions concerning the role
of the tutor, 'and these, together 'with the above mentioned sources, form
the basis 'for the present paper.

1

The main functions of the Polytechnic departmental professional tutors can
be seen as follows:

(&)
(b)

The co-ordination of teaching practice for student-teachers oncourse with Departments and Colleges of Education.
,The organisation and supervision of "induction year" arrangements
new teachers.

~for

(c)

The development of in-service education for academic staff generally.

(d)

The advancement of the area of "education" within the subject
disciplines of the tutor's department generally.

(e)

The establishment of links with Departments and Colleges of Education
and such other institutions relevant to the area of education as may
be appropriate.

A more detailed consideration of the functions is given' below •
.2

The Professional Tutor and the student-teacher on teaching practice
'.

.

.

,

.

The function of the tutor under this heading is to provide a link between
the Department or College of Education, and the Polytechnic department in
which the stUdent is doing his teaching practice. This function is likely
to become increasingly important as « higher proportion of F'. E. teachers
undertake professional training. The role may be seen as that of both
counsellor and administrator.
,3'

The Professional Tutor and the professionally trained teacher in his
"Induction" year '
The tutor is responsible to the Head of Department for supervising the
training of new teachers. He is concerned with such matters as:(a)
receiving the new teachers and acquainting them with the procedures
of the department;
(b)

arranging an appropriate course of study and teaching programme in
collaboration with the Rubject leaders;

(c)

conducting group tutorials on teaching methods with new staff;

(d)

providing a counselling service;

(e)

arranging with other staff to provide professional and technical
help and observation facilities.

32
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The Professional Tutor and·new members of staff who have received no
formal teacher training
The responsibilities are similar to those listed above in 2.5, but the
advanced training in (b) and (c) would be replaced by introductory aspects.
The Professional Tutor and In-service education for established staff
In this area the function is to provide educational assistance to
colleagUes in the following ways:
(a)

Collecting and collating information from Universities, Polytechnics
Colleges of Education and Teachers Centres to keep staff informed of
relevant courses of study which can be attended, especially for those
members of staff involved in curriculum development.

(b)

Keeping the Head of Department fully informed as'to the teac.hing
needs of the staff.

(c)

Arranging courses and seminars appropriate to the needs of the
Polytechnic and ensuring that all members of staff receive
information on the results of educational research, developments
.in educational technology, and curriculum projects generally.
The main aim would be to encourage the staff to take advantage of
developments in educational methods and techniques.

(d)
•1

Enhance the effectiveness of courses by supplying "feedback"
to the organisers as to the achievement of objectives •

Liaison with Professional Tutors in other departments of the Polytechnic
As and when other departments of the Polytechnic appoint Professicnal
Tutors it is intended that they shall collectively form an Educational
Unit. This unit will act as a disseminator of new ideas and methods,
and as a medium for the effective and economic structuring of educational
services. Such a unit would be horizontally structured across departments
and would provide a link with the department of education and local
colleges, as may be appropriate •

•1

Potential aspects of the role of the Professional Tutor
One of the outstanding benefits of the merger of the Colleges of Education
with the Polytechnic will undoubtedly be the additional resources which will
become available to courses in teacher' education. It is anticipated that
all the present departments of the Polytechnic will have a specialist,
contribution to make to these courses through the teaching of the subjects/
disciplines. With the extcl'sion of teacher education courses to provide
for Further and Higher education the inter-departmental contribution will
become more pronounced. Teacher education courses will thus require a
clear framework of academic/discipline responsibility in order to avoid'
the loss of course identity, which might otherwise occur in such an
inter-departmental structure. It is envisaged that the departmental
Professional Tutors would be identified with such courses and provide
organisation and communication between the departmental Heads and the
Department of Education in the Polytechnic.
It may well be that, with the overall reduction in the number of teacher
education places certain members of staff of the Colleges of Education
may find a new role as Professional Tutors in the departments of the
polytechnic relevant to their particular discipline. Such an arrangement
'will help to enStH,'e that the edu(~iona1 aspects 0:Z subject specialisms
relevant to the teacher educatio~~ourses are adequately catered for,
and at the same time enable the lect~~s to be in contact with their own
A;.,,..i1'\';nA~'L
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.1.

Potential aspects of the role of the Professional Tutor (Cont.)
It is not impossible that "teachers centres" could develop in departments
of the polytechnic where no such provision is available elsewhere in the
Birmingham area. As an example a teachers centre for business stUdies
would provide a service not only to Further Education but to the
currently developing secondary education sector "as well.
Co-ordination and co-operation in the work of departmental Professional
Tutors will be important from the outset. There is already much
evidence of goodwill from the staff.

~
~

•

•
•

•

W
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.me·

indicat:ion:of the areas of work un'dertaken;b
the Session 1973/74 •

the Professional Tutor

. '.

Series of Talks/Seminars on the "Education" Aspects of the Lecturers Work
~e series was· presented twice in order to facilitate attendance.

"The structure of curriculum: a framework for teaching in Higher
Education".
presented on Friday 2nd November - 11.30 hrs. room 9/l0B
and
Tuesday 6th November -14.30 hrs. room 4/13
~.'

"The relevance of structural curriculum theory to the practical teaching
situation" • presented on Friday 9th November - 11.30 hrs. room 9/l0B .
and
Tuesday 13th November - 14.30 hrs room 4/13

3.

"Small· group teaching" (Tutorials and Seminars)
presented on Friday 16th November - 11.30 hrs room 9/l0B
and
Tuesday 20th November -14.30 hrs room 4/13

4.

"The Lecture"
presented on Friday 23rd November
Tuesday 27th November and

5.

11.30 hrs room 9/l0B
14.30 hrs room 4/13

"Towards a technology of the curriculum"
pr~sented

and

on Friday 30th November
Tuesday 4th December

11.30 hrs room 9/10B
14.30 hrs room 4/13

(N.B. A similar group of Talks/Seminars are being arranged in the "In Service
Teaching Methods Programme in 1974/75).
The personal service to members of staff is being used for the discussion both
of specific problem· areas and also for ideas for development, at .'discipline'
and 'subject' levels.
The services of the Professional Tutor have also been used in connection with
le~rning problems raised by students.
Practical aspects of progressive improvement in the teaching and learning
situation are being developed. The use of the Video tape equipment for
"performance .analysis" began this week, and other such activities are being
planned.
The "In-service Teaching Methods Programme" is being arranged by a committee
of tutors for several departments for 1974/75.

APPENDIX 11

DEPARTMENT OF EDUCATIONAL STUDIES
POLYTECHNIC EDUCATIONAL DEVELOPMENT UNIT
The following is a statement of what I feel to be a realistic assessment
of the oontribution that the Faculty of Education should make to staff
development in the Polytechnic through the work of an E.D.U. It is based
on the assumption that the Educational Development Unit would be centred
in the Faculty and have both a servicing and a teaching function. Hence,
in addition to its responsibilities with respect to staff development,
the Unit would also have teaching commitments to the Bachelor of Education
Degree and other courses.
In summary the function of the E.D.U. would be to:
(a)

Draw upon the expertise of tutors in the Faculty of Education and
Teacher Training and in other Faculties as appropriate) who ha~e'
the experience, qualifications and personal qualities most suited
for work in staff development.

(b)

Plan and arrange in-service training to take place at times made
possible by the normal teaching'commitments of such tutors. (Courses
would be based on what participants feel to be their needs.)

(c)

Work through and with the Departmental Staff Tutors. (The establishment
of effective working relationships between the Unit and Staff Tutors
is seen as the key to c!eating succ~ssful training programmes.)

(d)

Encourage and take an active part in research projects through
collaboration with the Centre for Advanced Studies in Education,
Educational Studies Department.

(e)

In co-operation with the Polytechnic Library and with Staff Tutors,
assist in establishing Learning Skills Centres and Library Resources
CentreR.

(f)

Orgoniee the annual

(g)

Establish an Information Unit containing a collection of specialised
resource materials concerned with strategies for teaching and
learning. (This Unit would service both the needs of staff development
and the Teaching Studies component of the B.Ed. ctegree), and any other
future developments in this field.

(h)

Work in co-operation with the Resources Centre at North and with the
School ot Photography in developing a shared mobile closed:circuit
television facility. .-

(i)

Maintain links with Educational Development Units in other institutions
through continued membership and participation with the Standing
Committee for EducatiOftal Development in Polytechnics. (S.C.E.D.S.I.P.),
the Midlands Universities and Polytechnics Committee for Educational
Technology (M.U.P.C.E.T.), the Society for Research in Higher Education
(S.R.B.E.), the Association for Programmed Learning and Education
(A.P.L.E.T.) and the Educational Television Association (E.T.A.)

(j)

Prepare a regular Bulletin in collaboration with Staff Tutors,
Librarians and others.

St~f

Induction Conference.

R. G. FARMER

10th October 1978

APPENDIX 12

?t~t[il1g

and Staff Development Committee

Polytc~hnic

1.

Educational

Developm~nt

Unit

Introduction
1.1

In February 1978 the Staffing and Staff Development Committee of the

Academic Board established a sub-committee to examine the development
of teaching and learning methods in t L

.

Polytechnic.

Following a survey

of current practice throughout the Polytechnic and a consideration of the
needs of students and staff, the sub-committee recommended that an appropriate
way of providing support to teaching staff

&

courses would be through the

establishment of an Educational Development Unit which could co-ordinate
and develop teaching and learning methods 1n an effective way.
2.

Background
2.1

The Academic Board, at its 81st Meeting on 7 March 1979, agreed to the

establishment of an Educational Development Unit within the Polytechnic,
the ma1n aims of which would be:
(i)

to promote good teaching and effective learning throughout
the Polytechnic

(ii)

to promote research into teaching and learning 1n the
Polytechnic

2.2

The first aim would be achieved by the organisation of appropriate

courses, workshops and seminars, by developing the work of individual
learning centres, including "Learn how to Study Units", by advising staff
and students on study skill problems, by advising on and helping in
preparation of resource based learning material. and by the estahlishment,
control and co-ordination of centrally based audio-visual equipment.
The second a1m would be achieved by sponsoring educational research throughout
the ·Polytechnic 1n collaboration with the Centre for Advanced Studies 1n
Education.
It \1aS agreed that the Unit should involve departmental staff (professional)
tutors in its work.
2.3

The resources required for the Unit would include the following:(i)'

a full-time Director seconded initially for a period of
up to 3 years

(ii)

a number of other teaching staff to work half to two-thirds
of their time in the Unit

(iii)

other staff associated with the Unit for certain tasks
or purposes

(iv)
(v)
2.4

library and technician staff, as appropriate
a full-time clerk.

The Academic Board set up a Steering Committee to establish the Unit

in accordance with the aims outlined above and within the framework
approved by the Board.
~.

Work of the Steering Committee
3.1

The Steering Committee was required to
(1.)

oversee the establishment and development of the Educational
Development Unit

(ii)
(iii)
(iv)

arrange for the appointment of staff to work in the Unit
seek the means for the establishment of the Unit
determine the composition and terms of reference of a Management
Committee to take over the long term supervision of the Unit.

3.2

The Steering Committee consisted of
Dr. W. K. Allan )
*Miss A. Chilton )
*Mr. J. H. Evans )

Resources

Mr. R. H. Durham or nominee

Staffing

&

Staff Development

Mr. D. E. Burns

Research

&

Curriculum Design

Mr. H. W. H. Cawthorne )
)
Mr. D. E. He 11 awe 11
)
Mr. C. Spector

Representing the Faculties

Mr. C. H. Beech

Staff Tutor

Mr. D. H. Cherrington

Centre for Advanced Studies
in Education

Mr. R. H. Farmer

Educational Technology

Mr. M. M. Hadcroft

Library

)
Mr. P. Costa
*Mr. A. C. C. Meggy )

Audio-visual

Mr. W. H. Watts

Administration

Mr. D. G. Close

Computer Studies

Mr. W. S. Hoad

Complementary Studies

Mr. A. L. Carr

Secretary

*co-opted

3.

.
Hr. D. E. Burns acted as Chairman of the Committee, which met on 3 July
and 11 September 1979.
Report of the Steering Committee

4.1 The Work of the EDU
4.1.1 Programme of Seminars and Workshops on Teaching and Learning

A programme of Seminars and Workshops will be developed including such topics as:
(a)

study skills

(b)

lecturing and "explaining

(c)

small group teaching
the Uses of educational objectives in planning teaching

(d)

and learning
(e)

methodology of "evaluation and assessment of courses and

(f)

course material
development of examination and assessment methods

(g)

individualised learning methods

(h)

the bperation and use of audio-visual equipment

(i)

the use and production of specific rredia

(j)

organising course file material

4.1.2

Co-operation with the Polytechnic Library

The Educational Development Unit will be expected to work in the closest
possible collaboration with the Polytechnic Library to implement schemes
to:
(a)

further develop 'Learn How to Study Units' in the ma1n

(b)

library centres
help to establish and maintain individual learning centres

(c)

co-ordinate the acquisition of O.U. and F.E. broadcast materials,
both radio and television, and devise appropriate systems for
recording, playback, indexing and sharing programmes

(d)

establish a small reading/study area in which a selection of
Staff Development, Educational Technology and" Educational
Research Journals are made available to staff.

4.1.3 Reseurce-based Teaching and Learning Mate~ial
The EDU will provide a support service to teaching staff by the provision
of advice and guidance in the development of resource based teaching and
learning material.

This service

will be provided in co-operation with

the Library and, where appropriate, with the Computer Centre.

4.

.
4.1.4

.

Media Services

The EDU will contain a pool of centrally based audio-visual equipment,
and, in co-operation with Faculties and Departments, will
(a)

help to establish learning resource Workshops on each
major site, designed to provide teaching staff with the
basic facilities required 'for the preparation of handouts,
paste-ups and non-print materials

(b)

provide equipment for ceneral use by teaching staff 1n the
preparation of learning resources

(c)

develop a 'Learn by Appointment' system for teachers who
may wish to improve and update their skills in the use
of audio-visual equipment

(d)

create a resources bank of teaching/learning materials
(particularly video recordings) to provide support for the
EDU's own workshops and seminars on teaching and learning
methods

(e)

4.1. 5

co-ordinate the purchase and use of audio-visual equipment.
Research

The EDU will act as an initiator and supporter of research by members of
the Unit and by other staff and students conducting research in its area
of concern, in co-operation with the Director of the Centre for Advanced
Studies in Education and other persons in the Polytechnic in seeking to
promote research into teaching and learning.

4.2

Director of the Educational Development Unit·

4.2.1

Designation

'J;h..e, p,o&.t. o~ Director will be at Principal Lecturer level.

The Director

will be, designated, initially for a period of three years, from the existing
teaching staff of the Polytechnic, after internal advertisement and interview.
The Director will maintain a teaching timetable.

4.2.2

Establishment of the Post of Director

The Academic Board will re-allocate a vacancy at Principal Lecturer level
so that the post of Director of the EDU can be established on a permanent
basis.

Thus a department providing the Director will be able to apply to

the Staffing and Staff Development Committee for a temporary replacement.

J.

4.7..3
(i)

The Director of the Educational Development Unit will be responsible
to the Deputy Director (Staffing) for the conduct of the EDU and
for the programmes of staff development and research initiated by
the Unit.

(ii)

The Director will be expected to be familiar with major developments
in teaching and learnin8, including resource-based learning
methods.

He wi 11 also need to be awal."e of the kinds of aclv ice and

support required by
LPolytechnic.

individ~u~and

groups of teachers across thp.

It will be the responsibility of the Director,

through consultation with Staff Tutors and similar persons to
initi:lte, encourage and publicise developments in teaching and
learning in the Polytechnic.

He will develop links with appropriate

institutions and external bodies.
(iii)

The Director will be responsible fO,r the organisation and the dayto-day administration of the work of the Unit.

(iv)

The Director will be responsible for
(a) Other taaching staff who will wnrk 1n the EDU for a
proportion of their time
(b) Technician staff who will work in the EDU
(c) Other individual teachers and technician staff who will
undertake limited short-term activities related to the work
of the Unit.
(d) Library staff who will work in and \vith the EDU as required.

(v)
(vi)

The Director will be guided in his work by a Management Committee.
The Director will be required to prepare an annual report which
will be submitted via the Management Committee to the Academic
Board.

(vii)

The Director will prepare and administer an annual budget for
the EDU

4.3
4.3.1

Other Staff in the EDU
Teaching Staff Members'

A number of other teaching staff will be attached to the EDU for a specified
period of time (normally 1 to 3 years) and will be appointed from the staff
of departments in the Polytechnic.

They will work for a proportion of their

time on one or more of the activities listed in Section 4.1 above.

The

proportion of time will be negotiated with their head of department and will
normally be for 2 to 3 days per Vleek.

The balance of their time will be

spent in teaching in their department or faculty.

The total time devoted

I).

to \wrk in ·the EDU by these staff members will be equivalent to that of
J full-time members of staff.

The proportion of time devoted by an individual

to the work of the EDU will not contribute to the SSR of the department to
which he belongs.
4.3.2

Technician Members

Five centrally based audio visual technicians will become members of the
EDU.

These are

3 audio-visual technicians at North Centre (2 at T3/4, 1 at T2)
II
II
t.:echgi"ci,an at. Com.TI\erc~ CE;ntre (T2)
1
1
II
II
" a t Darrington Road (T2)
In addition other technicians based in departments or faculties may
become members of or associated with the EDU when it is established.

4.4

Teaching and Technician Staff associated with the EDU

4.4.1

Hembers of teaching and technicians taff may be associated wi th the

work of the EDU for limited periods to undertake specific tasks related to
its work.
4.4.2

It is envisaged that the proportion of their time devoted to work

in the EDU will not be so great that it has a significant effect on
departmental SSRs and therefore no allowance will be made in the SSR.
4.5
4.5.1

Library Staff associated with the EDU
Some members of the Library staff will undertake duties in connection

with the work of the EDU, in developing and o?erating the activities listed
in 4.1. 3 above.
4.6
4.6.1

Computer Centre Staff associated with the EDU·
It is envisaged that some members of the staff of

the Computer

Centre will be associated with the work of the EDU.
4.7
4.7.1

Staff Tutors
The duties of Staff (Professional) Tutors in departments are primarily

to support the development of Polytechnic teaching staff and to advise
staff and students on matters concerned with teaching and learning.

At the

present time only a minority of departments in the Polytechnic have
appointed Staff Tutors although others intend to do so in the near future.
Some departments are delegating the responsibilities of a staff tutor to
Directors of Schools of Studies or are providing other alternative facilities.
4.7.2

The EDU

,.,ill. work in the closest possible collaboration with staff

tutors in individual departments and with others v/ho carry similar

7.

responsibj lities.

In this way the benefits of the EDU may be passed on

effectively to departments and in its turn the EDU will be helped to
respond to the needs tif staff and students.
Secretary to the EDU

1;,.8

4.8.1

TIle EDU will be serviced by one full-time secretary-clerk to work

for the Director and other members of the Unit.
4.9

Accommodation

4.9.1

Accommodation has been identified in Block G, North Centre, for the

immediate needs of the EDU.

This comprises:-

(a)

Room G 332' - Office for the Director and secretary

(b)

Room G 320 - Room for the preparation of teaching material
and for general ,activities of the EDU.

This

room would also provid'e accommodation for teaching
staff working in the EDU (see Section 4.2)
(c)

Room G 322 - Room for computer terminals, controlled by the
")

Head of Computer Centre.

j

These rooms have easy access to the Library in Block F.

1
4.9.2

IndividuaL Learning Centres will be established in Libraries for

the use of students on different sites of the Polytechnic.

Limited room

~s

available within the Libraries for this purpose.
4.9.3

For the time being audio-visual equipment will continue to be stored

in its present locations.
4.10

Budget

4.10.1

It is proposed that the EDU be allocated an annual budget for

materials and equipment of the order of £25,000 - 30,000, to include the
current allocation of £12,000 for audio visual materials, mostly utilised
by the existing technicians at North Centre.

This proposal is in line' with

the Resources paper presented to the Governing Body in 1978.
4.11
4.11.1

Management Committee
A Management Committee will

be appointed to oversee the work of

the EDU on behalf of the Academic Board.
4.11.2

Terms of Reference

The Hanagement Committee will be required to:-

8.

;-

( i)

(ii)

promote the d~m3 and activities of the EDU
keep under review the terms of reference, composition and
operation of the EDU

(iii)

provide advice and guidance to the Director of the EDU on
;its organisation, operation and use of resources

(iv)

receive the annual report from the Director of the EDU and submit
it to the Academic Board with appropriate comments.

4.11.3

Composition

The Management Committee will consist of:Deputy Director (Staffing)

1

Assistant Director (Research)

1

Director of the EDU

1

Two Heads of Faculty

2

Two other members of Academic Board

2

Director of Centre for Advanced Studies
in Education

1

Polytechnic Librarian

1

Head of Computer Centre

1

Two Staff Tutors

2

Academic Tutor (Visual Aids, North Centre)

1

Sites and Buildings Officer

1

Senior EDU Technician

1

One Student nominated by the Students' Union

1

16
The Committee will be empowered to co-opt up to 4 additional members.
4.11.4
5.

The Management Committee will meet at least twice a year.

Recommendations
(i)

That the Educational Development Unit be established in the
Spring Term 1980 to carry out the- \.;rork indicated in 4.1 above.

(ii)

That the post of Director of the EDU be advertised internally and
that designation be made to take effect as soon as possible, as
outlined in 4.2.1 above.

(iii)

That the Staffing and Staff Development Committee be asked to
re-allocate a vacancy at Principal Lecturer level to the post of
Director of the EDU as a matter of priority, as indicated in 4.2.2.
above.

(iv)

That additional teaching staff, equivalent to 3 full-time members,
be appointed to the EDU as indicated in 4.3.1 above.

9.

(v)

That technician staff be appointed members of the EDU as indicated
in 4.3.2 above.

(vi)

That additional teaching, technician, library and computing
staff be associated with the EDU

(vii)

That a secrefary/clerk be appointed to the EDU as soon as
possible

(viii)

ft.,\.1 <1'0-

/

t~)-l L ~

That rooms G.320 and 332, North Centre, be made available
to the EDU

(ix)

That an annual budget of up to £30,000 be made available to
the EDU, from April 1980

(x)

That a Management Committee for the EDU be established as
soon as possible with the terms of reference and composition
indicated in 4.11 above.

The Committee

will

arrange for

the appointment of the Director and other staff who will
work in the EDU.

R&SD/DEE/ALC/CMB
27.9.79
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Staffing and Staff

Dev,~lopment

Committee

Sub-committoe on the development of teaching and learning methods 1n the
Polytechnic

The Staff Tutor 1n the Polytechnic
1.

loe development of the idea of staff tutors
1.1

In the early 1970's a great deal of thought was given by

edu~ati~~31~sts

and administrators to the processes of educating and traid,ng t0ac:hers.
The James Report (Tec>cher Education iwd ir'aining 1972) identified
the need for adequate opportunities to be provided for the continuing
education and training of teachers throughout their careers.
1.2

The White Paper "Education: A Frc:.mework for Expansion" (Crnnd 5175
Dec. 1972) expressed the goal as
"building a body of teachers well prepared academically
and professionally to sust.3.in confidently the
formidable task to whi('.h they are called."

1.3

The government confirmed in the White Paper that it was thought that
the teaching profession should play a major role in the induction and
in-service education processes, one of the proposals being the
appointment of tutors for that purpose in schools and colleges.
These persons were referred to as "Professional Tutors"

1.4

'The Academic Board of the Polytechnic has confirmed that efficient
and effective teaching is a fundamental requirement of academic
staff, and that the appointment of Professional Tutors within the
insti tution would make a pos itive c.:mtribution to the process of
developing teaching and learning methods.

--.

1.5

It is suggested that normally

':1

---

----------------------------------~

appointml~nt

Dl.'partl11l'ntal

would

provide the hlOSt appropriate basis for operation although faculty
appointments may be relevant 1n some instances.

It is also

suggested that the function of the appointment may be more readily
apparent by

~sing tht~

term "staff tutor" rather than "professional

tutor".
The Role of the staff tutor
2.1

Through the appointm:!nt of a staff tutor a department would be
express ing its concern about the

2.2

tE~aching

and learning processes.

The btaff tutor's responsibilities would include
2.2.1

The development, through consultation, of an atmosphere
of enquiry into methods of teaching and learning

2.2.2

Acting as tutor to teachers in their induction year by
(a) rece i ving the new teacher and acquainting. him wi th
institutional procedures
(b) providing advice on

edu~ational

(c) arranging, with other

rn~mbers

matters

of staff, to provide

sub iect and technical facili ties as may be necessary
2.2.3

Acting as teacher-tutor to students on teaching practice
from Colleges or Departments of Education and liaising with
those Colleges or Departments

2.2.4

Providing in-service facilities for the staff of the
Department or Faculty in the form of:
(a) seminaFS

and--.sh<>r,.t--~ourse$.--.

(b) individual counselling, and
(c) assistance relating to the development of
educational methodology and curriculum matters
2.2.5

Liaising with other staff tutors in the Polytechnic and
.with the Facult

of Education' andTeacher Trainin

for th

,.

=

provision of services acioss'faculties. including induction
courses.
2.2.6

Contributing to the work of the Polytechnic Educational
Development Unit.

2.2.7

Providing advice to the Head of Department on appropriate
staff development issues.

3.

The relationship of a staff tutor to the Head of Department
3.1

It is impoltant that a satisfactory working relationship exists
between the Head of Department and the staff tutor.

The staff

tutor can only work effectively with the full support. trust and
sympathy of the Head of Department.

The Head of Department needs

to understand ,and respect the confidentiality which should exist
between the staff tutor and his colleagues.
4.

Time allowance for staff tutors
4.1

It is recommended that an allowance be made in the teaching timetable to enable the staff tutor to carry out the appropriate functions
effectively.

An allowance of approximately half of an average

teaching time-table is suggeflted.

It is considered essential that

the staff tutor should continue to be involved in a regular teaching
programme.
5.

The appointment of a. staff tutor
5.1

The staff tutor will be appointed by the Head of Department after
consultation

5.2

with the staff of the department.

The person appointed should possess
(a) qualities of tact and diplomacy
(b) experinece of relevant subjects or areas of study, and
(c) knO'.o/ledge of teaching an:! learning methods and of curriculum
development.

5.3

The work of the staff tlltor can only become fully effective when the

person, the role and the relationships are all accepted by the members
of staff of the department.
5.4

It is suggested that this position might be undertaken for a limited
period, say for 3 years, and be renewable.

Recommendation
6.1

It is recommended that each Head of Department should consider the
appointment of a staff tutor for the department and should ccnsult
with members of staff on the basis of

u:~

proceeding paragraphs.
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AT.i-pendix 'H'
City of Bir~ghsm Polytechnic
Academic Board
Staffing & Staff Development Committee
T"lenty Third Eeeting
23 February 1979

Third Report of the Sub-:-Committee on the Development
of Teachingauo Learning MethO"cfSin the Polytecimic

The Role of the Staff Tutor
The sub-committee met Heads of Departments and representatives of staff
at two meetings held on 2nd NoveIllbet 1978, to .discuss the first report
produced by the suo-corranittee and in particular to examine the proposal
for the introduction of staff tutors into departments in the Polytechnic.
A copy of the paper on the staff tutor headed "The Staff Tutor in the
Polytechnic" is attached as Annexe A. Heads and staff representatives
from 23 departments attended plus representatives from the Anstey School,
the School of Hi~tory of Art and Complementary Studies, the School of Music,
and from the Polytechnic Library. Following the meetings the Heacs of
Departments were asked to arrange for the issues raised in the peper on
the Staff Tutor to be discussed in their Departments and to produce a
written report giving staff views.

1.

'J \ \)

;Y
2.

By 25th January 1979, 17 departments and one school had produced writtEn
reports. The reports have been classified in tenns of the degree of
support for the introduction of the staff tutor into departoents as followsg~
Favourable support with minor reservations
Favourab Ie support wi th significant reservations
Some support with oinor reservations
No support

7 depts.
and 1 school
5
"
3
"
2
"
1!

3.

"

and 1 schcol.

All these rE::.ports except one were produced following departmental staff
meetings. Some of the reservati.ons expressed were common to several
ep rtments ,and are summarised belc.w:-

~

5 depart:t)ents indicated that thE!re could be problems in allocating
the requi.red relaxation from teaching duties to enable a staff tutor
to undertake the role ef~c~i_,,-gly__ and one further department expressed
the view that they would need a technician to support a staff tutor •
adequately.

b) 7 departments-,--while--supporting the staff tutor role, would find
difficulty in appointing a person with the abilities and qualities
required.
c) 2 departments in the Faculty of Art and Design expressed the view that
a Faculty Staff Tutor might be appropriate in present circumstances.
Another department indic3ted a -willingness to share a staff tutor.

f(;;\l
~ay

departments relt that the use of a staff tutor was not the appropriate

to support dev1elopments in te:lching and learning.

e) 5 departments indicated the real possibi li ty of conflict between the
staff tutor and the Head of Department or between the staff tutor and
directors of studies.
4.

It is clear from the above analysis that over half the departments in the
Polytechnic support the introduction of departmental staff tutors. The
vast majority of departments have indicated an interest in the development
of teaching and learning methods. The main reservations concern either
the problem of allocating time to a staff tutor or in identifying a
suitably qualified person within the department. It might be appropriate
in some cases for faculties to appoint a staff tutor or -for departments
to share a staff tutor to help overcome some of these difficulties. It
would appear that possibly five departments wo~ld not be prepared to
introduce staff tutors although in two of these there was strong support
for the suggestions for improving the teaching and learning environments.
On balance the majority of departments would appear to be receptive to
most of the ideas expressed in the paper and it is recommended that the
Staffing and Staff Development Committee explore with faculties the
possibility of the wide scale appointment of staff tutors.
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City of Birmingham Polytechnic

Memorandum

to

from

G. O'Sullivan

Centre
tel ext

North - Computer Studies
and Mathematics
370

our ref

GO'S / JH

Mr. D. E. Burns

your ref

date

29th November 197

Report of the Computer Studies and Mathematics Departmental Meeting to
Discuss Staff Tutors Held at 14.00 on Thursday 23rd November 1978 in
Room B223, North Centre

The meeting was chaired jointly by myself and Mr. C. Osvlin and
attended by Mr. Ball (HoD) and ten other members of the department.
There were apologies from five others. The total departmental strength
~s twenty-seven.
The meeting was also attended by Mr. Beech and Mr. Pearson for the
sub-committee and their answering of the various questions raised regarding
the Staff Tutor role was most helpful.
Taking the Role of the Staff Tutor as indicated in Appendix B to
your memo of 14th September 1978 (of which all members of the department
had received a copy) as basis for discussion the meeting took the form of
a debate on the motion:
"This department considers it desirable that a Staff Tutor should
be appointed".
I list below the various points raised by members of the department
the course of the debate, but in the interests of clarity and economy
of the report I omit the replies given by Mr. Beech and Mr. Pearson. I
take it that the sub-committee would be already aware of these.
~n

I think it should be said that the first five points below were all
made by the same person in a lengthy speech of opposition to the motion.
1.

Appendix B was seen as an abstract document of vague generalities
saying little of substance.

2.

Paragraph 2.1 of Appendix B was seen as a threat implying that
a department which declined to appoint a Staff Tutor was showing
lack of concern for teaching and learning.

3.

Paragraphs 2.2.1 and 2.2.4 were seen as ways of wasting staff
time in meetings and of worsening the problems of the Polytechnic
reprography section.

4.

Regarding 2.2.2 it was argued that everybody helps a new teacher
in the induction year and if advice is wanted the person concerned
would just ask somebody ~n his or her own staff room.

5.

Regarding 2.2.7 and 3.1 it was suggested that th0 Staff Tutor would
be a barrier hindering the relationship between a lIoD and his staff.

• • ••

('on t '(1

-

-~------------

6.

Concern was expressed about how the time for this work would be
found from departmental resources. In practice the work of the
department is broken down into sections, each covered by a
relatively small number of lecturers, and one person partially
removed from the group for Staff Tutor work would increase the
load on the others. (l1r. Ball said that the time needed would
have to come from the non-teaching part of the Staff Tutor's
time tab Ie) .

7.

One new member of staff in the department said he felt that
having somebody available as a repository of knowledge in the
Staff Tutor sense would be very helpful. His doubt was whether
anybody would be found able and willina to undertake the heavy
demands of the job.

8.

The suggestion was made that formal training lS of no help In
improving teaching performance.

9.

One member said he was in favour of the practical aspects of the
Staff Tutor role but doubted the value of educational theory.

10.

It was suggested that if paragraph 1.4 were to be taken seriously,
then excellence in teaching alone should be better rewarded by
the Polytechnic than is at present the case.

11.

The suggestion was made that a faculty Staff Tutor appointment
rather than a departmental one should be considered.

12.

It was suggested that in a department the size of Computer Studies
and Mathematics it would be more sensible to allocate the various
(useful) tasks in Appendix B to different members of staff rather
than to appoint a Staff Tutor as such. The Staff Tutor appointment
could well be appropriate in a larger department.

13.

It was suggested that the existence of a Staff Tutor would encourage
students to gripe behind the backs of their lecturers.

The ten menmers eligib Ie to vote on the motion did (or did not do) so
as follows
FOR

2

AGAINST
ABSTAINED

3
5

Some of the abstainers and even one of those who voted against the
motion went on to emphasise that they were in favour of the approach to
improving teaching and learning suggested in Appendix B, but were not
convinced that the appointment of a departmental Staff Tutor was the best
way of achieving the desired aim, in view of points such as 6, <), 11, 12
above. If a Staff Tutor were appointed, I believe these people would
co-operate with him even though not convinced he was a terribly good idea.
However, as other of the comments suggest there are other members of the
department to whom the Staff Tutor idea is wholly unacceptable and, in the
light of paragraph 5.3, this would have to be taken into account very
carefully before a final decision on whether to appoint is taken.
In view of the poor attendance at the meeting, a memo and questionnaire
with this report attached is to be circulated around the department to
attempt to obtain a better impression of overall oplnlon.
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C"lTY OF BIRHINGHN~ POLYTECHNIC

POLYTECHNIC ADNINISTRATIVE MEMORANDUM NO. 115
STAFF DEVELOPMENT FOLICY FOR THE 1980's
The Academic Board, at its meeting on 12th November, 1980, approved a
Staf f Development Pol icy statement as fo llows.
1.

Background
1.1 The current Staff Development Policy Statement was prepared in 1974
and approved early in 1975 by the Academic Board. Since that time the
financial environment in which the Polytechnic operates has worsened.
There are considerably reduced opportunities for academic staff to move
to posts outside the Polytechnic, limited opportunities for staff to
obtain new posts within the Polytechnic and diminishing prospects for
promotion. At the same time the Academic Board is committed to a
possible reduction in the number of academic teaching posts to provide
funds for additional administrative staff, technicians and materials and
equipment. There is furthennore a commitment to indicative development
planning and the need for the training and retraining of academic staff
to prepare for changing course requirements and possible relocation of
staff .
1.2 During the 1970's the academic staff were heavily involved in course
development both with new courses and in modifications and developments
of existing courses. At the same time many staff were improving their
personal qualifications, particularly by obtaining higher degrees by long
part-time courses, including research, and by a limited amount of
secondment to full-time postgraduate courses. Furthermore there was a
continuous influx of new staff, many of ,,,hom possessed higher degrees and
research experience.
1.3 The Polytechnic now has a mature educational programme, many courses
of which have been resubmitted for approval by validating bodies. During
the 1980's opportunities for new course developments will be limited but
there will be an increasing need for monitoring, evaluating and modifying
existing programmes, including offering alternative forms of attendance.
The level and range of research within the Polytechnic will need to be
maintained and in appropriate areas extended and deepened, by increasing
the number of research students, increasing the number of staff
undertaking research not for higher degrees and in extending the number
of research projects which are externally funded. Each of these
developments is likely to mean a change in emphasis for the staff
development programme.
1.4 Because of the relative staff immobility there are fewer members of
staff with recent experience of business, industry, public service and
professional practice. The staff development programme will need to
provide opportunities for staff to update their knowledge and gain
experience of current practice, particularly by establishing closer links
with outside organisations and firms. The importance of providing such
opportunities will increase if staff mobility continues to be limited.

-, -

-

"

1-

The stage of d(~veloprnent of the COUr~H! programli1e and the level of
rcseRrch activity varies between Faculties. Some Faculties are still
developing their educational programr.l!::s ,.;hilst others c:rl: mainly
concerned with monitoring and modifications. The level of research
ilctivity and other forms of staff development is indicat('d in Appenc.ix

1.5

"A".
')

1...

Introduction
Staff development lS seen to be part of a process of organisational
to which the Poly!:echnic is committed.
This process inv;)lvcs,
at the implementation stage, intervention in the wo:;:king lives and
working sy~)tem of members of staff in order to influence attitudes,
behavionr and proced 11res, so that staff can improve thplr effectiveness
and better contribute to the requireme.nts of the institution. There is
a shared responsibility for the policy involving the Staffing and Staff
Development Committee, Faculty Boards, Heads of Faculty, Heads of
Department and others. Imple.'llentation \V'ill. be supported by a range of
appropriate strategies which will aim to p1~0duce an improvement in
understanding and collaboration between g~:.-oups in the Polytechnic and
further the personal and professional gro~vth of academie staff.
I.~.evelopment

3.

Aim
The staff develop''rlent policy aims to encourage, promo te and provide for
the continuous improvement of the skills, expertise and experience of
academic staff so that they can better serve the aims of the Polytechnic
through the enhancement of their individu.al aspirations.

4.

Objectives
Programmes for staff development should:

(i)
(ii)
(iii)
(iv)
(v)

help staff achieve and maintain the standards appropriate to the
effective performance of their duties;
provide opportunities for staff to prepare themselves for
changing duties and responsibilities;
provide opportunities for staff to contribute to the Polytechnic
and its develop~ent;
provide opportunities for carAer enhancement;
enhance job satisfaction.

5.1 Staff development is seen as a partnership betv.leen the Academic Board
and the Faculty Boards on th8 one hand and individual members of staff on
the other. The Academic Board, thrnugh the Staffing and Staff Development
Connnittee, should provide a broad framework within which Faculty Boards
and departments can effect appropriate progranrrncs so that ir.,;ividl1al
members of staff retain the );1aximum freedom of personal choice possible
within the resources available and according to the needs of the
Polytechnic.
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5.2
of:

The broad areas of need for staff development are seen to consist
(i)
(ii)
(iii)
(iv)

teaching (including counselling) skills
subject knowledge, research and professional practice
educational development including course development
educational management.

The relative importance attached to each of these areas will vary
according to the stage reached in the career of the staff member.
Teaching is likely to be more important in the early years, along with
subject development. All new members of staff are required to attend
the induction course which provides both an introduction to the
Polytechnic and to teaching methods.
6.

Opportunities for Staff Development
It is the policy of the Academic Board to provide opportunities for
academic staff to attend or undertake:
(i)
(ii)
(iii)
(iv)
(v)

In-service teacher education and training courses
Full-time courses leading to an additional qualification
Long part-time courses leading to additional qualification
Research leading to a higher degree

*(vi)

Secondment to industry or other institutions (with or without
exchange of staff)

(vii)

Short courses, conferences and seminars

(viii)
-(ix)
(x)
(xi)
(xii)
(xiii)

7.

Induction and continuation courses

Research (not for higher degree) with or without financial
support from the Polytechnic
Consultancy, professional practice and service with validating
bodies
Involvement with professional and other bodies outside the
Polytechnic
Job rotation within Department/Faculty/Polytechnic
Course development and evaluation
In house seminars and "trorkshops, including
senior staff

man~gement

courses for

(xiv)

Hembership of Polytechnic, Faculty and Departmental Committees
and Working Parties

*

Academic Board has approved a paper on "Methods of Publicising
and Encouraging Secondment and other forms of Release"

Support for

Sta~f

Development

7. 1 The Academic Board accepts that it is responsihl e for recommending the
provision of Lldequate resources and facil.ities to enable members of staff
to take advantage of the programmes for staff development. Financial
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support for attendance at courses and conferences and p<lYffient of fees
and other allowable expenses is obtained partly from the Polytechnic's
own budgets and partly from the L.E.A. 's provision for the training of
teachers.
The Staffing and Staff Development Committee makes recon:mendations
to the Academic Board and the Director on the use of money available
annually for the support of academic staff attending long part-time
courses. In addition, it is responsible for recormnending the use to be
:rw,de of the places available for full-time s(-~condment h.'lsed on
recommendations from the Faculty Board. Both of these methods of
enabling staff to gain additional qualifications will be linked to the
Polytechnic's academic and resource development plan.
7.2

7.3 The Research Committee receives an annual budget to provide financial
support for research not for higher degrees, covering costs of travel,
su';)sistence, materials, equipment, etc. Responsibility for the allocation
of the majority of these funds has been delegated to individual Faculty
Boards.

7.4 Departments receive annually budgets for travel and subsistence,
to cover the costs of attendance at conferences and short courses, all of
which involve aspects of staff development. It is appropriate for Staffin
and Staff Development Committee to advise how these budgets could be used
to further staff development.
8.

Responsibilities
8.1

Staffing and St'iff Development Committee
(i)

The Staffing and Staff Development Committee provides advice
and guidance to the Academic Board on policy and related
matters. It is responsible for the implementation of
policies for staff development in partnership with the Facult)
r~ards.
The Committee is concerned with the promotion of
staff development and the allocation of financial and other
support.
This support nonnally includes the opportunity for secondment
to study certain approved courses by full-time mode,
financial support for part-time study to gain higher degree,
attendance at short courses and conferences and in certain
cases staff exchanges and study leave to other institutions,
business and industry.

(ii)

Through the work of the Educational Development Unit, which
is concerned with promoting good teaching and effective
learning, the Staffing and Staff Development Committee is
involved in providing indljction courses for new staff,
"Learn how to study" units for studenU;, :',::d a programme of
seminars and \.lGr"kshops C()l~r:(~rnec1 with l~ct\lring and small
group teaching, learning by objectives, methodology of
evaluation and assessment of courses, individualised learning
2nd the llse of at:dio ViSl.l2,~. equipment.

(iii)

On behalf of tho Acadcnic Joard, the Staffing and Staff
Devcl.opment Commi t tee ·;,7ill monitor the progress of far.ul ty
:;tD.ff development progran:r,les through the relevant sections
of the Faculty Board annual reports and by such other means
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as it considers appropriate and necessary. The Co~nittee
will discuss with each Faculty Board the state of progress
in staff development and will reconnnend approved courses of
action.
(iv)

8.2

The approved course of action for each Faculty Board will be
directly relat.ed to the faculty five year development plans,
and will be reviewed annually. The Staffing and Staff
Development Cormllittee will provide appropriate support and
advice to Faculty Boards and will review and co-ordinate
the Faculty Board staff development plans. In addition the
Staffing and Staff Development Committee will provide
information and advice directly to the Planning and Resources
Committee to help with the planning process.

Faculty Boards
Each Faculty Board is responsible for:
(i)
(ii)
(iii)

the development and impl ementation of
policy for the faculty,

B.

staff development

the development and training of faculty staff, including
reconmlendations for secondment,
the preparation of a five year. academic development plan, to
be reviewed annually, in which a staff development programme
should play an integral part.

Consequently it will be necessary for each Faculty Board to indicate
how the current and future requirenlcnts of the educational programmes
will be supported by the staff development policy and related to the
resources available for this purpose.
The Faculty Staff Development Policy will be prepared in accordance
with Academic Board Policy and will provide a framework within which
faculty and departmental staff development programmes are established.
The Faculty Boards and Heads of Faculty will co-ordinate and help
organise their progranh~es so that they make efficient and effective
use of the resources available and monitor the progress. The Faculty
Board annual progress reports will indicate the types, level, extent
and success of the staff development programmes, with an assessment
of progress made and an indication of future needs and developments
in line with the five year development plans.
8.3

Individuals
Individual members of staff should recognise that the staff
development programme is primarily directed towards enabling them to
achieve personal development. Each member of staff is responsible
for identifying his or her particular needs and for participating in
D.ppropriate parts of the programme which will help increase his or
her effectiveness and for reviewing the outcome. It is recognised
that individuals will wish to develop their skills, abilities,
experiences and careers in different ways.
The successful completion of a par.-ticular form of ,,:taff development
may assist individuals in the cJntributions which they can make to the
tcaching programme of their department cmd faculty and to administrative
and other functions wit:1in the Polytechnic. Staff development and
its positive exploitation within the activities undertaken by members
of staff will be one of the factors taken into account when
recornmendati')flS for promotio,1 are b2ing considered. A paper approved
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by the Academic Board (Resolution 140/79) entitled "The Principles
on which selection for Promotion is bilsed l1 sets out guidelines to
faculties and individuals. Polytechnic Administrative Memorandum
No. 76 "Faculty Involvement in Academic Staffing and Staff
Development" outlines the procedures for promotion of academic staff.

8.4

Directors of Schools of Studies
The Director of a School of Studies is responsible to the Head of
Department or the Head of Faculty, as appropriate, for the effective
operation of the School. Therefore the Director is concerned with
the development of the subject or area of study, with promoting and
organising research and with relevant teaching and learning matters.
This role will normally involve the Director of Studies in advising
and assisting both the members of the School and the Head of
Department/Faculty on staff development needs relating to subject
development, research and teaching and learning.

8.5

Staff Tutors
The Academic Board approved the appointment of staff (professional)
tutors in 1974, and expressed support for their widespread use when
agreeing to the establishment of the Educational Development Unit
in 1979.
Staff tutors provide advice to new members of staff and information
and 'in service' facilities on teaching and learning for the academic
staff of the department or faculty. They also provide help and
advice to the Head of Department on appropriate staff development
issues.

8.6

Heads of Department
The Heads of Department have the most crucial role in the process of
implementing the staff development policy and programmes. They are
responsible for:
(i)
(ii)

(iii)

(iv)

(v~

identifying the staff development needs, interests and
aspirations of the members of staff,
reconciling these needs, interests and aspirations with
the current and future requirements and resources of the
department, faculty and Polytechnic,
deploying appropriate resources including time allowances,
and expertise in their departments for a staff development
progranrrne,
encouraging staff to take advantage of the staff development
facilities available within the department, faculty,
Polytec~nic and elsewhere,
arra~sin~

for the appointmo~t of Directors of Schools of
Studic3, Staff T'ltors, Principal Lecturers (Research) and

oth~r

person3

devciop:..: .... ~1t

(vi)

w~ere
~',:ch

~ho

will assist with the rlep2rtmental staff

P~'()~I'a.;!-::-~7:·2,

appropriate, arran3ing an annual staff audit whereby
mr:!'lhc:r of :ltDff infonTIs the Head of Department of staff

deVCtc:pl'l:,.t acti-"ities
(-/ii)

organisir\~

~mdertaken

during the year,

arcneal or other periodic staff interviews in tbeir
department to provide mor~ structured opportunities to
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complement the infc1 1-mal ways in which Heads and their staff
exchange idea s, information and views on their work, the
work of the department and faculty and the personal and
professional development of the members of staff. Reads are
recommended to keep records of these interviews indicating
agreed courses of action relating to staff development for
each member of staff, which will be reviewed the following
year. Such records should be readily available to the members
of staff concerned. Each departmental annudl report will
include a statement on staff development indicating the types,
level, extent and progress of the progranunes.
Resources and Activity Levels
9.1

To help further the staff development programme a series of targets
have been set for each major type of activity and the levels of
activity achieved in 1979/80 have been included for purposes of
comparison as follows:

Note: Calculations hav~ been based on an academic staff complement of
700. It will be necessary to review the costs each year so that budgets
may be prepared to take account of inflation.
Approx.
taff Development
Desirable
1979/80
Unit Cost
Total Cost
Level
Level
per annum
ctivity
per annum
taff receiving financial
ssistance to study for
,igher degrees by partime mode.

10%

10%

£200

£14,000

:taff undertaking research
for higher degrees
oeceiving financial
;upport.

13%

20%

£200

£28,000

;taff undertaking research
lot for higher degrees
~ithout financial support.

15%

15%

3econdment to full-time
:ourses for higher
iegrees.

8 staff

10 staff

£1,500*

£15,000

Staff receiving financial
assistance to study for
first degrees by parttime mode.

9 staff

10 staff

£200

£2,000

Staff attendiug short
courses, conferences,
etc.

40%

5070

£100

£35,000

2 ostaff

10 staff

~t

forns of s8concicent
for full-time periods
(including exchanges)**

Othe~

(c.)

Into other
educational
institutions
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Apprux.

Staff DevLlop~en~
Act ivity
(b)

luto business,
industry, public.
service, professional
practice.

1979/80
Level

Desirable
Level

nil

10 staff

u~1tCost

,Eer annum

To tal. Cost
per annum

£94,000 p.a.

*

This is cost of course fees and travel and subsistence allowance
only.

**

(a)

It is possible for Faculties to arrange for members of staff
to be seconded to other educational institutions and approval
for leave of absence with pay and other benefits will be
required. Such arrangements could include exchange of staff
with institutions within the U.K. and overseas, when appropriate
financial details will have to be approved.

(b)

Similarly teaching staff may be seeonded to industry, business,
public service and the professions. Because of salary problems
such persons ,.,ould need to obtain approval for leave of absence
with pay and other benefits. It might be possible for staff
exchange to be arranged, subject to approval of financial
detail s.

9.2

Each year the Staffing and Staff Development Committee will monitor
the levels of activity by examining the sections on staff development
and research included in the Faculty Board annual reports and will
make recommendations as appropriate to the Academic Board and the
Governing Body.

9.3

Because of the growing importance of staff development and research
in the Polytechnic it is agreed that additional administrative and
clerical staff will be required to support these activities at both
the central and Faculty levels.

;'f/

/~~~-{
rolytechni~

Stancard

vIse/ s~rK/ 32 (3)
6th February, 1931

Secretary

\,.

Leycl'C _ Stilff DcvelC'.:I'Elent Activity for i\G."§crn.ic 1~ 1970-82.~.J~r;cl~d}:!'J r.:.e';2;ll::"<::~~)

~rE.~~~~~X 1\ •
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Activity

1st. Degree

2
2

Other Courses
:civin(j a.ssistance for
~arch

...

<b

not for higher degree

12

16

3

8

35

15

8

2

13

I ,
C

'stling research not for
;her degree without

10 est

40 est

~lstance

:ondment to full-time
'ses for. higher degree

40 est

4

Q

2

1

seconaments eg.. to
,cational institutions

1

4.

18r

____________
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2

~

________________J______________L____________

~~

__________

~
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City of Birmingham~Polytechnic,
Academic/Board,
115th~cting, 7th D9ccmber 1983

-'"
/', t.l!...i.'
~_ .. ~':'w

A Strategy for the Enhancement of Educational Development Services

.
1.
1.1.

1.2

.

1.3

Introduction \
The current internal debate cn "The Polytechnic of the Future" has
identified the educational merits of a significant shift of emphasis
in teaching methods away from traditional, teacher-based lectures,
seminars, etc. toward student-based, tutorial supported techniques.
Traditional methods will be retained where they are most appropriate
but students/will be required to spend more time on individual study,
and in student group study teachers will devote more time to
'
. individual and small group tutorials and to the design and supervision
of student study programmes which incorporate student learning packages.
Students will expect to find a Polytechnic in which the opportunities
afforded by information technology are available to them.
.In addition to student expectation - and, perhaps ecployer expectation other external pressures are forcing the Polytecr~ic to re-examine
the work-load imposed upon its staff and to consider changes in working practices. Funding on the basis of lower unit costs, higher .
student/staff ratios will inevitably result in consideration of more
cost effective methods. Some retreat toward larger class sizes is
probably inevitable, at least in the short term, but failure to take
advantage of alternative responses of the kind indicated above would
be regretable'and could be disastrous •
There are, therefore, educational end resource reasons to expect
important changes in the teaching/learning environment of "the
Polytechnic over the timescale of the next three to five years.
~ese changes will need to be implemented by teachers themselves and
the purpose of this strategy statement is to indicate in broad
principle how the present Educational Developm~nt Service should be
enhanced to provide - in co-operation with Libra~J and Ccmputer
Services - the support which will be essential to enable teachers
to manage the process of change.

2.

The changing role of the teacher

2.1

Current teaching practices vary markedly across the Faculties of the
Polytechnic. Study programmes in Eocial Sciences & Arts are broadly
lecture/seminar based; in Engin"eering & Science they are lecture/
laboratory based; 1n Art & Design they are largely studio/project
based; in the School of Music individual tutorials are considered
essential. Clearly there is ~o single, unique teaching/learning
method which has universal appication. Rather it is necessary to
tailor the components of study prog:::-ammes to match the needs of
particular courses of study so thilt they are the most relevant and

. ,..

;)cJ
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appropriate to student needs. ,Therefore, we may anticipate that the
impending changes in teaching/learning methods will not be uniform
across the Polytechnic. Nevertheless, some common, general features
can be foreseen.
2.2

If the anticipated changes are to be introduced swiftly and smoothly,
and if they are to effect improvements as well as coping with
imposed constraints, then teachers reust be encouraged to accept
change, to restructure knowledge, to 'develop new skills, and to use
their store of teaching experience to ensure that directions of
change will prove beneficial. 'rL1~~1-2-JlOt-~~d to
cll~~ffe-c-t-i""Q'Q-metho-es-wh1.cn-t1o-nCc~fi t
,'sfU'-~.
The PolytechniC needs to enhance its ability to respond
to future change; similarly, teachers need to b~ flexible, to display
mobility of mind to meet future challenges.

2.3

The need to adjust course curriculum in the light of computerisation
has been identified elsewhere.* Changes in content and presentation
may also result from revision of course structure to a course unit/
credit system, from a review of course objecti7es, and from a gene~al
need to reduce the teaching/learning load. These changes' must be
.
determined by the individual teacher in ccnsultation \-lith the Course
Board of Studies provided that they comply with the broad frar::c\lork
of policies approved by Faculty Board and Academic Board.

2.4

The traditional role of the teacher as a facilitator enabling students
to learn is,not likely to change. The part played by the teacher
will ,change inasmuch as'he will 'need to create and to manage a learning environment in which the student pursues a prescribed study
programme which the teacher then monitors and assists. Teachers will,
therefore, need training and advice in managing and controlling
information in this unfamiliar environment.

2.5

The greater need to provide counselling and tutorial support to
students will also result in changes ,in personal relationships
between teachers and their students. Again the Polytechnic will
need to enable teachers to acquire these new skills.

2.6

Perhaps the most 'evident change in the work-style of teachers will
re,sult from improved levels and grades of administrative/clerical
and technician staff who will allow teachers to shed some of the
non-academic work which they are currently forced to undertake.
Teachers will be able to devote more of their time to teaching.

2.7

The introduction of student-based and resource-based learning systems
may also require some revision of the roles of administrative/clerical
and technician staff so that 'teaching teams' may need to be identified.

3.

Changes in study programmes

3.1

. Variations in study programmes across Faculties were noted in 2.1
above. It has also been observed that study programmes will incorporate
more individual and group study time (1.1), and wJll make greater use
of packaged learning materials. This new approach should result in
clearer definition of what is expected of the student and closer
monitoring of progress by individual students so that tutoring can

. "
JO
•
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be tailored to need. Students will have less total contact, but
more individual contact, with teachers.
3.2

As well as greater counselling, students may also need access to
training in new learning skills to cope "ith the greater demanCls
placed upon them.

3.3

In conjunction with Library ~nd Computer Services, the present
strategy' seeks to identify the role of the Educational Development
Service in meeting the needs of stu~ents.

4.'

The need for enhancement

4.1

The present Educational Development Unit is staffed by: Academic Staff:

Director of the EDU (PL; 0.8 full-time)
Two Senior Lecturers (l.S FTE)
An Ll Media LiQrarian haa recently been
appointed and will be shared with the
Library (0.3 f'TE)

Technician Staff: .

One Chief Technician (Scale 6)
rUne Technicians (Scale 3 and 4/5)

In addition, some teachers .I.n:.l)epartments .. spend some time in the
EDU on individ~al projects.
The £DU has accomodation and facilities at Perry Earr and Westbourne
Road, and its equipment and consumables budget for 1983/8 if £50,000.
4.2

If the Educational Development Service is to prov~de effective support
for the changes indicated above then the present provision must be
considerably enhanced. This. view was confirmed by the recent CNAA
Review Report. , "J

.'

~

5.

A strategy for the future

5.1

It is proposed that strategic support for the devclor-ment of teaching/
learning in the Polytechnic be based upon
[i]

(ii)

enhancement of the central Educational Deve~op~ent Unit at
Perry Barr to provide relevant specialist expertise and
specialist facilities; to provide in-house training.programmes
for staff and students to acquire new teaching/learning skills;
and to co-ordinate support for Faculty Lea~lng Centre~.
the establishment of Faculty Learning Centres as focal points
for educational development·and integrated outlets for
resources in support of thos.e developments. ;

6.

Enhancement of the EDU

6.1

It is proposed to increa~e the current establishment of academic staff
of the EDU from 2.6 to 5.6 FTE in order to provide expertise in
learning systems, specialist knowledge in educational technology,

.. ,..,

cJ ,
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and particularly in the production of computer oanagcd and computer
assisted learning materials.
6.2

It is also proposed to alloc~te Visiting T~acher Funds to the EDU
so that cover can be provided for up to 4 FTE academic staff to be
released by Departments to work part-time in the EDU.

6.3

If the above proposals were iopleoented then the academic staff
establishment of the EDU ~~uld total 9.6 PTE.

6.4

The work of technician staff in the EOU 1s currentlyalcc5t wholly
devoted to the provision,of visual aid equipment. The preparation
of learning materials is likely to generate an increasing volume of
~ork in future and will require good clerical,graphlc ~~d reprograp:lic support rather than expensive, fixed, labour inte.l"!sive
facilities sucll as a colour television studio. Storage and access
for increasing quantities of non-book material \lill also deoand more
technician help in co-o?cration witli the Library.
,

I

6.5

It is proposed/to increase the establishment of technicians from the
present 10 to a total of 10. This ~~uld allow the provision of a
flexible support system for the EOU, the Library, four Faculty
Learning Centres at Perry Barr and a further three at Gosta Green,
Paradise Circus, and Westbourne Road.

6.6

The EDU is not currently provided with Administrative/Clerical
support. It is proposed that the anti'c'ipated expansion of its wcrk
will require the services of one ndcinistrator (SOl) as well as
two clerk/typists (Scale 3).

6.7

The 'tot-,al proposed establishment of the EOU is indicated in Table 1.

7.

Faculty Learnihg Centres

7.1

The Faculty Learning Centre is conceived both as a focal point to
stimulate and to co-ordinate activities directed toward the further
development of teaching/learning eethods, and ~s a means of channelling support fro~ Library, Educational Development, and Computer
Services 1n support of tll0se activities •

7.2

As indicated in the acccmp~nyinq dia9ram, the FLC is secn to
comprise a Teaching Centre, ~~ere academic staff, toge~~ar with support
staff, can find resources and facilities for the preparation of learning
materials, and a Study Centre in which relevant Faculty learning
materials can be stored, and students can obtain access to those
materials as well as facilities for studying thee. Other, additional
facilities will need to be provided if individual stud~nt stuey is
to be used more extensively than at present.

7.3

.
I

Faculty Learning Centres would be controlled by the Faculties themselves, inputs of staff, equipment, etc. being negotiated with the
Library, Computer Centre, and EDU which would receive revenue
allocations for that purpose. Faculties would also provide staff,
equipment, accommodation, etc, from their own allocations. It is
envisaged that each Centre would be staffed by at least 2 FTE acadenic
staff, 2 PTE technicians, ! PTE tutor Ij~rar1an, 1 FTE library assistant
and 1 FTE clerical assistant.
'.Q

"'-' .
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7.4

It is proposed that" a Facul ty Learning Centre would be es tabU shed
in ,each of the four Faculties at Perry Barr,'and at Gosta Green,
l'lestbourne Road, and Paradise Circus·. The existing Library/Resource
Centre facilities at the latter three sites would provide the basis
for this development.

7.5

The above strategy is compatible with the Strategy for the Developcent of Computer Services which has already been approved.

8.

Resource reauirements

8.1

The Computer Strategy bas already !den~ified ! academic post to be
provided by ea~b Faculty and another ! post to be provided by the
Computer Centre. Sicilarly, each Faculty will be req¥ired to provide
another ! academic post for educational development and L~e EDO will
provide the rema~ning ~ post. 'r.lis implies a total commitment of
3 academic posts frem the EDU at a gross cost of about £50,000 p.a.

•

The additional part-time academic posts in the EDU are estimated to
, cost £22,000 p.a.

8.2
8.3

In order to provide adequate library advi~~ry services in tile
Learning Centres it will be necessary to allocate 3 PTE tutor
librarians at a cost of £30,000 p.a.

8.4

Similarly, of the 12 technicians proposed for Faculty Learning Centres
3 will be provided by the Computer Centre. The EDO will need to
provide the remaining 9. The establishment of technicians based in
the EDU would reduce from 10 to 9 so that the net increase would be
8 posts at a cost of about £56,000 p.a.

~.S

The proposed level of provision of administrative and clerical staffis all new, 3 posts would be provided in the EDD at a cost of
£25,000 p.a., 6.posts would be allocated via Faculty Offices and 6
\
posts via the Library at a cost of £70,000 p.a.

8.6

The total gross cost of additional staff would, therefore, be: Academic staff:
Technician staff:
Administrativel
Clerical staff:

£102,000
£56,000

Total:

£253,000

£95,000

8.7

The initial establishment of Faculty Learning Centres will require a
one-off investment of some £120,000. Thereafter, the E T & M
allocation to the EDU should-De of the order of £75,000 p.a.' with
allocations of, perhaps, £50,000 p.a. to the Library and £25,000' p.a.
to each of the Faculties.
'
,

8.8

The estimated total additional revenue implication of this strategy
is, therefore" £478,000 p.a. This shift of expenditure would need,
to be phased over a period of two to three years.

',I

;

Uo.

,

*

Details of the prOvision in the School of Music require further
:-::t~~ic~!""~tic::
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Conclusion

S.j

~r.c preceding strategy is intended to provide a framework within.
'·;;.ich Faculties can ensure the provision of educational development
services which are relevant and appropriate to their distinctive
needs. At the same time the highest level of expertise would be
maintained and concentrated centrally to provide specialist backup and to co-ordinate activities across the Polytechnic.

9.2

The strategy is based upon enhancecent of the present Educational
Development Unit at Perry Barr, and upon the provision of a .
Faculty Learning Centre in each Faculty. The latter would be cont~olled by the Faculties and would integrate Library, Computer, and
Educational Deve~opment services. . .

.

9.3

Establis~~ent

of Faculty Learning Centres would require ~ one-off
investQent of some £120,000. Subsequent additional revenue costs
would amount to about £478,000 p.a. to be achieved by redeployment
of posts and redistribution of expenditure over a period of two to
three yea=s.

w.

Allan
21st November, 1983.
K.
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Mr. R G Farmer
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our reference

VC/PH/ECG

your reference

I.IV"'VI a ..........

from

Peter Hardie

Centre

Art & Design

tel ext

237

det.

16th October 1980

John Underwood - PL Department of Visual Communication
I would like to make it clear that Mr Underwood is NOT a staff tutor in
this Department, nor does he perform a staff tutor function.
Mr. Underwood has a declared interest in the EDU, his involvement in the
EDU will be as a Departmental representative.

Peter Hardie
Head of Department
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'file Department of Compllter Studies and Hathcl!1<.!ti cs tvas founded in 1972.
In 1980 re:;ponsibility [or the t(!nchin~ of computing \·;as formally transfer:-ed
to the Computer Centre Ilnd this Incc!'nt the loss to the Department of computer
staff and courses.
The rcsidpe of the Department of Computer Studies and Mathelnatics forms
the basis of the present Department of }lathC!matics and Statistics. The netJ
Department has responsibility for improving the standar~ of mathcm3tical rind
statiGtical education across the Polytechnic and currently services 12 other
Departments.
The Department has only ttvo cOllrse~ of its· O\m - Polymaths and Applied
l'lathcmatics for Teachers - but is pl.:lIlninr, a modest course programne in
lIl<llbclIli!tical education. The lIIn~n nctivity of the Department \olill remain
servicing:
The Department of Nnthematics and Statistics is one of four Departr.:ents
1n the Faculty of nllsiness Studies and Law.

Staffin~.

The Department has an establishment of 21 posts of \olhich 20 arc EI1e,;:
l)lesc inc 1ude
1
1

16
2

11.0 n.
1'.L. (deputy H.D D.)

S.L.
I.. II

The remaininG post is the subject: of apper.dices A, fi, C (attac..:hcd) and will
~e filled by 3 P.L. in O.R. in the nenr future.

StrucL!!."~

anti

Or~allif-ation.

The nepartll1~nt is currently attemptinc. to ;.mplemcnt n structure that
rccor.,nis('s both its subject specialisms anJ the e:xpression of those spcci:~liscl:;
througli <1 variety of applications :\nd courses.
The Department will be divided vertically into three brand subject areas Statistics, Operational R~scarch, and Mathematics. Each of these subjeci.:
~rc<1!j \:j il he hCilclCd by .1 P.L. responsi.ble for
- sU)Jj p.r.l ci\~v(; lopinen::.
- llC'l1dellll{; leadership.
- rcs{!(Irch :wd con£u 1 tancy.

!

-

L

_.

In nddition to til{' v,,\·t:icn1 IItrllctllre the Dcpartlllcnt \~il.l be divided
horizotttally into [our bl'ond IIpplic<ltioll .11'Ca5 corrcspondinr, to the '.Jork
of the ncw Faculties,
- Enginced'l/j, Sci.~nc:e and Nathclilatical Education.
- Built Environment.
- Arts and Social Sciences.
Busincss' and Finance.
Departments ,·,ithin each application area ,,,ill. be assigned a Liaison Tutor
responsible for
- establishing cood relationships.
- identifying mathematical needs.
monitoring'course developments .
.,.. giving necessary mathematical support.
The work of Liaison Tutors wi.thin nn application ar'ea will be co-ordinated
by dn appropriate subject P.L. In this way subject and application
developments will not become divorced.

.

,

Every member of staff will be asked to identify with at least one
subject group nnd one application group. The croups will have overlapping
interests and it mny well be thnt some staff "'ill wish to identify ,.;rith more
than one subject or application group. In any event staff will be encouraged
to move betwecn groups in response to the varying needs of individuals and
the Polytechnic. In this wny the Department can encourage staff developme!1t
. and makc efficient usc of its human ski11s andrcsoul'ces.
The Dcpartm{'nt recognises that teaching is the most i;nportant of its
nctivities, and will seek to reflect this in its structure and organisatio;1.
There will be a Principal Lecturer responsible for teaching and learning
who \.;rill

,

- promote an awareness of good tC3ching.
- monitor the effectiveness of the Department's teaching.
monitor the attitude of students towards mathematics.
supervise new staff during their probationary \ year.
- support established staff in all aspc€ts of teaching.and le~rning.
organise and co-ordinate mathematicql resources.
liaise with the E.U.U. (Educational Devc10rment Unit).
promote and conduct research in mathem3tical education in H.F.E.
- advise on purchase of new equipment.
This P.L. wi11 chair a Conunittee for Teaching and Learning
a wider forum for the issues raised above.

~hich

wi11 provide

Research "1ill be the responsibility of the subjectP.L.s and the P.L. for
Teaching and Learning. Researcll in the Polytechnic will be supported by
the establishment of Statistical Advice Group that ,,,i11 provide a service to
all staff 3nd rescarch student" who need to design eXJleriments and analyse
data.
All group!: and COlimli.ttcer; \"j 11 report
staff) .

Lo

Dep;Jrtlltcntal COl!lmittee (.111
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Preface
'There is nothing more difficult to take in hand,

mor~

perilous to

conduct, than to take a lead in the introduction of a new order of
things, because the innovation has for enemies all those who have
done well under the old conditions, and lukewarm defenders in those
who

.~ay

do well under the new.'
Macq,iavelli

Introduction:

Education and Social Change

The education serV1ce 1n the United Kingdom has developed nationally
over a period of some 150 to 200 years.

The Polytechnic is the latest

in a long line of further education and training institutions to serve
the City of Birmingham and the West Midlands region.

It has inherited

a legacy of tradition from the past which has ensured the continuation
of a character and form designed to allow a ready and willing response
to the changing needs of the community it serves.

The Polytechnic's

current academic programme testifies to this through its rich diversity
of activity at various levels of attainment, in different modes of
study, and in the br.eadth of its student population.

Since the beginning of the 19th century society and its needs have
changed dramatically.

Knowledge itself has expanded at an unprecedented

rate and the need to generate and transmit knowledge has been enhanced many
times over.

The demand for a skilled workforce to support the manufactur-

ing and service industries of the region increased enormously in that
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period.

More people came to recognise the value of education in

enriching their lives.

If the founders of the further education system

could see that system today then they would be astonished by the scale
of provision which has been achieved.

They would also be impressed by

the challenges of the future and by the overwhelming need to adapt and
innovate in order to meet those challenges.
Today the pace of social change is accelerating.

The Polytechnics must

expect to - and must be able to - respond to changing needs more rapidly
than ever before.

Demographic changes in the immediate future can be

predicted with certainty and indicate a decline in the population of
18 to 20 year olds who are the majority of entrants to some of the
Polytechnic's courses.

Longer term demographic trends are less certain

and in any case may be subsumed by changes in age participation rates.
Less certain too are the demands of mature students but it is likely
that their changing personal and occupational needs will result Ln
increased demand for higher and further education and training.
But the great uncertainty of the next 20 years or so is the impact of
technological innovations on society.

The widespread introduction of

automation, communication, and information systems based upon the
'microchip' has started and will continue.

Concepts of 'work' and

'leisure', 'employment' and 'unemployment' will be challenged and
traditional values and modes of behaviour will be questioned.

The

pace of change is difficult to predict but it is reasonable to assume
that by the year 2000 massive social changes will have occurred.
Can the Polytechnic suivive such changes?

If organised society survives

then we believe that the Polytechnic can survive.

The broad spread of

societal activity will remain, albeit with different emphases.

Educa-

tion will still be expected to provide the means to:(1)

transmit social and cultural values from one
generation to the next

(2)

generate and communicate knowledge and understanding

(3)

\.

develop inherent abilities and skills in its
students so that they may apply them to the
production of human and economic wealth
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allow students to enrich their lives by selfdevelopment the better to contribute to the
communities, in which they live.

The enduring value and utility of the kind of education currently offered
must not, however, be taken for granted.
In the present time of financial stringency, academics and their students
are seen to be taking too large a share of available monies, and to enjoy
and defend a life-style - and work-style - which is too generous 1n comparison with others.

There is some evidence that formal education is seen

to be devalued in the current political V1ew of future society.

If

academics are not prepared to put their house in order by offering a
relevant, effective and efficient educational service, then pressures
will be exerted to force them to do so.

The Polytechnic will not survive

if it clings to outdated values and practices.

If it changes in step with

the demands placed upon it then it will flourish.

The Student of the Future
Schoolchildren of the early 1980s have already shed the prejudices
of earlier generations and accept technology as a necessary part of
their daily lives.

They live in a technological age dominated by

interlunar travel, telecommunication, and computerisation, and, by
and large, enjoy it.

By the year 2000 AD they will expect to be

served by a national and international network of information and
cmtrol systems which will provide total access to the world of knowledge.
The whole Earth will become their library.
The forces which motivate students to want to learn will continue to
be derived from human curiosity, the desire to improve the performance
of skills, and the need to qualify for chosen roles in society.

But

the demand for access to education will reject the traditional bounds
of courses, academic terms, and teaching methods.

The student of the

future will expect greater freedom of access, wider choice of studies,
and individualised teaching and learning methods.
The polytechnic ethos of 'teaching many skills, many arts to many
people' is likely to be enhanced but subjects and areas of study will
be realigned in new combinations and relationships.

The demand for

broad education in relatively general subject areas is likely to
fe,

4

increase and the scientific and technological content of courses and
modules is likely to be more marked.

Vocational studies will continue

but the need for non-vocational studies will 1ncrease.
The proportion of mature people seeking educational opportunities 1n
further education is likely to be greater •. People will expect to
return to their studies throughout their lives, so that students will
be of a wider age range.

The traditional link between many areas of

the Polytechnic's work and the schools will be weakened.

The nature

of the school as an organisation may change radically.
If society can learn to cope with the freedoms and responsibilities
which greater leisure mus t surely provide then people ':Will be enab led
to 'pursue their
own individual interests . with less hindrance than ever
.
before.

Some of those interests will lead them to further education.

Having shed the constraints of full-time employment as we know it today,
they will not readily accept the current constraints of education.

They

will want to return to learning as and when it is convenient to them,
pacing their:studies, and their subjects, in relation to their other
needs: as they :th ems elves. see them.

Some will wish to study

~n

the

academic-environment of a polytechnic, others may prefer to studywholly; or partly - at a distance.

Current definitions of full-time,

part-time, etc. students will become obsolete.
The. ,Poly technic will develop teaching and learning methods which are
student rather than teacher-based and which employ systems 6f instruction

whi~

make extensive use of teaching packages and educational

technology.supported by. individual tutorials •. Distance.teaching and
extension studies will form:a significant part of the instructional
system., '. Some students with a preference for distance learning may.
never,

or rarely, need to attend at the Polytechnic.

Others will

prefer.social learning, and expect tutorial support which will need
to be provided.

New teaching and learning methods will be developed

in many cases by, and in collaboration with other institutions.
The

~oncept

\.
of the Polytechnic as a resource centre for the local and

regional community will be fostered through its active involvement with
and collaboration through networks developed with other institutions
and organisations providing or requiring educational and training
opportunities.

It will be less isolated, less inward looking, less
f;.
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competitive.

It will make a valuable, supportive, and complementary

contribution in a large but coherent further education system.
The 'Safe' Strategy
The Polytechnic has tried to maintain some planning momentum over
the past few years while coping with reducing revenue budgets.

It

is now faced in the short term with the possibility of large-scale,
severe cuts in its course programme and depressed enrolments of
students.

Its longer term future must depend upon its ability to

maintain morale at a level high enough to encourage radical innovation within

and despite - contraction.

The 'safe' strategy to cope with budget reductions and future uncertainties would be to try to preserve present standards and kinds
of provision on the assumption that they are immutably related to
fixed academic parameters and educational needs.

This would inevitably

result in reduced student numbers.
To date budget reductions have been accommodated by absorbing apparently
acceptable reductions in costs per student through the 'ad hoc' closure
of buildings, cuts in allocations, deletion of staff posts and the
deletion of some options and even courses.

Future implementation of

this approach implies planned measures which concentrate reductions in
specific areas of work selected on the'basis of rational criteria or
SUbjective judgements.
Retrenchment solely on the basis of traditional definitions of

educa~

tional and training needs would seriously hamper the Polytechnic's capacity
to use its remaining human and financial resources to adjust to its
changing environment.

It would be left with an inflexible and Lncreas-

ingly obsolescent course programme.

At the same time it would be deny-

ing access to many well-qualified and deserving potential students in
order to maintain traditional methods of working at standards of
provision which may be unnecessarily high.
A Strategy for the Future
An alternative, more progressive and

challe~ging

strategy would be

to provide the best possible educational experience
for the greateGt number of students with whatever level
of

resou~ces

is available.

--

------------------------------------------
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This option would not avoid the need for contraction 1n staffing
levels, allocations, options, and courses if circumstances require
them.

It has the advantage, however, of focussing attention on

the constructive need to develop an institution better able by
virtue of a more flexible and responsive academic programme, to
react to rapid changes in demand.
The Polytechnic is essentially reactive, responding to needs
expressed in the wider environment.

The strongest voices from

that environment have come in the past from traditional educational
and professional interests which have, therefore, been a major
influence in shaping its course programme.

Now weaker but increas-

ingly persistent voices urging the incorporation of broader educaional interests are being heard.

So far they have been accommodated

to a limited degree by a process of 'strategic drift', a slow and
relatively unguided organic transition towards opening up access to
the Polytechnic via the Visiting and Listening students scheme,
'Return to Learning' scheme, modular and multimode developments,
short courses, teaching companies, etc.

This needs .now to be

transformed into a process of 'strategic thrust', whereby access
is opened up systematically as a matter of principle in all areas.
The Polytechnic can no longer afford to maintain the posture of
passive oversight of external changes which will increasingly highlight its limited capability to respond.

Its response must become

pro-active; it must lead rather than follow.
The drive towards 'opening up' the Polytechnic would have positive
benefits in identifying a clear direction for future development.
The assumption of a concerted strategic thrust would do much to
clarify the Polytechnic's future role in serving the community.

It

would facilitate the disinvestment from obsolete activities and
diversification into different areas to meet new and changing demands.
An essential corollary would be the need to review and improve teach-

ing and learning methods.

T~e

large reductions in cost per student

implicit in the alternative strategy are only likely to be achieved
as a result of a radical reappraisal of current teaching and learning
methods.

These derive from old FE traditions, teaching to 'external'

syllabi, convenient but often educationally undesirable administrative
procedures and the over optimistic and often pressing expectations of

7

validating bodies such as CNAA and others, and of professional groups.
Grounded 1n the expansionist expectations of the 1960s and early 1970s,
they may no longer be appropriate to either the changes dictated by
the contracton of the 1980s or by future needs.

It is possible to

achieve an acceptable quality of provision as well as high academic
standards with neither a profligate level of expenditure nor a 'chalk
and slate' approach.
The current teacher-centred model often results 1n the teaching of
small groups and in high levels of staffing.

A shift towards a more

student-centred mode of operation would enable teachers to support
more students.

If accompanied by changes in course design, then

students would be afforded greater freedom of choice in their studies.
Since some courses of study would not necessarily be classroom-based,
then more flexible modes of. study would be possible.

Students would

be able to study at their own pace, and the teacher would concentrate
his efforts on coaching individual students and upon the preparation
of study materials.

With the rapid advance of information technology

the provision of access to such materials will provide little difficulty.
Conclusion
The adoption of the 'safe' approach implies an unwarranted complacency
which all too soon will be shattered by the mounting pressures of
external challenges.

The Polytechnic is in danger of becoming imprisoned

in the confines of an increasingly irrelevant structure of outdated
values and practices.

A strategy directed towards the pursuit of the best possible educational
experience for the greatest number of students with whatever level of
resources is available would better enable the Polytechnic to continue
to fulfil its traditional role of serving the rapidly changing needs of
society.

Allan
S. J. Richardson
8th December 1982

W. K.
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EDUCATIONAL DEVELOPMENT UNIT STRATEGY PAPER II
11-.-<. t t ,(: ,...t .. ~ ':J (
A case for establishing an EDU support service for' tutors· to. under-~
;~~~e~~~;~cts concerne~ with imprO~i~gAT~aChing ·and :~e~~~in~.~' ~ ;.';~~ 'c.

1. Introduction

1.1

This paper arises from discussions at the Educational Development
Unit Management Committee when it was agreed that. a proposal,
should be put to Staff Development Committee for the EDU to ....
introduce a support service whereby tutors might be seconded
part-time to the EDU in order to undertake teaching and learning
projects in their own subject areas.

1.2

Specifically, the paper aims to!

1.2.1 provide a rationale for introducing a centrally organised
scheme for improving the efficiency and increasing the
flexibility of teaching.and learning methods.
1.2.2 indicate how such a scheme might be organised
1.2.3 provide a detailed case for the establishment of the necessary
technician and clerical staff to support the production of
teaching and learning materials throughout the Polytechnic
(See Annexe 1).
2. Rationale for Release Projects
><2.1

,.-.;.--

J

begin educational development work, but find
thelr good intentions are frustrated by lack of time,
insufficient support from the institution and central
resources units, and the low esteem with which this work is
regarded in comparison with research.

\Lectures~~ften

~Iat

2.2

An EDU Release Scheme would be designed to provide this time
and support through an institutionalised yet flexible
arrangement whereby agreed educational projects would be
given appropriate academic, technical, and clerical help
from the Educational Development Unit. In establishing
priorities for this work, the principle aim would be to
encourage innovations for improving the quality of students'
learriing which, when implemented, would make more efficient
use of lecturers' time.
s

2.3

Typical projects would be likely to include schemes for
developing materials for the introduction of individualised
learning, computer assisted learning, the p'roduction of work
books, learning packages and videotapes. The intention would
be to provide official recognition of educational development
through a system of 'approved' schemes, with sufficient
support supplied· centrally to make the idea of part-time
release seem both academically attractive and technically
viable to would be partiCipants.

.,'"

:-

.-.,
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2.4.

Most projects are likely to be originated by individual tutors
'and linked with the academic planning within the departments.
Staff development work of this nature will identify tangible
rewards for excellent teachers and ideally provide criteria for
promotion. After consultation with the EDU, written specifications
.would need to be.submitted for approval to the relevant Faculty
Boards and the appropriate Committee of Academic Board.

3. Support for Release Projects
3.1

In departm~nts with unfavourable student:staff ratios, it would
be necessary to support a Release scheme in the form of a
transfer of visiting tea~hers funds, so that adequate cover can
be arranged for the class-contact hours of the released
lecturers. In this way, no extra teaching burden would fallon
the other members of the department's teaching staff-- a
critical consideration in creating an acceptance of the usefulness of educational development work. For subject areas where
there is a comparitively low SSR, departments would be encouraged
to timetable staff to allow an unsupported release of lecturers
on the assumption that departmental benefits would accrue from
the work carried out.

3.2

It is envisaged that most releases would be negotiated for
periods of from 1 to 3 hours for I or 2 days a week.

4. Technician and Clerical Support

_._

4.1

Learning material production is likely to be centred on the
preparation of multi-activity programmes, such as self learning
packages involving not only private study but tutored sessions.
For this purpose large investment in fixed, labour intensive
production facilities such as a colour TV studio would seem to
be inappropriate, but good clerical, graphic and reprographic
support would be both basic and essential. Tutors are unlikely
to want to be seconded to an EDU where the only support they
receive is seen to be good educational advice.

4.2

A detailed case for the establishment of EDU support staff for
the production of teaching and learning material was submitted
through the EDU Management Committee to the Polytechnic
Secretary in June 1983. The proposal, a copy of which is
attached, indicates that since the EDU was formed in September
1980, an essential media delivery service to classrooms has
been created on the Perry Barr site but that this has developed
at the expense of effective production services. In the current
financial year, the EDU's budget was considerable enhanced.
With the recent establishment of a full-time Senior Lecturer
post, the Unit's academic establishment now stands at 2.3
F.T.Es. The Educational Development Unit, therefore, has the
equipment, materials and academic strengths with which to
develop a Release Scheme, but lacks the necessary basic package
of clerical and technician support.

,
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5. Recommendations'-

5:,:,1.;,~

__

wi ...... ·:;

That an EDU Release Scheme be established on the lines!):
indicated in paragraphs 2 and 3.

5.2

That Staff Development Committee should allocate part-time
lecturing funds to support Release Projects in departments
with unfavourable SSRs.

5.3

That funds should be made available for one TI (audiovisuaD techniCian, one T3/4 technical illustrator and
one clerk/typist to be appointed to the EDU as indicated
in the attached paper.

R G Farmer
September 1983
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1

Introduction

1.1

Education is concerned with the transmission of knowledge and
particularly with the development of judgement and skill in the light
of the body of knowledge. As society becomes increasingly rich in
information, education (and especially higher education) will be
directly affected by opportunities created. The context of courses
will be changed and the courses will be taught in different ways. It
will be necessary to consider how to handle and to select from the
vast quantities of information available in any subject.

1.2

Educational development in the future will be affected by (a) the
need to raise the efficiency of teaching and learning methods to meet
higher student:staff ratios (b) the need to respond to the changing
educational requirements of students and (c) the need to take hold
of opportunities inherent in the new information technology.

1.3

New educational development policies must take account of:
(i)

the need for flexibility and mobility of mind - staff must
restructure knowledge, develop new skills and accept the
consequences of change;

(ii)

the need for adjustment of course curriculum;

(iii) the responsibilty of the Polytechnic to train in the area of
management, particularly in managing and controlling
information, including in-house training for both teaching and
non-teaching staff;
(iv)

the changes in personal relationships that will take place
between the teaching staff and students on the one hand and the
teaching and non-teaching staff on the other, within the
various levels and structures;

(v)

the development of new 'teams' both between EDU staff and tutor
Librarians and between teaching and non-teaching staff.

2

New Educational Development Needs

2.1

The present "Staff Development Policy for the 1980's" lists some 14
opportunities for staff development and refers to the individuals and
groups with responsibility for promoting staff development, including
the Staff Development Committee, Faculty Boards, Schools of Studies,
Staff Tutors, the EDU and in particular, Heads of Department.

2.2

The new challenges will create demands for new forms of
organisational structures. There is much scope for Faculty and
cross-Faculty commonality of syllabuses and for the use of resource
based learning methods. The pressures arising from higher SSRs and
from information technology/computerisation will force teachers to
look for more effective and efficient course design and teaching and
learning methods.
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2.3

There is now a need to take action in promoting special staff
development procedures and opportunities to meet the changing
circumstances which are seen to be effective at the level of the
teacher operating in his or her everyday working environment. The
appropriate strategy should be determined by the new developments in
the curriculum and teaching and learning processes. One aim of the
staff development strategy should be the development of a 'mixed '
economy in which a wide range of teaching and learning methods are
employed, rather than the lecture dominated system. Overall, the
intention would be one of promoting more active and relevant learning
methods with tutorial support.

2.4

Whether the future pattern of higher education is based upon teacher
directed systems or student directed systems, the existing teaching
and non-teaching staff in the Polytechnic would benefit from the
provision of opportunities and support sevices to enable them to reexamine present methods and be made aware of new developments and
ideas. This view was supported by the CNAA during the recent
institutional review when it was noted in the final report that
" •••• an imbalance between teaching and non-teaching staff,
which when redressed, would •••• enable the Academic Board to
plan and use its resources more effectively in the future,
thereby safeguarding academic standards of courses leading to
the Council's awards. 1I

2.5

All these developments are relevant to the kinds of demands future
students will be making and will significantly change both the kinds
of skills and attitudes teachers require and their relationships with
students. The Itutor l of the future will be less of a teacher and
more of a facilitator and a manager of a learning environment.

3

The Present Position

3.1

The Educational Development Unit started operation in September 1980
with the appointment of a Director at Principal Lecturer level
spending 0.8 of his time in the EDU. A Senior Lecturer (half full
time) is responsible for the activities of the Unit on the Edgbaston
Site, where there are four technicians. A Chief Technician (Scale 6)
is based at the Perry Barr Site, with an additional five technicians.

3.2

An important part of the EDU activities since it started operations
has been to initiate discussion and action on the development of
teaching and learning methods within the Polytechnic. The
consultative role is expected to expand in this academic year with
the appointment of an additional full-time Senior Lecturer from
September 1983.
The recent appointment of an L1 Media Librarian, a shared post with
the EDU, will also facilitate collaboration with the Library.

3.3

(page

In the current financial year the EDU's budget was enhanced enabling
the Unit to build up a growing collection of professional hardware
for the production of learning materials, which now includes word
processing and portable video equipment.
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3.4

All of these developments hold out great promise for further
expanding and improving the work of the EDU. Even in the short term,
however, the scale and rate of change within the institution is
likely to be considerable. Additional specialist expertise in
curriculum development, resource based teaching and learning methods,
computer assisted learning and computer managed learning will be
required by the EDU. Furthermore the Unit is still without any kind
of clerical/secretarial help and still lacks the very basic techician
support needed to provide an adequate production and media sevice.

4

A Strategy for Educational Development in the Polytechnic

4.1

The strategy is determined by the curriculum development and teaching
and learning needs of the future and thus includes the following:
(i)

the development of 'new' teaching and learning skills of
teachers;

(ii)

the provision of programmes for the development of learning
materials within Departments;

(iii) the continuing development of Student Learning Centres in
Faculties and Departments for the promotion of learning
activities in specific subject areas;
(iv)

the development of computer applications in teaching and in the
management of learning;

(v)

management strategies designed to enable teaching staff, EDU,
Library and non-teaching staff to develop attitudes appropriate
to the new learning needs and to develop skills in managing the
use of learning resources and complex learning environments.

5

Implementation of the Strategy

5.1

It is proposed that Faculty Boards be made responsible for the
implementation of the strategy and that appropriate resources be
allocated for this purpose. The EDU, Library and Computer Centre
would provide the necessary support services to assist the Faculties
and Departments.

5.2

Ideas for curriculum innovation and for learning packages should be
seen to come from the Faculties, Department, Course Boards and
Schools of Studies, but individual teachers should be given every
encouragement to originate projects.

5.3

The strategy addresses the two requirements of:

5.4

(page

(i)

assisting teaching staff in acquiring the skills to introduce
more student centred and resource based methods of teaching and
learning;

(ii)

enabling teaching staff to make more radical changes in the
curriculum, incorporating shared modules, bought-in and selfprepared learning packages including, where appropriate,
specific computer applications.

The first requirement (5.3 i) would be met by:
3
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(i)

establishing, or further developing, Faculty Student Learning
Centres, in co-operation with the Library and Computer Centre
(see paragraph 6)

(ii)

an Educational Development Unit Release Scheme, providing
teaching staff with the opportunity of having 'time off' for
innovation (see paragraph 7).

5.5

The second requirement (5.3 ii) would be met by strengthening the
support staff position of the EDU.

6

The Role of the Faculty Student Learning

6.1

It is envisaged that the Faculty Student Learning Centres will
develop from Faculty initiatives.
They will be supported by EDU and
Library staff on a joint basis, and would have the following
functions:
(i)

Centres~·

~~J...":'.l

r~~

to meet the need to provide opportunities for staff and
students to prepare and use learning materials. This would
include openings for individualised learning either (a) within
the Learning Centres themselves, or (b) in classrooms using
packs of material borrowed from the Learning Centre, where the
tutor will be available to provide support and assistance;
(The learning materials would provide working collections for
the Faculties, student projects, course handouts, newspaper
articles, journal abstracts and media materials);

(ii)

to provide workshop facilities for staff for the production of
printed materials, such as handouts. The facilities would
include typing support and photocopying;

(iii) to provide a base for supplying tutorial support, possibly by
means of a regular rota system.
7

The EDU Release Scheme

7.1

An EDU Release Scheme would be designed to provide time and support
through an institutionalised yet flexible arrangement whereby agreed
educational projects would be given appropriate academic, technical
and clerical help from the EDU. In establishing priorities for this
work, the principle aim would be to encourage innovations for
improving the quality of students' learning which, when implemented,
would make more efficient use of lecturers' time.

7.2

Typical projects would be likely to include schemes for developing
materials for the introduction of individualised learning, computer
assisted learning, the production of work books, learning packages
and videotapes and the creation of Student Learning Centres where
appropriate.

7.3

The intention would be to provide official recognition through a
system of 'approved' schemes, with sufficient support supplied
centrally to make the idea of a part-time release seem both
academically attractive and technically viable to would-be
participants.

(page
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7.4

Most projects are likley to be originated by individual tutors and
linked with the academic planning within the Departments; thus
subject Departments would control any innovation related to their
interests. Staff development work of this nature would identify
tangible rewards for excellent teachers and ideally provide criteria
for promotion.

7.5

After consultation with the EDU and appropriate Tutor Librarians,
written specifications for projects would need to be submitted for
approval to the relevant faculty Board and the appropriate Committee
of the Academic Board.

7.6

In Departments with high student:staff ratios, it would be necessary
to support a Release Scheme so that adequate cover could be arranged
for the class contact hours of the released lecturers. In this way,
no extra teaching burden would fallon the other members of the
Department's teaching staff - a critical consideration in creating an
acceptance of Educational Development work.

8

Additional EDU staffing to support the strategy - Academic

8.1

This support would initially be provided by allocating VT funds to
the EDU, equivalent to the hours of teaching of 4 full-time members
of staff. These funds would then be allocated to the Departments to
enable staff to be released for periods of 3-6 hours per week.

8.2

As a second phase to this support, additional academic staff would be
required in the EDU:
(i)

Two tutors appointed on a short-term contract full time to help
with the release scheme and to provide specialist subject
knowledge and expertise in learning systems;

(ii)

One further full-time Senior Lecturer post, to have specialist
expertise in curriculum development particularly with regard to
the production of computer managed and computer assisted
learning materials.

9

Additional EOU staffing to support the strategy - Technical/Clerical

9.1

Learning material production is likely to be centred on the
preparation of multi-activity programmes, such as self learning
packages involving not only private study but carefully designed
group tutorial sessions. for this purpose large investment in fixed,
labour-intensive production facilities such as a colour Television
studio would seem inappropriate, but good clerical, graphic and
reprographic support would be both basic and essential. (Tutors are
unlikely to want to be seconded to the EDU where the only support
they receive is seen to be good educational advice).

9.2

Historical accident has resulted in the present allocation of
technician posts at Perry Barr. The EDU has no technician support at
Scale 2 level on the main site and, as a result, Scale 3 and Scale
4/5 technicians spend a considerable proportion of their time
servicing classrooms when they should be co-operating with staff in
the production of learning materials. In this way, most of the EDU's
technical effort is geared to the essential but limited task of
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providing a delivery service.
9.3

This situation is likely to get worse as the supply of poolable affair television programmes continues to increase and as the large
'quantities of non-book material recently purchased by the Library
start to become available; indeed, the Library is currently
completely without technician help.

9.4

It is therefore proposed that 7 scale 3 technicians be appointed to
the EDU. Two sevenths of this technician time would be allocated to
support media services in the Library, the technician time remaining
would, using a rota arrangement, establish a flexible workforce to:
(i)

assist, where appropriate, in the task of establishing and
maintaining Faculty Student Learning Centres;

(ii)

provide essential basic media support in Faculties and the EDU;

(iii) release more senior technicians from low level tasks for the
production of learning materials.
9.5

At present the EDU is without any kind of clerical/typing support and
also without a technician with the essential illustrative skills
necessary to assist tutors in the preparation of packages.

9.6

It is proposed, therefore, that one Scale 4/5 Technical Illustrator
post and two Scale 3 Clerk/Typists posts be established (one
clerk/typist in the Financial Year 1984/85, one in the Financial Year
1985/86.

9.7

With regard to the increased number of support staff and the growing
budgetary and administrative implications for the EDU, one new post
at Senior Officer 1 level is proposed to meet these responsibilites.
This would separate an expanding high-level technical and day-to-day
managerial role (to be carried out by the existing Scale 6 post) from
that of financial and general administration

10

Recommendations

10.1 Two recommendations are made to implement the EDU strategy outlined
in this paper:
(i)

Priority 1 (paragraph 10.2) for implementation in the 1984/85
Financial Year concerned with setting up and support for
Faculty Student Learning Centres, and first phase (VT funding)
for staff release.

(ii)

Priority 2 (paragraph 10.4) for implementation in the 1985/86
Financial Year required for the support of curriculum
development.

10.2 The creation of Faculty Student Learning Centres backed by a team
offering technical, clerical and library support and the provision of
VT funds (see paragraph 8.1) is seen as having first priority during
the period of the 1984/85 Financial Year.
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Role

Post

Additional
Annual expenditure

One Senior Officer
(501)

To meet the overall
support staff, budgetary
and administrative
responsibilities of the
EDU

£11,100

1 Technical
Illustrator
(Scale 4/5)

To support the
production of
learning materials

£ 7,700

7 Resource
Technicians
(Scale 3)
-£7,000 each

To service Faculty
Student Learning
Centres, EDU and
Library

£49,000

1 Clerical
Assistant
(Scale 3)

To support the production
of learning materials

£ 7,000

Transfer of VT funds
to the EDU,
equivalent to 4 fulltime teachers
-£1,530 each

To support the release
of a number of teaching
staff in Departments for
the preparation of
learning materials

£ 6,120

(Total (EDU Personnel)

£80,920)

As indicated in paragraph 6.1, the Learning Centre
support service would be provided on a joint basis
by the EDU and the Library. The Polytechnic
Librarian has been consulted and has suggested that
4 additional Library Assistant posts (at £7,000
each) and 2 additional Professional Librarian
posts (at £9,000 each) would be required
to canplement the work of the 7 Resource
Technicians •••

(Total

(Personnel)

£46,000
£126,920)

Equipment, Tools and Materials.
(1984/85 Financial Year)
(i)

(ii)

One-off allocation to establish four
Faculty Student Learning Centres with
furniture and equipment (e.g. library
shelving, word processing (satellite),
photocopying and ancillary equipment) .••

£40,000

Addition to Library ETM allocation
to provide materials to establish the
Learning Centres ..•

£40,000

(Total

(ETM)

PRIORITY 1 TOTAL FOR YEAR
(page
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£80,000)
£206,920

10.3 E.T.M. Allocation for EDU - proposed for 1984/85
at 1983/84 level plus 5% .•..
Increasing thereafter at 10% per annum to reach
£75,328 in 1988/89.

£51,450

10.4 Once a mechanism has been established for individual members of the
teaching staff to develop resource-based learning methods at 'grassroots' level with the day-to-day support of Resource Technicians and
Library Assistants, the second priority will be, in the Financial
Year 1985-86, to encourage the production of new curriculum
materials. This will be achieved through the expansion of the EDU
Release Scheme, and the provision of specialist support for computer
assisted learning and computer managed learning.
Post

Additional
Annual expenditure

Two short-term fulltime appointments
(S/L)-£16,800 each

To release key members of
staff to develop
learning systems

£33,600

One Senior
Lecturer fulltime appointment

To develop the
production of computer
assisted/computer
managed materials

£16,800

One Clerical
Assistant
(Scale 3)

To support the production
of Learning materials

£ 7,000

PRIORITY 2 TOTAL

£57,400

RG Farmer
D Eastcott
ACC Meggy
4 November 1983
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THE EDUCATIONAL DEVELOPMENT SERVICES STRATEGY
:'.

1

,Introduction

1.1 The Educational Development Services Strategy which was recently
approved by Academic Board proposed that strategic support for the
development of teaching and learni~g in the Polytechnic be based
upon:.1

the enhancement of the central Educational Development Unit at
Perry Barr

.2

the establishment of Faculty Learning Centres

./

11

./

2

Summary

2.1

Present Position in the Educational Development unit
.1

Academic Staff. The strategy paper (para 6.3) proposes the
enhancement of EDU Staff at Perry Barr by 6.8 FTE to provide'
relevant expertise. At present the Unit comprises:
1.8 FTE at Perry Barr
1.0 FTE at Westbourne Road
2.8 TOTAL (Total proposed establishment 9.6 FTE)

.2

Technician Staff. A net proposed increase of 8 posts would
enable the EDU to provide a flexible support system from the
central unit at Perry Barr and one technician for each of the
Faculty Learning Centres. The present establishment consists
of:
1 Chief Technician
5 Technicians at Perry Barr
4 Technicians at West bourne Road
10 TOTAL (Total proposed establishment 18, para 6.5)

.3

Administrative/Clerical Support Staff is not currently provided
to the EDU. A new establishment of one senior administrator
and two clerk typists is proposed to support new commitments
which will include the preparation of learningj;Jterials (para
6.6) ,

.4

In-House Training Activity. EDU academic staff are currently
employed in a wide range of activities which involves
consultancy and courses for staff and students. Such courses
include an Induction Conference for all new members of academic
staff, Levell computer awareness courses and study skills
courses in most Faculties. The need to provide in-house
training programmes was identified in the strategy paper (~ara
5.1 (i)). EDU plans for 1985 include two courses concerned
with the design and implementation of student-based learning
materials •

•5

INew Teaching and Learning Methods. The EDU was largely
responsible for carrying out a feasibility study on a range of
courses in the six Faculties. This work is in line with
proposals in the strategy paper (para 3.1). Recent allocations
of visiting teacher money and E.T. and M. revenue will enable
further teaching and learning projects to be established in the
current financial year. (See separate EDU agenda paper
entitled 'Proposal for the Continuation of the Work of the Task
Group on Teaching and Learning Methods'.)

l

f 2

......

2.2

Faculty Learning Centres

'

.

.1

Aims. Some specific aims and typical support facilities for
Faculty Learning Centres are outlined in Appendix 1 •

•2

Allocation of Capital. An allocation of £70,000 of capital to
assist with the establishment of Faculty Learning Centres was
made towards the end of the last financial year. The EDU was
closely involved with the choice and purchase of compatible
equipment on behalf of Faculties. A further £50,000 of capital
will be needed if the strategy paper1s estimate of £120,000 is
to be achieved (para 8.7) •

•3

Allocation of Revenue. The EDU is not currently provided with
revenue to support the work of the Faculty Learning Centres.
An allocation of £75,000 p.a. to the EDU for this purpose is
proposed (para 8.7) •

•4

Accommodation. Most Faculties have identified suitable
accommodation for their Faculty Learning Centres. Plans are
well in hand to move equipment during the Summer vacation •

•5

Academic Staff. The EDU has prepared a suggested job
specification for members of academic staff who will be
. responsible for managing the Faculty Learning Centres (see
Appendix 2). It is proposed that ILearning Projects Tutor
might be an appropriate title for those who are employed in
this capacity. An important role for the Tutor, in addition to
running the Centre, will be to facilitate Inew approaches to
teaching and learning and the production of lea~ing
materials. One Faculty has already arranged tc interview staff
for a half full-time appointment which will be supported by
visiting teachers funding. At present, the EDU is unable to
provide the half academic post for each Centre which was
recommended in the strategy paper (para 8.1) •
l

l

•6

Support Staff. The strategy paper refers to the need for 2 FTE
technicians to staff each of the Faculty Learning Centers (para
7.3). With the exception of the Faculty of Education and,/
Teacher Training, the present EDU establishment is not
sufficient to support the Centres. However, the net increase
in 8 posts suggested in the strategy paper would allow the
allocation of one EDU Itechnician l per Centre. It is proposed
that ILearning Resource Assistants would be an appropriate
title for support staff employed in this capacity. Learning
Resource Assistants would be required to have a wide range of
administrative and technical skills compared with traditional
audio-visual aids technicians (see Appendix 3 for a job
description)
l
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3

Priorities for the Next Stage in the Implementation of the Strategy

3.1

The Need for an Integrated Approach. If Faculty Learning Centres
are to emerge as the foci for teaching and learning development we
feel that it is essential to establish an integrated approach to
i nnovat i on between the EDU, Li brary, Computer Centre and Facul ty'';'
.
~"J A.1I...rTeaching and Learning.Groups. This might be achie'/.E!d,by Working
Groups set up by the Learning Services Committee~fn each of the-~U::At ~~
Faculties to determine and resolve, critical issues such as:
~~' ~
IIAA

3.2

.1

the identification of 'key effectiveness areas' where, given
limited resources, managerial decisions to change learning
methods will have considerable effect

.2

the identification of existing learning materials for purchase
by the Polytechnic

.3

ways to prioritise the in-house preparation and production of'
learning materials

.4

arrangements for the in-house training of staff in the
management of new learning systems.

Some centralisation of learning Materials Production. A degree of
centra 1i sat i on of materi a1s produdlon as envi saged in the strategy
(para 6.4) would avoid the piecemeal and often inefficient systems
(spirit duplicated handouts etc) which some tutors at;present have
to use.
..,/
.1

The establishment of a team comprising administrative/clerical
support staff and one graphic designer is seen as a first
priority in providing essential support 'for the creation of
in-house print-based materials. The main objective would be
the rapid output of materials using the new technology recently
purchased by the EDU •

•2

The work of technician staff in the EDU is currently almost/
wholly devoted to the provision of visual aid equipment. The
availability of EDU Resource Assistants in the Faculties would
enable the EDU to release existing technicians in order to
establish a two person team to work approximately half
full-time on the production of video programmes. At present,
as with the word processing technology, the Unit has the
equipment but lacks the support staff required to make use of
it.

RGF
DE
April 1984
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Appendix 1

Faculty learning Centres
l.

Aims
.1

To provide tutors with academic and practical support to assist
with the introduction of Inew teaching and learning methods •
l

2

•2

To provide both tutors and students with better access to
teaching and learning materials •

•3

To provide study skills materials for students and study skills
training materials for staff to use with students •

.4

To provide tutors with self-help facilities for the preparation
of learning materials •

•5

To provide a central store for equipment required for loan to
staff and students within the Faculty.

Typical Facilities

.

.1

LEARNING MATERIALS - Handouts, learning packages, videotapes,
computer programmes etc.

.2

HARDWARE - Photocopier, typewriters, microcomp~ters, videotape
recorders, Prime terminal etc.

.3

SUPPORT SERVICES - Copytyping (with magnetic storage), video
playback/recording ("trolley") services to classrooms, issue
and return of equipment, indexing storage issue and receipt of
learning materials, simple equipment .maintainance etc.

)

I~

.......,.

Appendix 2

lE~NING

PROJECTS TUJORS - Possible Job Specification

1.

Faculty learning Centres

1.1

In consultation with the appropriate Faculty Committee and the EDU
Users Committee:
.1

Decide the general services to be offered to staff and students
in the Faculty Learning Centre •

•2

Decide priorities concerning the allocation of routine tasks to
Learning Centre staff (e.g. copytyping, filing, equipment
maintainance etc •

•3

Decide and implement a policy for:
a.

the storage and loan of equipment to staff and students

b. the storage indexing and loan of learning materials to
staff and students
.4

Assist the EDU in running training programmes for Resource
Assistants.

2

learning Projects and the Production of learning Materials

2.1

In consultation with teaching staff in Departments and with
colleagues in the EDU:
.1

Assist in identifying a wide range of learning projects and in
preparing plans for their implementation and evaluation
throughout the Faculty.
.
/

.2

/

Assist in the planning and preparation of learning materials,
particularly those items requiring:
a. specialist support from the EDU such as graphics, iideo
production etc.
b.

visiting teachers/specialist lecture support

c.

additional equipment tools and materials

3

Monitoring the Operation of the EDU Support Services within the
Faculty

3.1

Liason with colleagues in the Faculty with regard to the EDU
services.

Ib

3.2 Reporting such information to the EDU Users' Sub-Committee of
Learning Services Committee.

/IjN~

4

Study Sk ill s

4.1

liason with colleagues; in the Faculty with regard to implementing a
study skills programme' in co-operation with staff from the EOU, the
Library and the Student Services Unit.

)
./

/'

•

-. -...

~

..

. Appendix 3

LEARNING RESOURCE ASSISTANTS - Possible Job Specification
Under the general day-to-day supervlsl0n of the Learning Projects Tutor,
the Learning Resource Assistant would be expected to:
1.

Operate AV/Microcomputer equipment (e.g. load disc drives/video
recorders etc).

2.

Operate reprographic equipment, where required.

3.

First line maintainance of equipment (i.e. replace lamps, fuses,
batteries, clean equipment).

4.

Make recordings of radio and TV broadcasts, where required.

5.

Make simple learning materials from instructions as part of the
overall EDU service.

6.

Operate a learning materials retrieval system.

7.

Operate an equipment loan service for staff and where appropriate
for students also.

8.

Carry out clerical/administrative procedures (e.g. ~board skills)
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Workshops
Although the new B.A. Hans. English degree has a modular structure, the first
term of the course forms an introduction which is offered each year. One
element of this is the 'Approaches to Literature' course. It is designed for
students fresh from the cosy, intensive study of a small number of A level
texts and intended to question received notions of what constitutes 'English
Literature' as a subject of study.
.
"

:

The seminar element of the course J.s led by a core r:curse teJ:~: aCCl:cs,s:-;] i;0
certain problems and issues of the subject through reference to particulnr
texts suggested for background reading. The first seminar, hGwe~:r. W3S
spent commenting In general on a short piece of writte;! aqalysis ;-,,::-rf'Jr;;.::.;u l;J
each student as an introductory exercise. Sturients' work ~-'l3S t!l,-;n =StL=Il';~C!
to their tuto:;: for marking and coupselling.
The lecture course, contributed to by most of the 11 teratUlc st;:;. f~' ir, {'k:
English school, aims to acquaint students with a range of c=itical .1p~~0~chcs
they will be likely to encounter during their degrE::e course, z..nd it is'
accompanied by 'workshops', an innovative form 01 teaching for th(! ~~nglLh
staff. In order to follow up ideas and apply tecr.niques Gut 1tiled ii! the
lect~re, the lecturer provIdes handouts: conventionally lilerary, ncnl!t~rar1;
critical or popular extracts, together with suggested questiuGs, as a bas!~ Far
small group work. These texts 'cogether are intended to be' collected jn c1 •
binder and represent a form of course reader. Commonly there wo~ld be fc~r
different texts and areas for discussion but sometimes all the studeflts'would
be performing the same task.
' ';
The workshops take place in the large side of CenfaG )1 which enables the
lecturers to give an introductory talk outlining the task, then disperse the
students, superintending the workshop session as a whole and being available
for consultation, without 'leadingl the-discussion, as in a ~eminar. This has
the obvious advantage of replacing four separate sessions (a 75 per cent
reduction in workload for the lectur~r in a year of 65 stUdents) but its
primary intention is to encourage students to take more responsibility for
their own work and develop their oral skills in an atmosphere which might be
less intimidatIng than a tutor-led seminar. During the ten weeks of the
course, the scheme was varied by having workshops before or interrupting the
lecture which then became a 'problem-solvingl or integrating session. The
texts were distributed some time prior to the workshop and will in future be
presented to each student as a package at the beginning of the course.
Nevertheless, short extracts proved preferable for class discussion purposes
and longer texts more useful for private study.
.
We learned that students could work in groups without teaching staff but that
the dynamics of such group work tended to be different from what we had
anticipated. Groups of fifteen students, wt1ilst a normal size For a tutor-led
seminar, proved too large for workshops since withcut a formally strul'trrn:d
session led by a tutor, audIbIlity becoffies a problem. lhe groups naturally
resolved themselves into smaller units of about eight or t.::lii;,-! &S slliall 33 by·]
students. Whilst some groups were happy to talk and deb<l!:3 ro;: fHty IilJnutf:S,
others preferred to spend most of their time writing. In both c~se~, hG~~~cr,
students had reascnably coherent notes to shO'f.' from thes,:: works!Yip sessir,.;ri:J.

Workshop notes were taken to the last of the four weekly classes which make up
the course: the tutorial. One tutorial was taken by each member of the English
literature staff and .comprised four students, one from each workshop. This
enabled the students to compare their conclusions and provided a 'feed-back'
session which could form the basis for further clarification of the subject,
for new avenues of enquiry or reading and for individual students' written
projects.
It is probably too soon to evaluate the new teaching methods employed by the
course and we are still canvassing student opinion. On the whole, though, the
course team is encouraged by the experience. We have yet to see whether
students will see 'the point' of the introduction more clearly as the rest of
their course goes on, or whether the questioning and independent thinking we
have tried to promote will fade as the students resume their habitual responses
to the self~evidently 'literary' text and attitudes in the modules which
follow.
.

KATHRYN SOUTHWORTH
School of English and Communication Studies
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Might Learning Packages help your teaching?
Have you ever come out of a lecture, having given your all, feeling that
your hard-won knowledge is, judging from the faces of students in front of
you, not interesting them, not informing them, not moving them in any way?
Have you ever sat in a seminar when after the statutory paper and feet
shuffling has died away, the lack of preparation by students (or perhaps
their effective organisation to force you into the role) has made you once
again take up the cudgels as the expert?
The use of Workbooks may overcome some of these difficulties as the
responsibility for their own learning is clearly placed on students.
Materials have been produced this year for students taking the second year
"Mental Handicap" Option on the Diploma in Social Work course, a sequence
allocated just fourteen hours, spread over seven weeks.
The workbooks, four in all, on the topics "Courses, Classification and
Context.", "Support for cover", "Daily living at home and at Work", and
"Food practice past, present and future" are prefaced by an.Introductory
Package explaining the purpose of the option, the purpose of the package
material, and something of the methods used; the Activities and S3lf
Assessment questions the use of time for personal study or shared
discussion, the use of the staff member as a resource rather than a pGrvcyor
of information and other issues relating to content, structure and
assessment are briefly stated.
One of the dominant impressions after the first six weeks of the first run
of the option is the extent and quality of contributions to the discussion
from students. Contracts have been set and adhered to, and there has been a
general sense of enjoyment in the shared work. What of couJse-cannot easily
be measured is the extent to which this particular group would have brought
these qualities to the task anyway.

. ..

It is clear that these types of learning' approaches do not do away with the
teacher - it is rather that the nature of the interaction between .'teacher'·
and 'taught' undergoes a major shift. Students have a dialogue with the
written materials in advance, they may be irritated or enlightened, turned
on or cooled out, and it is this questioning and lively response which can
be a catalyst in . the,process
of attitude change or knowledge development.
"
Hopefully, authentic student response will be available by the time the-next
Faculty Newsletter reaches you.

ROBERT DOLTON
Department of Sociology and Applied
Social Studies
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'The Residentials'
An integral and, therefore, compulsory part of the BTEC HNC/D course in
Public Administration is 'The Residential' when for a week each year each
group of 30-40 students goes to Avoncroft College, Bromsgrove, for a
residential course. Monday morning (not too early) till Friday afternoon
(not too late) is spent in the company of their peers and some of their
tutors. Other members of the Polytechnic and outside speakers such as local
authority senior officers and MP's also mingle with them from time to time.
There are special points about the learning and teaching experiences of a
'residential' within such a day-release course. Of primary importance, I
think, is 'the opportunity of all, studen~s and staff alike, to enjoy a
shared social experience as well ,as well as an educational one; a social
e~perience, it must be said, of a quit~ different nature from the 9 to 6.30
ond-day-a-week experience of the rest of the year. Personalities are seen
more clearly with extended contact. ,The cohesive effects upon the group are
clear - where there were ten groups of three before. the residential, three
groups of ten is likely to be the picture afterwards. If teaching Johnnie
Latin means knowing both Latin and Johnnie, this is the way to get to know
Johnnie.
Educationally there is the chance to do longer, more complex and more
rewarding work; instead of sessions of an hour separated by a week, a single
activity needing a half-day or even a whole day can be organised. I marvel
at the role-playing exercises devised by my colleagues which are played,
filmed rerun, analysed - and above all, enjoyed. The students do not feel
that they are playing roles; they are committee chairmen, aggrieved parents,
disgruntled tenants, puzzled policemen or whatever - and they learn the more
because they are not being 'taught'.
J
.The residential course also offers the chance to bring in outside experts,
or a 'character' to talk in an informal way so that, as well as amusing us,
he or she is being relevant in an indirect way. It offers the chance to
show films of interesting but not generally studied aspects of public
administration, or a unique activity of one of our local bodies. I must add
that the Polytechnic' is well able to provide both experts and 'characters'
and we make use of them.
In 1985-86, because of an enlarged first year intake we have not found it
possible to arrange residentials for the second year students. Their
chagrin is proof enough that their experiences last year were both enjoyable
and helpful.
Hell to organize, Heaven to experience, 'The Residential' offers something
special in teaching and learning.

DR. NORMAN MUTTON
Dept. of Government & Economics
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Self study Materials
Last term I introduced into my teaching a self-instruction unit, for one
topic within the second year of an undergraduate course. I had designed the
unit whilst on secondment in the previous academic year.
The unit was designed in accordance with the pinciples of the Keller plan as'
a self-paced individualized learning programme, albeit with the omission of
the Keller principle of Mastery. I omitted a final test because in my view
it was incompatible with the learning milieu of the course.
Although I had tutored for the Open University and was familiar with the
theory of 'teaching without teachers'. I was somewhat apprehensive about
how my innovation would fare. My fears were not realised howev&r.
I gave a brief verbal introduction and distributed the study packs to each '
of the 27 students in the class, who were free to stay or leave the rest of
the class as they pleased. There were two further classes of 1.5 hours each
when attendance was also not required when help was sought with
difficulties. No one attended these further classes.

When the class met again, at my request, they completed and returned
evaluation forms anonymously. The evaluation of th~,unit was qualitative
and demonstrated a good deal of support for the self-study materials.
Typically, one student in response to the question 'What did you
particularly like?' wrote, "8eing able to gain an instant feedbuck by being
able to check answers".
'
Some dissatisfaction was expressed mainly towards the simplicity of some Qf
the learning objectives.
Overall the experience of the students seemed to be well summed up by the
corrvnent of one "On the whole it was a good exercise".

I\

I ,t

One surprise for me was that the length of time taken by students was 3
hours instead of the 6 hours which I had expected.

I,

My conclusion from the experience here and from wider evidence is that selfstudy materials have a contribution to make to full-time courses of study.
They enhance learning by contributing to variety of methods - for me perhaps
the most important principle in learning.

GEORGE SMITH

Department of Sociology and
Applied Social Studies

Implementing Buzz Groups
Lectures are not my favourite method of teaching, although they are employed
a great deal in Higher Education, in spite of efforts to "deformalize"
teaching with the introduction of student centred seminars and workshops.
My reasons for not liking lectures are not particularly original: lectures
are almost totally teacher-centred, and their structure actively discourages
students participation. It is difficult under these circumstances to ensure
that your students are 'on the right wavelength', or simply that they
understand what you are talking about. Neither does it surprise me that in
the few years of my teaching experience student feedback suggests a
complacent acceptance of the lecture technique. Much school teaching, I
suspect, is still teacher centred in spite of the efforts of Nuffield, and
lectures could be seen as a natural progression. However, one day early
this term I decided to implement "buzz groups" into one of my lectures to
our first year undergraduate students. Breaking off the lecture after about
thirty minutes, I explained to the students that I now wanted them to turn
to the person sitting next to them to discuss a particular point which was
one of the themes in my lecture, for five minutes.
I anticipated bewildered silence, followed by reluctant, self-conscious
murmering. (Bear in mind that these students had begun their course at the
Polytechnic only two or three weeks beforehand). I couldn't have been more
wrong. The chatter which followed was immediate, very loud and very long.
To halt the discussion after five minutes, I had to shout to make myself
heard. Going round the groups, valid and interesting points were made by
the students concerning the theme of discussion, which in turn provoked some
further comments. Some of the students seemed positively animated, a
response more frequent in seminars than lectures. I was pleased with the
result. It: was gratifying to discover that most students were, in fact,
very much on the right wavelength, and seemed more receptive to the
.remainder of the lecture as a result.
It did feel slightly peculiar going from this informal two-way communication
back into the me-centred lecture again. I felt a slight "jarring" of
objectives here, probably because I needed to achieve a greater synthesis
between the outcome of the buzz groups and the remainder of the lecture.
I guess this comes with experience, but overall I was pleased with this
first attempt at 'deformalising' the lecture!

SANDI KIRKHAM
Department of Librarianship
and InformatIon Studies

10

WHAT

ISO PEN

LEA R N I N G ?

OPEN LEARNING IS A TERM USED TO DESCRIBE EDUCATION AND TRAINING
SCHEMES WHICH ARE DESIGNED TO MEET THE VARIED REQUIREMENTS OF
INDIVIDUALS - ADDRESSING WHAT, WHERE, WHEN AND HOW THEY LEARN.
,

.

OPEN LEARNING MAY BE DEVELOPED:
TO HELP LEARNERS GET ACCESS TO KNOWLEDGE OR. SKILLS THEY WOULD
OTHERWISE BE DENIED;

TO HELP LEARNERS TO BECOME MORE INDEPENDENT
TAKING THEIR OWN DECISIONS. .

11

M~D

CAPABLE OF

It has been pointed out that education systems can be 'closed '
because of both educational and administrative constraints. The
following list has been given of examples of administrative
constraints which contribute to making systems 'closed ' :

1) student must attend in a specific place;
2)

at definite times;

3)

over a named period of time;

4)

join a group of minimun size;

5)

pay a certain amount towards the cost of
the course .

.!

The following educational constraints have been indentified as
contributing towards making a system 'closed ' :
1)

student has to accept the sequence of teachig
that is offered;

2)

accept the teaching strategy that suits the
teacher;

3)

student has little opportunity to select the
learning objectives which he wishes to work
towards;

4)

in many cases will have to meet minimun entrance
requirements which have little or no relevance
to his personal learning objectives;

5)

assessment methods are usually unrelated to the
type of activity in which the student will
apply his newly acquired knowledge or skills.

Thus a definition of an lopenl learning system is that there has
been an attempt to remove at least some of the above constraints
. to learning as well as any others which are preventing learning
opportunities being available. The Ivi.S.C. definition of "Open
Tech" programmes includes lopenl but not necessarily 'distance '
definitions. One key task is seen as to open and widen access to
existing education and· training provision.

12

Open learning may be provided in several ways depending on where
the target learners live or work. They may, for example, attend a
learning centre that is open flexible hours and contains a variety
of learning materials. Or they may study mainly at home with only
occasional attendances at a local centre. Or the learning may be
carried out entirely at a distance from the providing centre.
This last variety, 'Distance Learning', is best known - but newer
schemes, for example those funded by the Open Tech Unit of the
M.S.C., rarely use pure 'distance learning'.

DISTANCE lEAANIN:;

"The various forms of study at all levels which are not under the
continuous, immediate supervision of tutors present with their
students in lecture rooms or on the same premises, but which,
nevertheless, a tutorial organisation."
Prof. B. Holmberg
"Distance Education: A Survey and Bibliography" 1977

OPEN LEARN I t-l;

"Open learning enables people to learn at a time, place and or
pace which suits them best and also gives them a wide choice of
what they study ..•.....•...... it may involve sel f study at home
. or work at convenient times, supported by telephone tutorials and
practical flexible access to equipment, training centres, colleges
or other sources of help and advice. It can make use of tapes,
video, computer based learning and so on".
Manpower Service Commission 1982

MIKE LEWIS
Open Learning 'Centre
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One idea for lectures •.•.••••.••

No\~

LOOK AT ME WHEN I I M TALKING

The usual behaviour of students in lectures is to listen to the
lecturer and write notes but rarely to look at the lecturer.
Sometimes in a lecture you want students to look at you because
you are pointing out something on the OHP or blackboard or
demonstrating a practical skill or piece of equipment or, more
subtly, because they can learn something from looking at your
facial expressiDn, hand movements, etc. If you want them to look
at you, you will need to make a firm statement such as "Now lid
like you to stop writing for a couple of minutes and just look at
me while I show you what I mean".
If you want to be successful in gaining students attention in
this way you may need to take account of how the students may
regard the suggestion. They may be thinking, "Unless I take notes
while he talks then 11m going to miss this bit in my notes because
helll just rush on the the next thing after this demonstration".
So you may also need to say, "1111 give you a couple of minutes to
take notes on this after youlve watched me".
I

One idea for tutorials .••.••..•
STUDENTS' QUESTIONIONS
Questions in tutorials are usually asked by tutors~ There are
several advantages in inviting your students to ask the questions
for a change: one is that it gives them more responsibility;
another is that the students are in the best position to identify
those aspects of the tutorial material which puzzle or interest
them; another is that they are gaining practice in a skill which
they can then apply to asking questions as they are 'reading,
listening to lectures or revising for exams.
Here are the descriptions of two simple procedures based on
students' questions. Begin with everyone in the group, including
the tutor, writing down a question based on the tutorial material.
(It may be something they don't understand which they know the
answer, in an area that interests them). Then either:
a) these are listed on the board and pairs of students select a
question, their own or someone else's, to work on and at an
agreed time report back to the rest of the group on their
conclusions. Or,
b) individuals in turn ask their question and chair the discussion
which last until they feel they have recceived a satisfactory
answer.

These ideas and more, can be found respectively in:
'~3

al

Interesting Things To Do In Your Lectures" by Gibbs, G et

(£4.00 from Technical and Educational Services Ltd.,

37, Ravenswood Road, Bristol, BS6 68W, Avon, U.K.)
and
"53 Interesting Things To Do In Seminars And Tutorials" by
Halseshaw, S et al
.
(£3.50 from SCEDSIP, Bob Farmer, EDU, Birmingham Polytechnic).

t5
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SERVICES OFFERED BY RESOURCE ASSISTANTS IN THE FACULTY LEARNING CENTRES
At a recent meeting of EDU Technicians, the view was expressed that it
would be helpful if we tried to assess the work of the Faculty Learning
Centres and in particular the job specifications of the Resource
Assistants as they had evolved over the past eighteen months.
The purpose of the exercise will be to discover:
a)

Whether or not we are providing the devolved EDU service
that was envisaged when the Centres were first established

b)

Any problems that might have emerged with regard to the
line management of the Resource Assistants.

c)

The division between the routine AV 'trolley pushing' tasks
and the more 'creative' work required of the Resource
Assistants.

In an attempt to find some answers to these questions, I have prepared
a short questionnaire (enclosed) which I would like to give to the Resource
Assistants. If you have any strong objections to this proposal, perhaps
you would be good enough to telephone me (Extension 360) before next
Thursday, 22 January.
The next lunch time meeting of the Teaching and Learning Group of the EDU
will be on Monday, 2 February at 12.30pm. in Room F323. I would like to
present the outcome of this small investigation at this meeting.

f.~-:i ~~

.--

R.G. Farmer
Head of the EDU

Enclosure.
cc. Mr. D.E. Burns
Mrs. D. Eastcott
Mr. A.C.C. Meggy

QUESTIONNAIRE
The purpose of this questionnaire is to discover:
a) Whether or not we are providing the devolved EDU service
that was envisaged when the Centres were first established.
b) Any problems that might have emerged with regard to the
line management of the Resource Assistants
c) The division between the routine AV 'trolley pushing' tasks
and the more 'c~eative' work required of the Resource
Assistants.
By ticking the appropriate boxes as indicated, please classify your
present job as follows:
On average my work is
On average my work is
On average my work is
On average my work is
This item is not part

mainly confined in this area Y/~~vI'
often confined in this area / /.
sometimes confined in this area~~
rarely confined in this area ~
of my present job specification ~

LEARNING RESOURCE ASSISTANTS - Job Specification
Under the day-to-day supervision of the Learning Projects Tutor, the
Learning Resource Assistant would be expected to:
1.

Carry out clerical/administrative procedures (e.g. keyboard skills,
to include word processing)

2.

Operate AV/Microcomputer equipment e.g. load disc drives/video
recorders etc.)

3.

Operate reprographic equipment, where required

4.

Carry out first line maintenance of equipment (i.e. replace lamps,
fuses, batteries, clean equipment).

5.

Make recordings of radio and TV broadcasts, where required

7.

Make simple learning materials from instructions as part of the
overall EDU service (To include TV production).

8.

Operate an equipment loan service for staff and where appropriate
for students also.

-

Place the
appropriate
ryymber of
tickS or
cross in~each
box~
. -.

Please identify any jobsyou are engaged in on a regular basis which are
NOT listed above.

On a general day to day basis we would like to find out how work is
allocated to the Faculty Learning Resource Assistants. Please indicate
be1ow:
,
(Please tick as
appropriate)
Most of my work comes from tutors in my Faculty either
direct or through the central booking system.

,

t•.

~

Most of my work comes from my Faculty Learning Tutor
Other(s) - please specify:

.

-

Most of my work is of a routine nature (YES/NO) If YES please indicate
the nature of this work.

I would bprefer to be engaged in more work of a 'creative' nature
(YES/NO) If yes please indicate.

In my present post I honestly consider myself to be:
Overworked
Very busy
Busy
Fairly busy
Under employed

(Please tick)

: '
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Introduction
Teaching and learning methods in the Department of Sociology
and Applied Social Studies is a collection of papers which
record the presentations made by contributors to a one day workshop
arranged for staff in the Department in September 1986. The
workshop was intended to prise open the classroom door, without it
falling down and causing damage! The papers enable us to consider
more fully the contributions which were made. They vary considerably
in many respects but they are united in being an expression of the
diversity of professional practice which prevails in the Department.
I believe that there are probably many other interesting contributions
which might be made from within the Department. May they ~ecp for
another year's workshop! The papers here do provide us with an
opportunity to learn about the way that some of our peers promote the
educational pursuit and to reflect on our own practice in that
regard. No favouritism has been shown by the editor! _ The papers
appear in alphabetical order according to name of author.

George Smith
October 1936

I
~

Learning with Audio Recordings
The discussion was around use of audio recordings on the part-time
course o~ the Certificate in Individual and Family Counselling. These
are used in 4 ways.
1)

Use of existing audio material. Students are encouraged to
use these to supplement the learning on the course and they
are also used in teaching sessions. They appear to require
more concentration than material that also has a visual
element.

2)

During the first term of the course students are asked to make
recordings of sessions with clients they are working with and
to provide at least two short tapes (approx 10 mins) for the
tutors. The purposes of this are:
To provide students with opportunity to practice
counselling skIlls as soon as possible
To get acquainted with using a tape recorder
The tutor gets a baseline of where the student is
at and what their particular problems in counselling
are e.g. too directive, too questioning, voice tone
etc.
To provide individual feedback to the student
To build up students confidence in their beginning
counselling s~llls.
Although the use of tapes is mentioned in the course leaflet
and is discussed at length in the selection interviews initially the use of tapes tend to be'problematic. The
problems range from the mechanical to the ethical and time is
spent early in the term discussing these. In the main it
is the students lack of confidence, not the clients'
reluctance that is the real problem. Students are 'threatened'
by being listened to in action. Because of this some students
provide no tapes until the end of term; some provide ones with
excess noise and for others the tape recorder 'never worked'.
Some students provide more than two tapes 'and find this a
useful aid to learning as they use the feedback to inform
their future counselling. From the tutors end it is time
consuming to'listen to the tapes, provide written comments and
give individual feedback.

3)

.'

~

..

,. "

In terms 2 and 3 the majority of the teaching sessions
involve students bringing in tape recordings for discussion
in groups. The students are divided into two groups ( 7 or 8
students in each). The tutors cL.nge after 3 weeks so each
group does not get influenced by only one tutor's view of
counselling. It is hoped that student's have built up confidence
in the first term to be able to share their tapes within the
group.
The purposes are as follows:
Tutor helps the students'e'ialuate the tape and ask
pertinent questions.

4

Role plays can be initiated to l~ok at alternative
ways of viewing the situation and dealing with it
Students gain guidance for further counselling sessions
with the client.
Students develop the ability to be critical of themselves
in action and to suggest what they might have done
instead and its possible outcome.
Application of theoretical perspectives to counselling.
The teaching sessions are not tutor structured - this implies
"thinking on one's own feet'-' and involves total concentration.
Initially the tutor has to initiate questions and discussion
to help the students - but gradually students learn to ask more
questions of each other and of themselves. The better
J
students listen to their tapes before presentation to the group
and have made some-initial assessment of their own work.
orice again some students are more open than others and
provide more tapes for group use. Those that provide less
ar'e encouraged to take counselling parts in the- role plays that
ensue.
4)

The students final piece of work is a tape of approximately
20-45 minutes and a critique. This is given in at-the end
of the course. Marks are equally divided between the tape and
critique, so it is possible to pass with a poor tape and
good critique and vice versa. In the critique they must not
only recognise what went wrong, but what they could have said
and it's likely outcome.
Because of the use of tapes throughout the course, submission
of a tape in the summer term should not be a problem. the
tape must not be one that has been discussed in the group but
can be another session with the same client. In practise,
students wait for the 'perfect' client and the piece of work
is often rushed and a disappointment. Those that stick with
a tape they have made and concentrate on the critique get a
better mark.
This final piece of work demonstrates where students have
reached and in some cases is very gratifying where progress
from term one is very great.
Once again, from the tutors end, marking is very time consuming.
Some students who fail to get a suitable client, use friends
or relatives. This can be problematic where the students
knows the person and problem well and cannot step beyond their
usual role.

Esther Czarnocha

·

.....

Learning Packages

The session was intended to convey to colleagues some of the
fun, enthusiasm, anxieties and traumas for the teacher producing
packages and the teacher and learner actually using them. As
learning is an unfolding proc~ss of conjunction of intellectual
and emotional awareness and external events, packages must not be
allowed to take on a static, once-for-all, given quality, but
should be seen as triggers to students personal learning.
Materials prepared for students taking the DSW II Mental Handicap
option were passed round and participants were encouraged to voice
their immediate responses - did this seem clear, heavy, fun, anxiousmaking or •••••• ?
The differing responses of individual students and of groups was
discussed and attempts were made to relate this to institutional
and organisational pressures, as well as to professional practice in
the classroom - negotiation, contract making, facilitating,
resource finding etc.
There was recognition that developing packages of this sort
-is a time and energy consuming process (in this case amply
compens ated for by the support of Diana Eastcott of E.D.U.
and Annette Warner). Emphasis was placed on the value for the
utility of this approach in a one or two hour slot within a
sequence, as much as basing the whole educational input of a
course on this particular piece of technology.

Robert Dolton

---_.
EDUCATICNAL DE.VEI.DPMENI' UNIT

Notes on a Seminar on Experiential Learning
Given to Teaching Staff Septerrber 1986

1.

2.

Objectives for the Session We set out to answer four
questions:
a)

~t

b)

HCM individuals approach learning in different ways
depending on their preferred learning styles.

c)

How

d)

HCM we have used Kolb' s rrodel in

is Kolb's nodel of Experiential l£arni.ng

institutions, departments am courses have their
cwn learning styles which can inhibit or pronote learning.

our teaching.

Kolb' s Model - a Brief Description
IEVEL 1

I
I.EVEL 4

~.C<n:rete

~

Experience

\

Action
Experimentation

~~
.

Abstract

Reflection
Observation

.•

~.;,.....

IEVEL 2

/

Canoeptualiza~
IEVEL 3

In this model experiential learning is equated with problem
solving. The learner, at levell, whiist engaged in Some workrelated activity identifies a problem or a need. At level 2
he/she is encouraged to reflect upon the prcblem am to identify
a:r:rt previous experiences. Conceptualization about the main themes
of the situation is followed by the creation of action plans at
level 3. The learner is then erx:ouraged to actively experiment
with these plans at level 4 in order to see their effect. These
actions lead to new experiences which initiate the cycle again.
3.

Learning Styles
Kolb and other workers in the field of experiential learning have
produced 'learning inventories' which enable participants to
identify their preferred (natural) learning style.
Indiv:idual learners appr~~ problems in different ways based upon
their l?re:(erred style.. Questionnaires designed to find rut
learners·· pr~ferred' st;yles revea1 learning 'habits' that may hin&;rr
or inhibit prcblem. sol vingin a number of ways. This is
illustrated by the following E%:imples.
Three teacher training
..<

I
students have the same basic problem but they also have very
different learning needs. Awarenes s
STUDENl' 'l'F..AOiER X

Reflectit

Experimentation

a)
b)

Conceptualisation
,
.

. Teacher X has an informulated need to motivate her students
nrire effectively.
She is unable to describe adequately hc:M she,.i-!s aware of the
need as it oCcurs arrl therefore finds it difficult to reflect
on the prOblem. Her lack of awareness is Ultimately
connected with her least pefered style of learning.

Awareness
S'l'UDFNl' TEACHER Y

Experimentation

Refl ect'i on

Conceptualisation
a)

Teacher Y is acutely aware of the heed to rrotivate her
students more effectively.

b)

She finds if difficult to reflect on her problem, to sort out
her ideas arrl to produc:e explanations which suggest ways
fo'rward.

c)

She therefore adopts a 'fire fighting' approach to solving
her problems with her st lJdents

STUDENT TEACHER Z

Awareness

Reflection

Experimentation

Conceptualisation
a)

Teacher Z is aware of her problems with regard to
rotivating her students.

b)

She finds it relatively easy to reflect on the nany problems
associated with poor notivation and to p.lt them into
neat conceptual frameworks

c)

She'nevertheless finds it difficult to pursue alternatives
and to translate ideas into practice.

Irrlividual barriers to learning from experience can therefore be
surrmarised as follows

1. THE PROBLEM DOESN'T EXIST
Experience and Awareness

4.

2.

r CAN'T SOLVE
PROBLEM
::xperi mentati on

THE

3.

THE PROBLEM CAN'T BE SOLVED
conceptualisation

THE PROBLEM ISN'T
IMPORTANT
Reflection

4.

Institutional

~

Styles

InstitutiQns, . departrrents and CX>Urses can. ha~ their CM'l
learnin:J styles which also present, barriers to learning.
exanples, cultural am structural barriers are qiven:

~

IAMIEIS TO L£AMUC n(JUXP£IIENCE (LEARNING BY DOING)
(EXAMPLE: LtAMlJIG TO I[C(JI[A IEnE. TEACHER)

CULTUItAL URaJ[RS .

...."t.ntoEXPEIU £NCING
Stetof/COn...... ·sJKN a .,rd.renct 'or 4,stenct
aM JI.tect-Mt. ".served.nOft-'llp"ess tve.
t.-personal. 'Doft't get your. hinds dirt)' or
..ek tn;be above thlt sort
tIItng. don't get
fnvolved tMre's IIOth"'g 10U Clntell_lbout
'eachin9 I·ve bee" doh'g it for 20ye."sl

0'

..""ten to EXPERIMENTING

"rrten to "ELECTING ."d .OBSERYING

Steff/coUelgues .NC.utt..,s. low ,or hfgh
f.lt securlt,(lHn .-.4.Iser.a.l,.or f.t,M
"-PP1). C.Strvltive, tr.4I1 tiona lcOft''''''',
'Tre.4 cn.f.",. " ' t rock tM bolt; toe tM
Une;sUck toe Ute ",les; ftt tft ~" Is how
I"s ..... I' ...... teachl", 11k. this for

Steff/coll •• gues .rt.~sent .rleftt.d. Secretive.
""trustful. 'Lets's ttt eraeklli9; "'-t'S.Mllt;
tNt's Just history; 1t~. fO! tOda1O ke~pyou"
optnl.s to IOUnel'; dOft"t ... sh·yOup dtrty ltnen
,. public;k.., your cards close to your chest ',tc •••
Te"IItn, ts s.etlll", thlt tateS pI ice bet"en
consentl",.dults t. ,riY.te.' Me _ver, telt lbout
ttl
.

yHn.

""'a".to CONCEPTUALISI",

/

Staff/coUa.,.,.. irt .eU. ortented.
"...... Uc. Ovar-responst... 'TIa'nU", is
fer.c....lcs; 'tfterlftCe II ~11.s;no use sttttn,
your.btdJt..lll tilts tMortsl",
about t.elchtn, is. loedo' ""btsh. The subject
's IIOre IlIPOrU"t. t.""n tN.", tt.'s tlugflt~

"""""Oft

IARRIERS TO l[ARltING r~ EXPERIENCE (lEAAHl"' IY.DOING)
(ElMJIlE: lEAMING TO IEC(JtE A ImEIt TEAOI£I)
STaUCTUML WAIEAS
Barrfers to EX.P[IU[NCIIIG
TelcM", I~ttvtt 'es .re closel)' def1ftt~
alld spec'llts~.• Act.httles.re routine
r1tvIl'.ttc, pr~'cta~l., ~"d1"9.
unlnvolwtng. low , . . . r'~lltt,. not
It'..,lItln9.
"rrte" to EXPEltlMENTING

larrl." to REfUCTlNG ANO oeSUYING

Ower prescribed te.chlng dutle., _tNxtl,
",les Iftd procedures - 'red-tape'. "tgb
colts of fll1ure we ..,st kHP vp tN pus
rite. lick of conftdence.

P.ow c_'cations .". ''''OtWIt'on : low.
I. . . . \. .fHdblct ff'Qa ~tors/lllfftto"1
"11"","0 Iioeographtcal 0" st"'(tunl
110'1"011 f~ col' •• gues.· rlst Pice ~rt
overlOid.

•

,.rtkvl.,." .....

bpNsh on ,....Hs.
l"t.nlIptlons .... -.rt t ....

",,,tts.

se.ll'. (v_r, cour,. II I 'c~ ~'
l.ct of fH4
'P"t~·. ,l •• t",
and 'UI'nt-\aM' prot"'"",

Me_.

/

-

r-----------------------------------~----
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5.

' .....

Using Kolb's qycle
The vast literature which has accrued aver recent years on the

subject of exper!·-:ntial learning indicates that the method is
par-...icularly appropriate in areas of professional and personal
development. Courses for supervisors curl managers lerrl themselves
to an i.rrli.vidualized experiential awroach as do all learning
situations in the caring professions where learners are expected
to t-e able to awreciate (and be able to Cope with) the feelings
an::l be..~viours of those arourrl them.
Teacr.ing staff in theEDtJ have tried using Kolb's model in teacher
edw...atior.. Mature students 00 placement attended college one
evening a week and the teaching programme consisted of formal
'theoretical' elements which formed the basis from which
i.rrli.viduals created their own aCtion plans for experimentation.
Facilitative strategies were devised for helping the stude.':<: at
each stage in the learning cycle ie.
1.

strrmtes for increasing attention to experience e.g.
ide: . ing learning goals and needs.

2.

Strategies for increasing awareness of the prOceSes of
experiaTX:e e.g. By sharing experiences.

"3.

Strategies for Making sense of experiences - e.g. By
creating action plans and establishing learning contracts.

4.

Strategies for experimenting and risk taking e.g. By creating
a supportive 'clinate' in which students could learn fran their
rrista'i{es and make effective use of peer and self assessrrent.

'1l;i 5 irrlividual
stim~latirigand

By

problem solving approach proved to be both
motivating and the strategies briefly described
above form ti'1e basis of our EDtJ research project, which is being

funqee

R G FJ._P.!e
Q-wroB=:.. 138 E.

by the FEU •

I r

ACTION PLAN
1.

What I intend to try and do t() lmp,'ove upon my teaching (e.g.
Use more praise and encouragement).

2.

What effect will this change in behaviour have upon my students'
learning (e.g. It will give them more confidence).

3.

How I intend to carry out my ACTION P~AN (e.g. By planning learning
activities and praising students where possible).

12.SECOND PHASE OF ACTION PLAN

1. What r·tried to do to improve my teaching

,•

2.

What I expected might happen

·3.

What actually happened

4.

What I intended to do next

TEACHING BY TASK GROUPS
B.A. SOCIOLOGY YEAR I ME1l-OX>LOGY COURSE
I. Context.
The quantitative method·s end of the methodologica
spectrum is usually experienced by sociology students as fairl
tedious and for a largely non numerate group, often rathe
difficult, involving statistical analysis and computing. We ar
always concerned to point out the limitations of quantitative an,
social
survey
research in particular
in
practical
ani
philosophical terms but given its prevalence and use by socia
scientists, believe that it is not to be avoided.

2. We have thus developed an approach to teaching this area whicl
focusses on activity and working in task groups. Students forr
working groups of three and c.onduct a small scale social surve~
of other Poly students from beginning to end on some issue OJ
their chosing. This involves problem formulation,
setting up hypotheses,
designing a questionnaire,
interviewing,
coding data,
inputing it on the computer,
statistical of analysis of data,
writing up a report.
3. Teaching takes the form of plenary sessions where we attemp1
to input the main considerations in terms of the above areas, and
these sessions have a large interactive element, involving some
exercises, buzz groups etc. An attempt is made to time these
inputs to coincide with the state of studentss's progress while
balancing the need to keep up the momentum of work. In addition
we run small group tutorials with the topic groups and computing
workshops.
The report must be written up using the word
processing faciflties available
4. The project is assessed by both of us and we feed back
comnents via a group tutorial involving all members of the group.
The project occupies the teaching in one whole term •

.s.

Problems

a. People work at different speeds, therefore it is difficult to
time staff inputs to suit everybody
b.
Timetabling presents problems
classes
and
we have also been
inflexibilities ~tc.

for groups working
constrained
by

c. While few groups seem to break down,
monitor. Students are not very good at
problems early on.

out of
rooming

this is difficult to
bringing up 'group'

d. for some students the business of taking responsibility is too

much - they dont look at the noticeboard! etc
e. There is a lot of pressure on computing hardware
6. Advantages
a. Students get a feel of various technical considerations
the they are personally and practically involved

when

b. they have a stake in pursuing information
c. they get the chance to complete
beginning to end and this is unusual

something

creative

fr~

d. ther is more direct feedback on whether anything has been
learned, they have to produce something original, it cant come
from.a book
e. it conveys a view of research as something that can be done by
them, it gives them some confidence as well as a recognition of
the pitfalls
f. it gives them an inside view of the research
imperfect, social as well as technical process

process,

an

g.they see how much work must go in to a small piece of research
7. Disadvantages.
a. Very labour intensive, diffuse but drainiing teaching contact
b. studsents can spend a lot of time on activity which is not
educationally beneficial, simulation excercises of various sorts
might be more effective use of resources but extra ~e~ources are
needed to set these up!
c.practical activity tends to swamp other learning processes like
reading the relevan~ literature . .
d. students in practic~ have made limited use of stats in their
a n a I y sis but t his i s a Iso rei ate d tot he simp I e pro g r amne s· t hat
we have to date, better ones are to hand now
e. the topic they research must be limited and may be trivial and
this may affect their commitment

f. the learning of individuals depends to a great extent on the
cooperation of others and it is not easy to judge how an
individual ina group has progressed
g. group processes can drain learning energy
8. Evaluation.
em balance the students have been positive about

the

exercise

,--;~

-

while pointing out areas for operational i~rovement. There i
some student satisfaction to be gained from completing a who}
task from beginning to end. On the whoJe the students hav
enjoyed working together in an area which is often perceived a
threatening to individuals. the task has also helped to integrat
the class as a whole and the buzz around the class at certai
points is quite exciting.
balance, in terms of our present resources it is just abou
justifiable. Anyway we enjoy it and afterall we're the poo
buggers who work in this place!

On

Mike Filby

DEPA:1~'~E:J7

OF

SOCIOLOGY AND APPLIED SOCIAL STI!DIES

'",CRKSHOP ON TEACHING AND LEARNING
SES3::::N ON MICROTEACHING -led by Colin Fishwick
1.

AN INTRCDUCTICN
1.1

TO HICROTEACHING

Origins
in the 1960's, with the
development of video and CCTV technology,in the field
of 7eacher Education, and that is how i t got its name:
teaching in mini groups and examining small pieces of
teacher behaviour.

Micr~tepching'originated

1.2

Definitions
Allen and Eve (1968) defined mlcroteaching as "A system
of controlled practice that makes i t possible to
concentrate on specific teaching behaviour and to practice
teaching under controlled conditions." Writing In 1911
McAleese and Unwin said "Microteachlng is a scaled down
teaching· encounter, scaled down in terms of class size,
lesson length, and teaching complexity. There is,
however, no one definition of microteaching, as i t is a
concept which may be applied to many situations and i t
1s certainly a developing process."

1 .3

Dev.elopments

,

Theoretical analysis and argument developed during the
1970's, principally around whether the giving of
feedback provides information which the teacher can
rationally process and relate to his/her existing ways
of teaching or microteaching is akin to behaviour
modification and skills training.
Research has gone on into such matters as the effectiveness
of micro teaching and the economics of microteaching.
More recently microteaching has got caught up in the
fields of the uses of video and student centred learning,
and what is now called 'self confrontation.'
2.

MY ATTEMPTS AT USING MICROTEACHING
I have taken the concept of microteaching and used it not in
teacher education but adapted it for use with social workers,
health visitors and advice workers.
I began by using cards to evoke an immediate response and
thus analysing that response in sessiors looking at counselling
skills.
Next, I introduced the video-camera into the classroom to
record these micro-exchanges, and analyse them with students.
Subsequently, I moved into the studio, using two cameras and the
split screen facility.

3.

LESSONS FROM MY ATTEMPTS
This experience has emphasised for' me:
the importance of a good working relationship with the
technicians
the need to build the right atmosphere to enable students to
engage in self-confrontation
the balance between acknowleding anxiety and embarrassment and
not overdoing the concern to the point of raising anxiety
the need to involve all members of the group and to encourage
helpfulness between peers
the need to be sensitive but appropriately critical with
feedback
the merit in not setting up an 'ideal model' to begin with,
but in starting where students are and incrementally
building up desired models.

4.

ROLES or PARTICIPANTS IN MICROTEACHING
4.1

The stUdent
- stUdies skills, observes skills, practises skills,
evaluates skills ane refines skills - in a cyclical
process of self-confrontation.

4.2

The teacher
- acts as organiser, resource person, advisor, interpreter
of feedback, assessor and general morale booster.

4.3

The peers
- give emotional support to the student, shift the focus
from a teacher-taught dyad to a discussion group and
prevent student being put into a dependent relationship
with the teacher.

4.4

The techniCians
- ensure smooth operation of the technical arrangements,
enable the teacher to focus on the educational process
and contribute to the facilitative atmosphere.

5.
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eac:' stuc.y block began ~.ith a one hour plenary session for
the total group. This generally tool~ the for;:: of an
illustrated 'lead lecture'.
The course begins with t.IO one hour orientation sessions. To
ass:'st stu::!cr.ts ~o unc.~rst.:l!'".d t::e ::1et!1odoloSY, ny role, .:17 e:':pCCtation3 of t~~~ and t~eir O~~ rol~ i~ t~a le~rni~ process, I
hav~
pr2?ared, and 1istriout~ in the first session, a handout
t!'.at sets out cle~rly hot,; ~.. ~ f.-ill toget~er t:!a.."l.aee t!1e learninc
process and tti~ is rcinforcad ~.ith a veroal presentation in t~~
first session. The second 3ess~on is us~c. for a largely tutor lec.
overvi~t1
of t!1e subj~ct usi~u the thene "7;'e !:'evelo;loent of t!1e
Social Servic~slt.
;,

that P04"l.t on the course is ve~' student focussed. ~~re ~re
five stu~j' bloc!-:s of four t.ze~::s each and, .apart fro~ tl:e lead
session, t!:e stu~ents ~.;or!: ir: their snaIl tas!·: uroups. :Jetail of
each studi' tas!::: is given out at the end of each leac. sess~on
toeether uit!6 the study booklet and self asscssnent questions.
The studer.ts are ti=1.etabled for t"t-to !lours on a ':uesdar ::lornin3,
one hour of .{hich is spent in my prescence. DuriI".t t!l.at hour I
'lor!: with four tasl: Groups L"l. the sa::::.e rootl. At the outset I
spend about five =icutes \o:ith each 5rouP. After tnat r-'j role is
that of a resource person ttho can be c:J.lled in by any of the
groups, or an individual ~j consult me to clari:y or confi~
sooethiAlg. The first week of the taslt is usually taker.. up by
clarifying what needs to be done, identifyine info~4tion in the
bool~let
::-e1 eva::.t to the tasl~ anc! assigning activities for ea.ch
oe=.ber of the ~=CU? in prepar2.tio:1. for the fo110,;in& :leelts session. As ar. ex~ple, one n~ubcr ~y have to check out SOOe
sources in the library, another may have to contact a rent
assessoent officer to find out core about his/~er role, another
may attend a hearing of rent assess~nt coocittee, and so on. All
this is fed back in the following week and the group sets about
preparing the basis for its report. I ask each group to appoint a
different reporter for each study block because this Qethodology
cakes a scalI contribution to developing a skill professional
workers need. The final week of each study block is spent on
receiving a report back frotl each ~roup. !his is done verbally so·
that th~ other students in the wider group can share in the
lea~ing of each task group.
Fro~

To sumnarize; each student has a tioetable slot of two hours on a
Tuesday mornin3, one hdur of which is spent with me. In the other
hour ..the task 3rouPS often continue their activitj as a group. It
is also an opportunity for individuals who have been assigned a
particular task by the group to start to get on with that task.
·Students u.~dou~tedly enjoyed the programoe last year. They got
through a trer.e."l.dous ac.ount of ~ork. They had tlUch more personal
contact with me as a tutor than thay would have done using the
conventional lecture/secinar methodology.
The great success
undoudtedly was tbe opportunity the methodologj provi~ed for
professionals training for different roles in the coccunity to
learn tOGether and continually have opportunities of exchanging
info~tion and develop an understandi~ of each othe~s' role.
.

'"~
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HELPING ADULTS IN THE
LEARNING PROCESS
1.

2.

3.

4.

Beliefs
A)

All adult students have a valuable contribution to make.

B)

Students must be involved in the learning process.

C)

The teacher/facilitator does not have to be in total control
or have all the answers.

How can these beliefs be accommodated.
A)

Exploring the students learning style and sharing with the
student their own particular cognitive learning style.

B)

Encouraging learners to contribute by being
by running workshops.

C)

Negotiate with learners where possible, key learning objectives
in specified areas.

involved in or

Contl'acts
A)

Clear statement at the beginning of the course about shared
contributions

B)

Freedom of the student to express satisfaction or disatisfaction
in regard to content or delivery, shared responsibility for
success of the course ego if things are going wrong negotiate !!

Mode of delivery
A)

lecture/Exposition is necessary and important.

B)

Where possible lecture/exposition should be followed by group
analysis and discussion.

C)

Seminars discussion groups an essential aid to the learning/
consolidation process.

D)

Where possible handouts or clear reference to relevant reading
matter prior to workshops.

E)

Volume of recommmend reading carefully monitored.

References
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Teaching without lectures

Over several years of teaching, I have developed in my practice as
a teacher so that my method of lecturing bears little resemblance
to my original approach to the lecture as a virtual uninterrupted
monologue with a token 'any questions' at the end. Whilst on
secondment during 1984-85, I became much more aware of the variety
of methods available for use by teachers in higher education and the
different models of learning which were expressed through the methods
used. Literature about the theory and prCictice of learning encolJraged
me to consider greater use ofptethogs which would sl,lpport lea.rpingmore
as a process of inquiry or problem - solving and less as a form of
conditioning. To bri~g my practice more i.o line with my theory it
J
became necessary to supplant lecturing entirely with other methods
of teaching.
How?

..

On returning from secondment I r,esolved to abandon lectures from the
two courses that I taught, and substitute other methods. ·I DJade a
course design for both in which a variety 9f. lQethods would be lJSed,
taking account of the dif~4\t: topics. The approCichthat I adopted
generally, was an interactive one in which smCill group teaching was
dominant. Thus presentations were made which included short talks
by me and audio and"v~~eo recordi~s. I used one role playe~ercise
which t had ~rj.tten, oqe g~e,self-study ~terials, private study
and various small sroYJ:) exercises involving tasks and discussion
with reports to plenary sessions.
~ith

what outcomes?

I was unable to conduct systematic evaluation
strategy on the t~o courses so ~y conclusions
questionnaires· together with CCiSlJClI methods ~
behaviour of students, co~ents of colleagues
students indic~t~d in coursework.

of my teaching
are derived frqm partial
such as comm!!nts and
and performpnce of

Overall, the outcome of the strategy was that Oll the sociology
degree stud,:mts were fairly dissatisfied with their experience,
whilst on the social ~or~ course the students were fairly satisfied.
There were variCitions within these two general reactions. Thus one
experience of self-study materials was well liked by students on the
sociology degree and less iiked by the students on the social work
course. Syndicate learning in the way I managed it, prompted very
hostile reactions from the students on the sociology degree. Even
so, the stapdard of ~rk achieved by students on both courses was in
keeping with previous years and with standards in their other courses.
With what future?
I conclude that the differential response of students on the two
courses was significantly affected by the differences which exist between
the courses in terms of three conspicuous factors: methods of
assessment, the culture of the staff and the characteristics of the
students. I further conclude that for some students on both courses
the abrogation of lectures imposed a handicap on them eith.er because
of their style of -lear-ningor b~cause .ot: their p4Lrception of what
the'rules of the learning game' were. It is therefore my intention

to incorporate some lecturing in some way into ~y teacnlng. In
deleting lecturing entirely I think that I probably nreached a
most important principle of education - the need for variety.
I am also encouraged to lecture by recent research by Marton and
others (1984) that suggests that good lecturing can promote deep
learning. More pragmatically--;' the trends occurring within higher
education and this Polytechnic make i t incr'easingly difficult not to
rely on lecturing to some extent.
Marton, F.

George Smith

et al

1984.

The Experience of Learning.
Scottish Academic Press.
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LEARNING CENTRE STAFF.
The Faculty Learning Centre i$ run by both the library and
Departmental Staff.
The staff consists of:FACULTY LEARNING PROJECT TUTOR
LIBRARY tUTOR LIBRARIAN

NARINOER NA YAH.
JUDITH VERNON.

SENIOR LIBRARY ASSISTANT

BEVERLEY BLUNOEN.

LIBRARY ASSISTANT
EDU LEARNING RESOURCE ASSISTANT

JOHN McMULLAN.
STEVE RILEY.

2

BINDING PROJECr8." , ,~<

.. , -.

i.;.

~obind

The Faculty learning Centre has the facility

projects.

If you do not understand how to operate the binding machine,
the assistant at the ENQUIRY OESKwili be on!y too pleased to
help you.
"
If you are not from the Faculty of Business Studies and law,
you will have to supply your own covers and spines.

(Covers and spines are available IhJm tile student shop on tile First
Floor of '8' Block)
\

BOOKS.'

"

"

A small collection of Business, Finance, Management and
Accounting books are available on loan period of 2 weeks.
These are shelved in alphabetical ordet, by the author's
surname.
Various information sources and handbooks are also

a

available.

3

CASE STUDIES.
A collection of master & inspection copies of case studies
from the Case Clearing House at the Cranfield Institute of
Technology are kept for loan to DEPARTMENTAL LECTURING

STAFFonly.
These tnust be signed out and returned to the Centre as soon
as possible since there is usually only one copy of each case
~

.

study in the files.
Master copies and Inspection copies cannot be borrowed by
students.
Duplicate copies of the masters must be obtained by the
lecturer concerned from the Reprographic Department in the
Polytechnic.
The Centre will not send for them on a lecturer·s behalt but
is willing to keep spare copies donated by lecturer~, for future
use.
However, master & inspection copies of case studies from
the Case Clearing House can be ordered by the Library
Assistant in the Centre.
Duplicate copies of case studies are kept on the shelves and
may be taken away on a non-returnable basis by both staff and
students.

4

COMPUTERS/EOUIPMENT.
The Faculty learning Centre contain various pieces of useful
equipment. These include:. ~--,_-,-~--<;?'--_::r_ -~-' .~'---:-.-~;:'
-. '

,_: ',"

.... ,.";J : "or,,'
".

'

.. ::-'. ,',

,-'

.

•
1. APPLE LISA.
This microcomputer is only for the use of both Staff and'~f:
Students if they are familiar with the system, though this
can be demonstrated to anyb,ody unfamiliar with the
~'system. NEVER SWITCH OFF THE POWER SUPPL Y, as
this may damage the disc file.
2. BBC '0' MICROCOMPUTER.
This microcomputer may be used by both staff and

students within the Centre. The BBC has a single sided.
sided density, dual disc drive (5 1/4 inch disc) and a
WOROWISE PLUS wordprocessor chip. If you do not fully
understand how to operate the BBC. the assistant at the
ENQUIRY OESKwili be glad to help. you if they can.

3. OLIVETTI M24 Personal Computer.
This computer has a built in hard disc drive and a floppy
disc drive. It may be used by both students and staff for
Word Processing (WordStar) and Spread Sheet work
(lotus 1-2-3.) It is also IBM compatible, so you may use
other IBM software.

4. BINDING MACHINE.

(SEE 'BINDING PROJECTS')

5

5. KROY LETTERING MACHINE

This machine produces lettering very much the same as
LETRASET but the machine prints the letters in a straight
line on a self-adhesive strip. At present the machine
may only be used by members of staff.
6. VIOEORECOROER & MONITOR.
....

.

'

.

.

I...

~

. . .

This machine is only for Use within the Centre and-may

be used by both staff and students for previewing tapes.

,

I
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. EXAMINA TION pAPERs..~'~.·
-

.,

The Faculty learning Centre keeps three copies of all
the following ACCA and leMA examination papers.
. : ~ i.,

ACCA
LEVEL 1.'
. -r ,..•... ~. ,

1.1 Accounting.

:,: ;'"

1.2 Cd'sting.
1.3 Economics.
1.4 law.
1.5 Numerical Analysis and Data Processing.

lEVEL 2.
.

,

2.1 Auditing .
2.2 Company Law. : '

.

.,

2.3 Taxation.
2.4 Management Accounting. ,';,
2.5(A) Executorship & Trust law &Accounts.
2.5(B) Organisation & Management.
2.5(C) Manageriat Economics.
2.5(0) Public Sector Accounting.
2.6 Quantitative Analysis.
2.1 Systems Analysis & Design.
2.8 The Regulatory Framework of Accounting.
2.9 Advanced Accounting Practice.

7

LEVEL 3..
3.1 Advanced financial Accounting.

3.2

Financial Management.

3.3 Taxation & Tax Management.
3.4 Auditing and Investigations.

leMA
\.

FOUNDATION STAGE A
1 FA 1 Financial Accounting 1.
2 CAl Cost Accounting 1.
3 Econ Economics.

FOUNDATION STAGE B.
4 MS Mathematics and Statistics.
5 BL Business Law.
S OP Organisation of Production.

PROFESSIONAL STAGE 1.
7 f A2 Financial Accounting 2.
8 EA Economic Analysis.
~

OT

Quantitative Analysis.
10 CA2 Cost Accounting 2.

8

I.....

,.

~ ~~.

,. 1

I· •

PROFESSIONAL STAGE 2. . :"~, .:11 CLT Company law and Taxation. '. _.
,

12 OMM Organisation and Marketing

..

Marlage~erit..,

13 FA3 Financial Accounting 3.

.-,

14 MISDP Management Information Systems and
Data Processing. '

PROFESSIONAL STAGE 3.:.' ':."

~:,.'

15 MA1 Management Accounting 1.
16 MA2 Management Accounting 2.

11 FM Financial Management.

18 CPC Corporate Planning and Control.

FllMS/vIDEOS,
The Centre holds a number of both 16mm films and

, VHS videotapes.
Members of STAFFmay book both the films and the
videotapes up to ONE MONTH in advance for use, ill
lectures.

STUOENTSmay not use the films, and are welcome
to use the videotapes on the videoplayback machine in
the Centre.

VIDEOTAPES MAY NOT UNDER ANY
CIRCUMSTANCES BE TAKEN HOME.
An index to both the films and videotapes held in the
Centre is available (stored on the BBC micro -in the
introductory program).

9

,

FINANCIAL TIMES SURVEYs..
A coll¢ction of Financial Times Surveys is held, dating
from June 1981, which is regularly updated with new
surveys.
There is an index, both alphabetical and chronological,
which has been produced by the Centre"s staff to help .

you find the survey you require.
~.
F.T. Surveys may be taken out on loan.

JOURNALS.
The Centre holds a variety of journals for both staff
and student use. Journals may be taken out on loan.
An index is available (stored on the BBC micrQ in the
introductory program) of all the journals taken.·

LOAN PERIODS.
In the Centre most of the materials may be borrowed
for TWO WEEKS at a time, but there are some notable
exceptions:-

1. EXAMINATION PAPERS. There are three copies of
each ACCA and ICMA exam paper, including back
copies. The loan periods are:-

1 DAY

STUDENT LOAN.

1 DAY STAFF lOAN.
REFERENCE aNLY.

10

· :.!

.2. QUESTIONS AND ANSWERS. The ·Ouestions and
Answers' papers are for STAFF USE ONLY and ~ay
not be borrowed by students.

.

There are two copies of each paper of which one

is

for REFERENCE ONLY and the other is for ONE.
WEEK STAFF LOAN.

3. FllMS/vIOEOTAPE8. The collection of. films may
only be.borrowed by members of STAFF. They~re
available for ONE DAY LOAN and must be booked

irt advance at the enquiry desk.
Videotapes may be used by both staff and students.
However, only STAFF may take the tapes away from
the Centre, and then only for use within classrooms.
Videotapes are for ONE DAY STAFF .~tJAN also..,

,

OPEN LEARNING MA TEfl/Als..
The Centre contains various Open learning booklets
and materials. A full index to these is available in the
Centre (stored on the BBe micro in the introductory
program). The more notable packages are listed below.

HENLEY OPEN LEARNING MATERIALS.
'Accounting for Managers:

Containing: 1 videotape,

2 audiotapes, 1 datapack and 1 binder of assorted
information.
'The Effective Manager: Containing: 2 videotapes,
4 audiotapes.. 1 datapack.. 6 booklets.. 1 card pack and
1 binder of assorted information.

11

We are hoping to obtain the rest of this series in the
near future.

OPENING HOURS.
MONDAY and TUESDAY
10:00 - 1:00 & 5:00 - 8:00
'.~.'

WEDNESDAY to FRIDAY
10:00 - 1:00

STUDENT PROJECTS.
The student projects of the following courses are held
in the Learning Centre:
BA Accountancy.
BA Business Studies.
Diploma in Management Studies.

HNC Business Studies.
HND Business Studies.
The Centre retains the projects for 3 years before they
are discarded.

If you would like any further information, please ask at the
Centre·s enquiry desk.

12
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Memo

All academic members of staff

From

A.J. Kelly (F.L.C.)

RE

USE

9th June 1986

or AUDIO, VISUAL AND VIDEO EQUIPMENT ON SITE

Could I draw your attention to the need to adhere to the booking procedures which
have been in operation for two years. Staff are ignoring these procedures especially
for evening sessions. Recent instances of the consequences of this type of action :-

1.

A member of staff removed from a locked store colour
monitor and video unit without booking it. It was
moved in contravention of a number of health and
safety regulations and could have resulted in serious
consequences to that member of staff if an accident had
occured whilst moving the trolley. It was not returned
and next day when the technicians went to meet a formal
booking they spent over half an hour searching for it
believing that it had been stolen. By then it was too
late to get the trolley to the lecturer concerned and
thus their lecture had to be ammended.

2.

At the beginning of term, every lecture room (for groups
of 15 or more) had anOHP machine in it. For a variety
of reasons staff choose to move them to alternative
locations which results in frantic calls to the
technicians for replacements. A recent survey found in
one room three OHP machines all in working order relocation of the machines took up technician time.

3.

A tripod screen was removed from one classroom to another
despite that classroom having a wall mounted screen.
Some time after that session the tripod screen fabric was
torn in half - we are now one portable screen less.

4.

A member of staff insisted on having a particular unit
for a session in a room difficult to get trolley access to,
wrongly connected it together and blew an internal fuse on
the machine. The action was meant to help the technicians
but in fact it caused a lot of extra work.

Thus through not following the booking system for equipment (however bureaucratic)
the effectiveness of some teaching has suffered. I have to deploy our equipment
in accordance with our knowledge of teaching rooms and health and safety regulations.
PLEASE HELP US HELP YOU.
The booking procedures are to optimise the use of equipment in enhancing teaching
and learning on site.
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OPEN L£1tQ,NING AND ITS APPlICATION WITHIN FETT
PRE.~E

At the behest of Faculty a02rt I set about the tas~ of estaollshing a list of
Open learning matules that ar~ em~loyed in cours~s offered by FETT. In t~2
brief civen me there apreared to be 2 div~?genc2 cf Faculty inter~r~tation of
what O~en learning is and how it is genarally define~.
Thus I went to the original paper ~irculated from Development Committee to
establisn a working definition In O~en learninc·
O~en

lserninc as define( in

t~e ~3per

Prinsip~l Ac~cemis Stratesi~s.'

'Opfn lesrning and the

?olyte~hn~:'s

eoen learning

2.

For~s o~

2.1

ODen Lesrning is bc:n an emotive 2n~ ~lusive c~ncept ~o wni~n 3 ran~2 of
meanings cc:;.n be and ::ire a:ta,:hec. T;l~ pl·~thor2. of cefi:liti'Jns :cnfus·~
rather than clarify the issue ~y focussing on specific dim2nsions and
levels of ODen learning 211 of whicn aQ~ly but ar3 not necessarily
essential features of an open learning system.

2.2

This pa~er defines open learninG 2S fl~xibl~ le2rnin~ opportunities
designed to ~educe or overccm~ barriers to e:~~SS. This defini~ion
enc~mpasses a range of different types of learning system whic~ san
""'T""', ,-"'c' ; n+o
t-hrcc
'!'Ia; n -("~"'l.0(.,~r;
cc:·
-"-,
- - .•• -"
~J.uu:--,~

~

~~

-~-.---.

'* ccllege-jased systems -

ar:an~ements in which students attend college
but are able to study at a time and par:e of t;lei: own choosing.
Examples include 'learning by appoint~ent' and 'learning on dem2nd'
where the college provides a range of l~arning materials, workshop,
12~oratcry and study facilities end access to a tutor.

local 'distance' systems - students liv~ within easy travelling distance
of the college but choose to learn jy supported self-study. Many of
these students are precluded fro~ attending the local colle~e on 2
reoular basis because of \'lark or femil'" commitments. The prOCI'amme is
b3~ej on a learning ~ackage (mostly 'brought-in') which may incorporate
auc:c, video or computer software. The cclle~e provides gui:ance,
counselling, a m~rk and feed~ac~ servis8 an assignments, tutorials and
access to the library anG otner college facilities.

'* employer-based systems - stud'lltraining facilities provicip.ri 8t

r.~f>

stucent's place of 1'I'0r!<. The employe: and college may colls:Jorate to
develop suitable course programmes based on 'brought in' materials whic~
can Je adapted to meet specific needs. T~e college's role in delivery
will be negotiated and could ran~e from advising company baSed
'trainers' to intensive counselling and tutoring.

D_,... .. '''-_.

I

,c.:H..J.J.\..';:' •

The outcome of cir~ulaLing all Faculty staff members and interviewing
2 number of ccurse/unit lccdc=~, has iden:ified the ful10ft~0g ~~I~t5;

A:
1. 1'-lost staff do not know what Open learning is.
1

l
2. Manv staff eauate practical/school based

~ork

with Open Learning.
3. f.la n", st2ff are unaware of '",hat Open Learning material exists within
their own subject area.
4. T~2re is a need for a staff development programme to encouraGe staff to
investigate Open Le2rning in their own subject areas.
B:

Soes; fi c Ocen LearninG

~1oGules

DCC; -

Psvchometrics (6 hours)
C:,~,~lovment La. ", (20 hours)
,
'.
T"
InterVIewing
ec~nl~ues (40 hours)
~c:k Experience Proje:t (40 hours)
C~,..

(IT) E~virDnment3l

3e~2viour

PRI!'.~ARY

Studies

and Control

Ceast21 Study (lJ)
Con~inental Drift (6)
Internal Structur~ of the earth
S::ienc'2 Tcpi:
(~or2l

develcpment)

(6

(6)

hours)

OTTO CCURSE -

operates in an Open Le2rning mode throughout (30 hours)

CE:iTIr~C.:nE

IN

EDUCATIO:J.~L r~Ai'!AGEt.-1ENT (PRmARY)

senool based research items (30 hours)

:ONCLUS'::C;'~

)ue to staff ~erCeDtlOns about the inner9nt pra::tical nature of developing a
)ro fessicnall v or ientec ccurse, th~ ir:clus ien of Open Learning file Li lUtJ~ ill Lu
~xistin~ ~ourses are seen to be impracticable.
:onfusion over whether practical school based work is open learning or not, means
hat staff assume that they are employing these methods when in fact none are in

Ise.

:f the Faculty is to develop its expertise in use of and dev~lopment of Open
Earning materiRls, serious consideration of a staff development progrRmme must
ie undertaken. There are a core (less than half a dozen) tutors already
,nvQlve~ in O=en Lc~rnin~ ~ho c~uld act as seed crystals.

2

Visits to places
Lnclude:

it is alreaGy established

shculd

~2

encouraged.

These

L

other faculties within the Polytecnnic especially Dept. of Mechanical and
Pror.uction Engineerinq and Health Sciences.

2.

8irmin~ham

is

•

~here

Open Learning Development Unit (BOLDU) to find out how and what

2vail::J~le.

3.

Garr2tts Green Tec~nical College - wnich is movinG towards an Open Learning
system of or9,anisation.

Ij •

M6n~h~st2r

5.

DunGee

Col~e;e

f) •

~~rQ3n

Hill

7.

L2~~;e
Visi~s

A~tend
~wenty

L23rnin~

Open

Unit

of cduC3tion

CDlle~e

incustri2l

of Etuc?tion

c~~c3nies

- 9L, =ritisn Tel22om, et: .

jy spezkers to run semin2rs, particclarly the BGLSU qoad

~,ow.

training courses es~ecially that run by 9JL8U - one ~ay p2r week for
weeks. The Heads of Department have been infor~ed of the next course.

Finally an evaluation should De made
~re res~onsi~le for to estaolish:

~y

eaen Course Director of the course they

(2)

whicn elements/sections of it are suitable for use in an Open Learning
mode.

(b)

staff attitudes towards Open L2arning since people not committed to the
id2c will sabotage its success.

1-\

J ;<ELLY
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Cur rer
'(Our rei
From
Canrre

Telepnone

Mr. D. E. Hellal-Jell
Dean, FE':'T
454 5106

Exrenslon

19

Date

15th July, 1986

OPSN

LEARNI:1G Hl FS7T

At the meet~Dg of the Faculty Board Resources and Planning Ccmmittee held
on Monday, 14th July, 1986, your paper on open learning ~as discussed.
The Committee ~as very grateful to you for the paper and for all the work
you have done to stimulate the developnent of open learning ',.;ithin the
Faculty. It was, however, clear from your paper that the early initiatives
in this area have, in so~e cases, not taken off as well as one might have
hoped. The Committee felt that it was time to take new initiatives in this
area.
As it has now been agreed that Mr. Cherrington should head up the ?olytec~~ic
Open Learning Unit and that Mr. N. Mc::~en should spend half his time working
for this Unit the Committee felt that it would be appropriate to ask-you and
these two indi'/iduals to form a team which would attempt to forge close links bet-..;een Polytechnic initiatives and developments within the Faculty •
• Clearly, Mr. Cherrington and Mr. McE-..;en will be focussing on open learning
primarily from the Polytechnic perspective rather than from the Faculty
perspective but I ~ould hope that your liaison role with them would help
to ensure that any developments in this field at the Polytechnic level which
could have benefits for the Faculty -..;ould be carefully considered. The
Committee particularly felt that it would be very helpful if members of the
Faculty staff could see positive incentives for them and their courses in
producing open learning "packages". Perhaps this ought to be a particular
responsibility of Mr. Cherrington.
The Committee would hope that you would produce periodic updating reports
on developments in this area, which could be discussed at future meetings
of the Resources and Planning Committee.

D. E. Hellawell
Dean

cc

Mr. D. Cterrington
Mr. N..

M,...4'f.1t=-'"

Mrs E. J;~ki~s v/
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PROMOTION AND GOOD TEACHING
sy~.:,tF~m
of
believe
that a problem exists in the present
1.1
I
promotion
in
that there is no explicit mechanism by which
good
teaching can be recognised and taken into account when promotions
are consIdered.
Although formally it is Polytechnic policy that
good
teaching
is
considered
along
with
administrative
and
research
achievments (PAM NO 180),
it is difficult to
see
how
th~\t
i <::;
-3.ctuE:\11 y
secul'·ed '::1.1:-. pr·esent.
Thi s
i "';
the
cas.e,
I
suggest,
because
teaching
ic
traditionally a
very
private
activity about which little tends to be known in any systematic
way,
other
than
by
staff and student
gossip.
In
contrast,
research
and administrative excellence are much more visible and
easier to demonstrate through publications and course management
"-1ctivity.

1.2
The lack of recognition which is accorded to good
teaching
is expressed by the Departmental Staff Development Record
which
is
updated
annually.
In part 2 of the Record,
space is
only
allowed for a brief description of teaching responsibilities
and
syJ 1.:3.bl..t5.0S.
much more space is given to research
In
and consultancy.
As a result of this disregard,
I believe that there is less
inc: C?rl t. i vc~
to i I1lp ,. ove t C!·;3.C hi ng t h.:::~rl t C) pl..l.r- ·,5UF= ad min i .;s tr- .;:l.t. i '.Ie
a.n d
,esearch excellence.
This problem 1S not peculiar to Birmingham
Polytechnic
but is germane to higher education generally.
Thus
respected
education
developers have recognised
i~c
existence.
~-:-ore:-:ample
(3ibb~;
(1983),
"Pe~·Jar-d
m,:=ch.3nism·::;
in
highereducation,
a~e so completely orientated towards the fostering of
r-· e <3 (2 a I'"!~': h
·3n d -3 d in i n i <3 t r- d t i em ••••••••..••..
-3. n d
Ci 0 0 d 1 -'!. d
( 1. 9 H I.j. ;.
"{:jt
prf.'!sent 1·1D UI1E~ in thE1ir· r·ight mi.nd put:.::; rno,·c~ time and effort
into
course
development than is required by the exigencies
of
deti 1 \;/ wur·k".
1.3

II

:2. 1.
T h C~ fl E' C~ cI t u t ~l. k C~ c,. c:: c () u n t 0 f t E~·3. chi n C]
c: omp c::t ell cr:
h.:'.:,:;
b eE~11
r- ecog n i si.=d by hi g hereciLtC .3t ion
in
New· t. Ii
(i:f"lE:'Y i Cd
an d
f:iLI.S t r· a]. :i. .:::< ~·JhE:~r· e a t temp t ~". h a \/E~ been ma.de
t u
dev 1. se
means for the evaluation of good teaching and its reward
through
promotion.
In this country I know that both Imperial College and
the
Institute of Education at the University of London have been
examining huw good teaching can be assessed and rewarded
througtl
p~omotion.
Oxford
Polytechnic
has perhaps gone furthest
by
introducing
a
system
of teaching profiles which are
used
fur
promotion
purposes.
Wider developments suggest a public
mood
keer·1 t u r· EC U(] I·, i sr." C!.t·} c! r (:"~'Jct,·d (J Dod t eac: hi n g .

2.2

The Polytechnic's strategy for future development
and
the
Df.'~vel opment
PI em both str-ess; c:han~~es in teach i ng
and
learning
methods
which will involve changes
in
the
attitudes
skills and knowledge of staff.
I believe that the success of the
F acul t y 's

1

will depend at least partly on important changes in the
and that such changes may not
be easily
of
staff
incentive to adapt,
change and
improve
.::i.bout.
{In
hi'· ought
given through greater
recognition
of
good
COLd cj
bf2
te.3.ch i nq
te<C\c::hi nCI in the process for deciding promotions.

·str·.::tteqy

1::) (:."? h .:':.7f. \ / i C) U. ~-

3.

Proposed Solution.

The problem of a lack of recognition and reward
for
good
teaching
is not an easy one to solve for it involves ultimately
judgement of
a
complex matter involving
many factors.
Thus
course design,
evaluation
methods,
selection of
appropriate
tea c: h i r: t;:J
mE:~ tho d~:; ,
c r-· pat i vi t y
and
inn 0 vat ion ,
as
~.J ell
as
interpersonal
skills are just some of the factors which might be
relevant.
Nevertheless,
it
seems appropriate to suggest
that
some
kind
of
acceptable written evidence
about
teaching
performance be a requirement for consideration by the Faculty's
promotion panel.
The details of such acceptable evidence need of
course to be worked out,
if the principle is accepted and
need
not
breach the Polytechnic's disavowal of a checklist
approach.
There seems
to be a case for the Faculty Board to review the
issue of good teaching and promotion with a view to making
some
be'st
be
change
in procedure and process.
Such a review might
Learninq
undertaken
by
the Research,
Staff
Development and
Resources Committee of the Faculty.
3.1

l!. ..

C::(Jr", c: 1 Lt ~;~ i

CJr1 •

4.1
A review by the Faculty, is desirable to decide what changes
are required
in the procedure for promotion,
so that
teaching
excellence
is more pxplicitly considered along with research and
administrative capabilities.
5.

Recommendation.

Research,
Staff
its
I
Th<::.t
the Facul ty Board request
Development
and Lea~ning Resources Committee to ~eview the issue
back
with
of
promotion
and
good
teaching
and
to report

~"j.

r·(~~c

iCJmmf:~licl.;:1.t

C3:i b b ~-::;,

(3.

(

:i.

(Jn~-:;.

:i. C?8~~!;)

Re~·Ja.r-·

d i. nfJ E:-: c: ell ent. T pac h er-~; SeEDS I F'

Goodlad,S. (1984) Paper B to the Educational Technology Committee
of Imperial College of Science and Technology.
George Smi.th
October 1985
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~ City of Birmingham Polytechnic
10

Heads of Faculty
School of Music

'- c. c Mr D. Hellawell
our reference - Dr W K Allan
-Mr R Farmer
your reference Mr J Bullock
- Mr 0 Jones
~Ms JUtting-Williams

Memorandum
from

Mr D E Burns

site

Perry Barr

lei. no.

206

dale

30 January 1985

Establishment of Faculty Learning Tutors
Please refer to my memo of 3 April 1984, concerning the Polytechnic's
strategy for the._enhancement of educational development services. This
strategy provideS for 7 additional half full-time academic posts to work
with the EDU in developing Faculty Learning Centres.
To promote such Centres, it has now been agreed that where the Faculty
has designated, or will designate, a Faculty Learning Tutor, that he or she
will be classified as workin~half full-time in the EDU and half full-time
in the Faculty/Department, In this way half the post of the person
concerned will be taken from the establishment. /strength of the Department
concerned and placed on trestrength of the EDU.
At the present time, such an arrangement has been agreed for FETT and I
would propose that we now extend the arrangement to each of the other· 5
faculties and the School of Music. Would you please inform me when you
designate a Faculty Tutor. You may wish to involve Mr Farmer in the
process of designation.

U( ~~!
D E Burns - Assistant Director
Research and Staff Development
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~d~c~t~~~~l
B~~lt

F'AFa I

&

D~_~l~p~~~t

E_~l~~t~~~

~~d
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En_~r~n~~nt

V~d~~-~~k~~g
~~r

L~~rn~ng

th~
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1.1
To round-off two years as Head of the Faculty's Built Environment.
Learning Service (GELS for short) I aim to evaluate the results of EELS
innovations and services.
This paper is the first stage of that evaluation;
second IS to be made in June 1987; proposals made here are for action March
June 1987, the fuller evaluation of BELS will be made in June.

This paper reviews the Built Environment Learning SCTvi Ct? in tvJO
mport.E:\nt. areas where BELS aims are not. being acheived,
the use of videos in learning,
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littlE' lE'ctul"irlCj h,:.~s bef?rl tr-·c\f'l!::;·f,"·cd teo !::;tuderlt cf.:'ntr·pcj mF~tric)c:I!:;; tht"·o' BEl
action ( One example is support to c::omputer based Economics materials in
DF'p t F'l ,,'Inn :i. n cJ )
few innovations in teaching methc1s h~ve resulted.
Lecturers make little use of the ~ubli5hers, educational methods and cth(
material available to them in the Sta-ff area of E125.
,.3

The REASONS -for these incluce UNDER-STAFFING o-f Faculty teachinJ posts (currently 9 llnder) means
lecturE'rs hacj little tilTle for 1 u:::ut-ies:, likfOl innovation in h:::>aching m(·;~tho(
so BELS is clearly at the margins of their attention.
lack of contact between Head of BELS and Course Direc::tors~ or Boards of
Study, & therefore less awareness of needs and services available
\/T funding il"itE'nded to CCHnpf?nsate Facult·/ fot- unc:le,-staffin,;) not. inVE?~:;tc·?d
in ~:;tucJE~nt Ct2ntl"c,d Ipar-'nin(], nl"' e·f-fic:iE-i"lt. "E?ci met.:h~~"

lack of training of Head of BElS in "Ed Meths" (Educational Methods.)
lack of time allowances to staff for educational development, preparing
or revising teaching packs, - few remissions on staff timetables for
preparation of new teaching; little formal recognition of this issue.
concentration of BElS effor~s on setting up, fitting out, running and
administering the E125 learning Centre, has diverted efforts from ed meths
(eg to handle finance paperwork for over £30,000 of spending)
insufficient publicity from BElS
separation of Dept Construction in B Block, away from E block learning
Centre.
PROPOSALS
3.1

ALTERNATIVES

Intensify efforts to promote the learning Support scheme
publicise and discuss learning Support Scheme with Course Directors
March 1987, to seed some applications for 1987/8 funding from EDU.
discuss with Course Directors educational innovations or needs possible
in new or revised courses,

3.2

Identify staff with the need to prepare learning materials etc and
allocate them time remissions on their timetables, identify the day and
times of remissions and co-ordinate help through BElS and EDU.
Direct some Departmental or Faculty VT money at replacing some teaching
using visiting teachers.

3.3

Transfer efforts to 'Remedial' services for students needing
additional help with
- English, e.g. as a second language
- study skills.
Departments could identify students in need of help, BElS would require
a Faculty slice of VT money ( say £500 - £750 ) and BElS would buy in
the expertise to run the classes. Five afternoons for two groups of 12
students would use about £500.

3.4

Run educational methods classes for staff
- reviewing cost-efficient methods
- reviewing teaching problem areas and solutions.

3.5

liase with Boards of Studies, student Reps and Course Tutors, to
identify problems and solutions in teaching and learning methods

4

PROPOSALS

4.1

RESOURCES DO NOT AllOW 3.1 TO 3.5 TO All BE TRIED.

4.2

3.1 AND 3.2 ARE COMPATIBLE, 3.2 could be done in April after 3.1
3.5 IS COMPATIBLE AND COULD BE DONE IN MARCH AND MAY, BY ASKING BOS TO
REVIEW THIS PAPER

4.3

EXECUTIVE GROUP AND FACULTY SHOULD ESTABLISH THE PRIORITIES FROM THE
ABOVE .

RECOMMMENDATIONS

PMH

II I

VIDEO-MAKING AND USE IN THE FACULTY OF THE BUILT ENVIRONMENT

This is a summary of a longer paper with the same title.
5.1

The Faculty deals in ~isual subject matter some of which is easily
made accessible for teaching and learning by video recording.

5.2

Pre-recorded videos can be expensive (£1150 for the Architecture at the
Crossroads series), off-air recording cannot be officially
authorised by the Polytechnic.

5.3

A library of simply-made video materials could be used in teaching and
learning in the following ways (indexing and summaries of tape contents would be vital.)
In classes as

the equivalent of lecturer's slides
replacement for lectures; good production and
commentary are essential
an information discussion source for seminars
or workshops
In students studies as
a specialist source for elective or option studies
( eg conservation areas)
as a source for further videos by editing
as a vehicle for student analysis, eg comment on
or record a commentary onto a tape showing
building repair and maintenance problems
a record of the sights and talks on a field trip
Publicity and promotion purposes, eg at open or interview days

5.4

Subject matter could include
student exhibitions, models, simulation exercises
_ visiting lectures, conferences, even ordinary lectures ( ugh! )
_ on-site recordings of buildings, planting, landscapes, open-cast
mining,
_ building construction details, weathering, individual plants etc
_ before during and after sequences or buildings and major projects
_ daily or seasonal changes - lighting plant growth etc

5,5

Video production methods need to be simple but careful - TV documentary
standards cannot be expected - we do not have the skills or the time.

5.6

RECOMMENDATIONS

5.61

The full Video Paper to be circulated to course tutors and Boards
of Study

5.62

Departments and course tutors be asked to identify subjects for
trial videos during April and May, say 2 per Department.
Head of BELS to assist with filming.

5.63

Department to indentify one technician and two academic staff wishing
to produce videos and send same to one or two short training sessions.
in March 1987.

5.64

Head of BELS to arrange hire of portable cam-corder if one of subjects
required is to record material during a field trip.

5.65

Video use above to be evaluated for a report on future use in June.
which will also assess equiptment and staffing implications.
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ALL STAFF

From: Dr D M Green HoD, Governmen t and E~onomics
Dr J M Hitchen HoD, Dept of Health Sciences
Mr rc Squires HoD, English and Communication Studies
Mr P Waddington HoD, Sociology and Applied Soc.Studies
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The Director has expressed some sceoticism to Heads of Department in
this faculty about the aopropriateness of the grouping of the present departments
within a single ~aculty of Health and Social Sciences. He drew particular attention to:lack of academic coherence; breacth of work; associated diversity of resourcing needs/
1e'le1s, which constrain acaaemic planning and prioritisation of development, particularly
in the context of NAB contraccions of student numbers and resources in key areas of the
faculty's Programme.
At the same time he has expressed confidence in the appropriateness of the ~roupings
wi"hin the departments themselves. Since the Dean of faculty is due to retire at:. "he
enc of March 1987, the Director believes that this might be a suitable time to consider
alternative faculty structures. This does not preclude a reaf~irmation of the present
structure of the faculty.
Among alternative structures suggested are the following:
1.

"he formation of a smaller raculty of Health and Social Sciences including the
Departments of ~ealth Sciences and Sociology and Applied Social Studies ..

2.

the transfer of the Department of Government and Economics into the faculty of
3usiness Studies and Law;

3.

the creation of a new faculty of Management Education, with the present Department
of Government and ~conomics at its core;

4.

Che transfer of the Department of English and Communication Studies into either the
Faculty of Computing and Information Studies or the Faculty of Education, or its
establishment as a free-standing extra-faculty unit.

he Director is also considering the possibility of adopting a collegiate structure
or Che Polytechnic. If such a structure were adopted, a further alternative might
onsist of the amalgamation of the present faculty with BUSiness Studies and Law to
reate a College along the lines of the old College of Commerce.
he Heads of Department and the Director consider it important that staff should have
he opportunity to discuss these proposals at an early stage and that any dialogue
ith the Director should concern the whole Faculty not just Heads of Department. It
s equally important that these issues are debated "and responded to quickly, since a
rotracted debate would be unsettling to procedures and injurious to academic planning.
he Director is willing to discuss restructuring issues with Faculty staff and
ndividual departments.
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1.

The Context of the Faculty Learninp Centre
1.1

'The Polytechnic of the Future' and the methodological arm of this
strategy.

Fa2ulty Learning Centres were estqblis~ed to assist Faculties in
takinr resDonsi~ili~y, wit~ assistance from the Cpntr~l EDU, for
chonqinc~ instructi'J1131 fl1p.thor::s from tea~'1er ann insti tution-centrecl
to learner-centred.
h2ve been CSSG~i6te~ wit~ three sucn learner-centred proGrammes,
the TUC shOD steward trainin9 propramme, the ODen University and
Henley DDen Manaoement Education. Each has been
I

Adequately resourced to develop materiels.
Unburriened

~v

an

on~oin~

orofjr8mme :r; work.

Has involved buildina an or~anis2tion committerl to the v21ues
student-centred le&rnin~ in 2 9reenfield setting.
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methods
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1.3

Tne GCSE (General Certificate of Secondary Education).
While ne,"'::-

in industry, commerce, etc. will affect the
of our potenti<::l part-tir.le st.uoents, our full-time
Dunters Of two or tnree years a~ea~ will ~ave been through the
le3rner-~entred ann exoeriential components of the new
l~vel
examination. It seems reasonable to assum? t~at sucn e constituency
or stur'ents will be less arnen,nle tC"l c:-rlk-and-tal:' (or QHP and
t;lv.) .
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Modular Faculty Degree Programme.
The mntular degree oTogramme at Oxforo Polvtecnnic nresente0 an
c;rortunity for steff :0 develop legrnlno resources Of'! 8 very wice
scale. I n?tVe seen some of these resnurces ene tne t::inkinc that
underoins tnem. Fa~ulty woul~ b~ well a~vlserl to consicer tne
inception Of the ;aculty De0ree as 2 rn3~or op~cr~unity :~ s~ift
fTl~th8ds.
I r::commend tnat OxforC Polvte:'lnic j::; visitecl.
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Concluding Remarks.
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3.

The ManaQement Framework of the Faculty Learnino Centre and F.l.P.T.
The relotionsni[) of the Learning Centre and F.L.P.T. to fhe Faculty poses
8 p!o~lem 0+ mananement.
Tnis proble~ divides convenien~ly into three
parts

-

Man8Gemen~

Framework.

-

Mana0emen~

Process.

- Tenure of tne Faculty Learnin9 Projects Tutor.
3.1

Tne Management Framework.
! have to report to Fe=ulty Board t~at the m?nagement framework of
tne F.L.C. 2nd F.L.P.T. has not functioned this las!. aC20emic year.
This fr2mework is 3S follows.
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- to report to FRED and Faculty Board tne expendi~ures
incurred within the Learning Centre Budget.
The Faculty Learnin~ Projects Tutor shall report in writina
tne activities of the Learning Centre to the first Faculty
Board meeting of eacn academic year.

(vi)

Tnis clause to be entered into the Job des-:::' ~otio:) of the
Faculty Learnin~ Projects Tutor.
3.2

The Management Process.
This is con2erned witn
- ·Establishing Aims and Objectives for the Faculty Learnin~ Centre,
ana expectations abou- tne conduct and perf~rm9nce or the Facultv
Learnin0 Projects Tutor and tne Learnino Centre st~f~.
- MonitorinG and Evaluating.
Man8ping tne cis-::renancies between Aims,
Exoectations ana actual outcomes.

Ob~ectives

Tne failure cf tne m(m2~ement frarnewor!( to meet nas
man2Qemen-: process nas not jeen activ5tec.
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Tenure of tne Faculty Learning Projects Tutor.
Tne ma~acem~nt of the Faculty
frum tnis Question.
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Resources and Staffina
4.1

Staff:
Far;ulty

Le~rninn

Pro.iec:t::-.

Tutor -

il<11 f-timt' Ler:tl1rer.

A.V. Tec:nnician 8no Le&rninp Resources
Linr;:;ry SU:l;..1,lr::. fn,

trJirty-tlj'f;~

(

Assis~ant

hours per wepk.

full-time.

4.2

Financial Resources:
En,1 - £2,600.

Staff Development - £250.
Visitinr, Lecturer - £1,000.
4.3

Text and other resources.
Text resources inher.i ted from the previous Faculty Resource Centre.
Computing equiom3nt, includinQ the capacity to wor~ process in
five languages and produce computer graphics. Access to the PRIME
is being provided.
I am builcing ur a resource cont~inin~ materials about learnino
and examples of learn inc materials.

4.4

Future Resource Requirements.
remn~ke~ earlier th~~ I see the Le2rnin~ Pro)ects Tutor ~nst and
tne PolyteChnic strateGY 2S closely tie~ into st2f~ development.
~ \-lQule lil;t;! tr; re:::ommend there fore tna: F2,~ul tv considers
est3~lishing tne bu~ce~ of tne Lea!nin~ Centre as ~ total sum
~ni:~ is n~: civicec in 80vance intn the conven:ional cate8~ries.
T:-;1s ,Ioule' 2110w tne F.L.P. T. to r.1::.:;~e recom01en n ::;tions 8:JOll'::.
ex~en~iture ~ccorclnR ~o need.
It m2Y n~ f~r examole t~at
Eauca:ioncl D9velopmen~ worK in th~ Facultv reouires Facul~v-~ice
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Th~ SCEDSIP conferences 'Changing tne Learnin~ Climate' here in
December 1985, and 'Person21 Perspectives on Educational
Development Consultancy' in Brighton, April 1986.

Tne Conference 'Applying Self-Development in Organisations'
organised by the IvI.S.C. at Sundridge Park, in May.
Additionally the EDU funded visits by me to Oxford Polvtechnic
and tne Computers in Education exnibition in London. I also
visited the 'Education, Training 8nr. Personnel Development'
eX;liji tion at ~he N.E.C. in July.
The conseouence have been to make me aware of the auite astonishing
rence of innovations going on outside tne mainstream eoucational
system. There is a great deal of 9srjage being produced. There 2re
also some initiatives of very hif~ quality which Faculty will have
to adejress.
Indicative of tne consequences is the way in which the short
20enda of activities wnicn I adoresse~ to He3~s of Department last
Se~:ernber has exnandeo and nnw Includes activities that can be
vie wee as Faculty rather than Department j2seC.
These 82tivities are

follows:

as

Department of Accounting and Finance
Passi~le vis~t

~or c~re

Usc of

HCL~

Stock Excnance course in the context Df the

liber&lisa~ian

:'~2::

inn::: 1

(seminar

o~

traCing.

DeveloDfilen: nrocrafilme
on tne 15tn of Octoner).

~:esu-;inster 8un~~ ~1an::';ge;ne,)'~

~er~

Herjl~\'/Contrcl

en Plsto

to Snell to examine tne use of HDLL materials
accnuntancv- traininc.
-

finonc~ an~

D:tc; Coroora:ion CO!.... Accountc.;nc\I Pack2pe basec
languag: an~ run on IS~ DC or comoatible

2ut~orin~

eGu.ioment.
Department of Business and Management Studies

Henlev/Control Data

CorpDra~ion ~Iar~eting

F"er::c.n::..:. Prxustio:: Lno. simulation f\Jr

IBM

~o~Qatinle

Packape.

USt; Of;

rernJnt:i pc or

eQuipment.

6TEe rroc!amm~ ci~ C6nLer~Ur! Collea~ Of TecnnGloGv usinc tne
PP.N S'JChC Rr~(jktll-rOUn.~ ser ies as co:::'r ::later i51s.
Packa, if1(: up tnp Duc;inp.ss Studies comoonent of the Diplom::: in
FOF~ign

LnnQlJ2;Jes for Business.

Provicinn ~ r~S8urse base in the FLC for the Eurooean Business
Worksnop materials.
I

Linc:ui:::.ti: Com[.1e;:pn:::e' as

(3

0

le8rnin r , m;jrlel.

Department of Law
..r

Developin9 the

a~hievements

of Clinical Legal Education.

Faculty Based Agenda:
The effects of Computer-Based Learnins and Interactive Video
Disc technology.
Developing contacts with organis~tions such as
the Study of Management Learning.

t~e

Centre for

Contact with Lex Group Services. Steve Hook tne Management
Development Executive is willing to accept one outsider on the
week-long experientially based core self-development proqramme
run in Banourv. This offers an opportunity for limi:ed numbers
of staff to lJnaergCl experiential learnino processes 25
learners.
An alternative wav of staff puttinp themselves tnrough
eXDeriential learning would oe to find a week lonG T. Graun.
Womens Manarement and Self Development Materials from tne
Tnese materials snow 'ow ~h~ needs or ~ previously
ne~le~ted crOUD have been cstered for very largely tnrou~n
lp.arner-cen:rec resources 2nd eX[leriential methClos. I nbtaineG
t~e oetails nf tnis collection of tre~ materials at tne
Sun~~ioge Park Conference and ~ave dis:ributed tnem to women
s[sff ~nd S~UGen:s. I s~all also o~:ain G full li~r2ry SR: for
~.S.C.

~~e

:.2

L~a~nin~

C2ntr~.

External Contacts.
= neve ::ont",:ts \\'i tn traininn cjf'ficers in til:-' N.H.S., T.I. GrDUJ,
Tese!], r~c.~iCJn21 \~fes:~inste~ bc.n~~, Pl'er.iey Br2nos, G.~~.t~.,

LL!c(!~-',

~~X Gro~~.

CGG~~~ult5.

fly r;~ls a~; Henl'~y's
con7. 8cts E~:C.

Couns;;:llcr is very USf:7u2.

"

,

In:orm<.tlon

Conclusions to tnis Section.
~lear view ~f :-~n~ fCJ2t. :"rlS:" t.'ll=~ m:~~~~ civ~rs::.l
0,) i:l tn~ wD~lj on ins~~u::i~nal metn~:s.

I

Learnin r " Sys tem~, I

'M2nnrin~

tn~

Le~rninn

'Le~rnin~ Stvl~s

Precess'

Invento~y'

'Le~rnin~ Pa~k~res'

'Su;:n:)rt:er'

S~;l

f -S:uriy ,

Lelrnlnc'
'Hutnorinr.. Lancudce'
'Comnut~r-82serl
"

1: serlSE- dlso '"' oap

:)P.~: ween

\'.'hat is n2Doen.inc: wlthin tf')e F2::Ulty

in inoustry, :o~merc~, RtC. Tnis gar iE 0rn~in0 rui2klv - too
cuickly ~n nJV Vlev,. I feel thc::: o::~,miso:.:'i:lns outsine tne
mainstream of edu:2tion aTe much more flexi~le anc resoonsive t~Dn
an~

q

I

.

the Facult y •
Across Education there are marked differences between institutions
and within them.

6.

Relationships with the EDU and Library
6.1

The Educational Development Unit.
There are two methodS of contact.
- Formal meetings of the Teaching and Learning Group of EDU.
-

Info~mal

contacts.

There are far more of tn~ la:ter, alt~ough botn have oroved
fruitful. I feel tnat I have an effective relationshio with the
EDU acarlemic sta ff. I wisn to place on record my thanks to Bob
Farmer, Diana Eastcott and Andrew Meggy for the support and
encouragement tney h8ve given me.
The Lijr3ry providec the services of Juditn Blair, Beverley Kale,
Jonn Frcg9at~ and John McMullen. Again, mv t~anks to tnem.

6.2

Can I remind Faculty Management Of the arrangement to pay V.L.
mc)nies for Juditn to ~eeo the Le2rning Centre open on Wer.nesc2Y
evenings. Juditn will be off on maternity leave until Jnnuarv
1937, so arranoements will have to De revieweG.
7.

Fin~llv

not foroettin; the Faculty Learning Resource ASSistant, Steven

R':'2-ev.

Sine':; Steven's 8;JroinL:m(?nt tner~ nBS :Jeen ?r. i!:lrr:)v~i:len::: in j:,'1e
av~~13jilitv of reoairer OHPs, an~ mu~~ mnre intensive U3S of video
plaY~As~ a~:liv~ties.
Steve h2S run tn~ vide0 t:clleys, occasionally
assistec ~y S~rjin Biswas.
MV

t1~n~s

to

~ot~.

Alan I':ild,
F.L.P.T: 1985/86.
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Educational Development Unit

STAFF DEVELOPMENT SERVICES

THE EDUCATIONAL DEVELOPMENT UNIT
STAFF DEVELOPMENT SERVICES
Teaching Staff

Bob Farmer Head of Unit
Diana Eastcott Senior Lecturer (Staff Development)

Assistant Tutor
Librarian

Alison Keyworth

AIMS

The EDU exists to serve teaching staff both by providing expertise and
support in the field of teaching and learning developments and by assisting
with equipment and software.
Examples of the type of work undertaken are:

*

Short courses and workshops for tutorial staff covering many
aspects of teaching and learning.

*

Advice on the choice of teaching/learning method to meet a
particular need.

*

Study skills workshops for students.

*

Assistance with the development of learning packages through the
EDU Learning Projects Support Scheme.

*

Media support through an equipment loan service and an extensive
library of videotape recordings.

*

The production of learning materials in a number of different
formats.

FACULTY LEARNING CENTRES

These have been established in all Faculties. The common purpose is to
provide teaching staff with academic and practical support to assist with
the introduction of Inew teaching and learning methods and to provide both
tutors and students with better access to teaching and learning materials.
Each Faculty Centre is staffed by a full-time EDU Resource Assistant and by
a Faculty Learning Projects Tutor seconded from the Faculty to the EDU on a
half full-time basis. Centres are beginning to develop in a number of
different ways depending upon the special needs in the Faculties but the
common aim, in line with Polytechnic policy, is to move towards
student-centred study programmes.
l

LEARNING PROJECTS SUPPORT SCHEME
Faculty Learning Projects Tutors also work closely with the full-time staff
in the EDU to provide academic support for the EDU's Learning Projects
Support Scheme. Funds are made available under the scheme for the purchase
of learning materials and for the 'release' of tutors part-time to
undertake activities designed to raise learning effectiveness.

OPEN LEARNING DEVELOPMENTS
A Polytechnic Centre for Open Learning has been established as an
autonomous Unit within the EDU. The Centre aims to support Open Learning
programmes designed to meet requirements of industry, commerce and the
public sector and to provide opportunities to groups who, for a variety of
reasons are denied access to existing Polytechnic courses. Contact Derek
Cherrington for details of services provided 356 3807 or 455 0442.

APPENDIX 43

/

IMPLEMENTATION OF TFACHIN::; AND LEARNIN::; SERVICES STRATffiY

Introduction
Due to the intimate connection between principle and practice in this area, it
has been felt impracticable to separate the principal and enabling strategies.
The response therefore deals with both elements.
1.

The 1983 CNM Institutional Review
1.1

At the time of the rnAA Institutional Review in 1983, provision
for Educational Development in the Polytechnic consisted of a very
small central Unit comprising 1.3 academic staff and a limited
media service. The Institutional Review identified the need to
enhance the Educational Development Service and the Academic Board
were asked to:
" ••.• pay particular attention to the development and use
of resources for teaching and learning which is consonant
with the indicative plan and technological and educational
developrrents."

1.2

The indicative plan for teaching and learning referred to above
had been conceived some six months before the Institutional Review
visit as one of the five principal strategies for the Polytechnic.
The overall aim was to enhance needs in education and in society.
Two rrajor objectives were identified;
(i)

The need to move torwards more student-centred learning
progr~s.

(ii)

2.

3.

The need to promote alternative ways of delivering
learning to students in order to provide greater
access to courses.

The Polytechnic's Interim Response to the 1983 Review
2.1

The interim response to QlAA in 1985 confirmed that expansion of
the Polytechnic's Educational Development Service was considered
essential. It envisaged that this Service would operate primarily
through learning Centres located in the Faculties, but that some
enhancement of the central Educational Development Unit was also
required.

2.2

The interim response indicated that the Polytechnic Development
Committee's sub-committee on Resources and Finance managed
resource allocations for learning services. A Working Group on
Teaching and Learning Methods was also established to act as a
user group for the services of the Educational Developrrent Unit.

2.3

The 1985 interim response recognised the need for early
implementation of the Administrative/Clerical and Technical Support
Services Strategy if the objectives identified in 1.2 above were to
be achieVed.

Developrrent since the Institutional Review The Implementation of the Strategy for Teaching

1

3.1

Five initiatives have been taken to implement the Polytechnic
Teaching and Learning Strategy:-

(i)

Establishing Faculty Learning Centres in each of the
six faculties which existed up to March 1986.

(ii)

The development of a more efficient centralised unit.

(iii)

The creation of a Polytechnic Centre for Open Learning
which operates within the mu.

(iv)

The opening of access to the staff development courses
run by the EDU.

(v)

A progranme of research and development into ways of
inplerrenting student centred learning methods.

3.1.1

Learning Centres

Learning Centres have been established in all Faculties.
The common purpose is to provide teaching staff with
academic and practical support to assist with the
introduction of 'new' teaching and learning methods and
to provide roth tutors and students with better access
to teaching and learning material~. Centres are
beginning to develop in a number of different ways
depending upon the special needs of the Faculties.
In September 1985, six Faculty Learning Tutors were
appointed to manage the Centres. Facul ty Learning
Tutors are half full-time posts which have been
appointed from and by the Faculties themselves. Regular
meetings are held with the full-time mu staff at which
progress is monitored and common problems are shared.
The Polytechnic Resource strategy also funded the
appointment of four additional EDU support staff to
service the Centres.
Due to the geographical proximity of the EDU to the
Faculty of Computing and Information Studies, the Fculty
Learning Centre is to be shared. This has the additional
advantage of facilitating the exchange of information on
new developments in the rapidly advancing area of
infornation technology.

3.1.2

Enhancement of the Central Educational Development Unit
In 1983 the academic establishment of the Central EDU
was increased by the appointment of a full-time senior
lecturer with responsibility for staff development.
In 1985 a senior lecturer was appointed to be in charge
of Open Learning developments. Implementation of the
Polytechnic resource Strategy also made it possible to
establish a full-time clerk/typist for the first time in

2

1984.
The Central EDU has remained small with no additional
central technician support, al though the efficiency of
the Unit has been enhanced by bringing together a range
of media support services which previously operated in
three separate locations. A new Centre which opened in
1985, includes facilities for graphics, photographic and
~rd processing support and a video editing suite.
A major initiative for promoting student centred
learning is through the rou's Learning Projects Support
Scheme. 'Funds made available for the Resource Strategy
are used to support learning projects through the
purchase of materials am for the 'release' of tutors
part-time to undertake activities designed to raise
learniI"q' effectiveness. OVer sixty projects have been
initiated since the Scheme began in 1984. The
preparation, adaptation am implementation of studentcentred learning materials through the Learning Projects
Support Scheme is an important focus for much of the
'consu ltp.ncy , that takes place between EDU academic
. staff and tutors. This work has been supported in the
past three years by a series of workshops and seminars
am by three in-service courses for Polytechnic and FE
tutors on Developing and Managing Self Study Materials.
These and other staff development courses have been very
well attended and have provided a forum for tutors to
share the problems of implementing student centred
programres

3.1.3

Creation of a Centre for Open Learning
In September 1985 an Open Learning Centre was
established as an autonomous Unit within the
Educational Development Unit to co-ordinate and promote
developments in Open Learning throughout the
Polytechnic. A Head of Centre was appointed on a one
year full-tirre secondIrent from his departrrent.
During the past academic year the Centre has made full
use of the services offered by the Birmingham Open
Learning Development Unit particularly in the areas of
staff training and the acquisition of published
materials. Links have also been forged with Open Tech,
MSC and City's Economic Development Unit. Support has
also been received from the CNAA Development Services
Unit for funding the Open Learning Degree in the
Business Studies Development Project.

The Centre has played a role within the EDU assisting in
providing advice and guidance to staff involved in
developing student-centred and resource based learning
packages and although income generation has nOt been
given top priority, wherever possible the Centre has
sought opportunities for external funding and full-cost
course provision.
3.1.4

Opening access to the staff

3

dev~lopment

courses run by

the E.D.U
Central EOU staff are now involved with running full cost
courses for staff from the West Midlands Regional
Health Authority, and the production of learning
packages as joint projects with a number of outside
agencies e.g. North Staffordshire Social Services.
3.1.5

Research and Development
The Educational Development Unit is keen to establish a
strong local and national profile for the Polytechnic as
an institution with expertise and commitment to studentcentred learning methods.
External links in support of the teaching and learning
strategy come mainly through the Central EOUts active
involvement with the Main Committee, Conferences
Committee and Publications Committee of SCED (Standing
Conference on Educational Development Services). As a
result of this involvement the EOU is in tune with
developments and good practice across the ~ In
December 1985 Birmingham Polytechnic EOU organised a
national SCED Conference, the theme of which, "Changing
the Learning Climate", was chosen to fit in with the
Polytechnic teaching and learning strategy.
Central EDU staff are also currently involved in an
action research proj ect which is concerned with the
development and preparation of learning materials for
staff in FE/HE who require help in running experiential
learning courses. It is envisaged that the outcome will
be an Experiential Learning Manual providing management
models and materials which are capable of being further
developed and adapted for use with students in a wide
range of subject specialisms. This work is funded by a
£1O,CXX> grant from the Further Education Unit. (FEU)
Activities with other outside bodies which have provided
valuable information and liaison have included:' Midlands
Universities and Polytechnics Committee for Educational
Teclmology, Birmingham Open Learning Development Unit,
the Educational Advisory Sub-Committee and the Open
University, West Midlands Divisio~

4.

Benefits and PrOblews.
4.1

The purpose of implementing a devolved model educational
development since 1983 has been to encourage Faculties to think
about possible changes in teaching and learning methods and to
provide some support whereby such thinking can be put into
practice. At the same time the small centrally run EOU is
organised so that the Polytechnic as a whole can have access to
information and research involvement in teaching and learning
methods. Developments in these areas since 1983 have been both
wide ranging and extensive.
Problems are enc;ountered when attempts are made to define and
measure the quality of the services provided, since there are no

4

operational standards stemming from a definition of 'quality'
against which performances can be measured both absolutely or
relatively. Evaluation of Faculty Learning Centres or the Central
EDU provision must remain somewhat subjective, with most
assessments consisting of personal perceptions of the general
'worth' of improvement programmes. While it is relatively easy to
quantify the extensiveness of the Educational Development
services, the effectiveness of the labour-intensive activity of
working with and through individual teachers cannot be measured
with any simple formula.

5.

Future Plans for prOl1Oting the Polytechnic Strategy for Teaching
and learning

5.1

Many of the developments described above have been initiated in
the past twelve to eighteen rronths.
Plans for the next three years will include the following main
features.

5.2

5.3

1986/87
a)

Develop the work of the Faculty Iea.rni.ng Centres through
greater co-operation with the Computer Centre and the
Library. (paragraph 3.1.1)

b)

Test an experiential learning 'model' on major courses in
three Faculties. This to be followed I:ly the publication of a
Manual on Experiential Learning and a national conference
which will be funded by the EDU. (paragraph 3.1.5)

c)

With the assistance of the Polytechnic Enterprise Unit,
instigate the publishing of learning materials created under
the EDU's Learning Projects support scherre. (paragraph 3.1.2)

1987 to 1989
a)

Further trials with experiential learning methods on EDU
fu11-cost "courses" (Research funding to be sought' for this
activity) (pararaph 3.1.5)

b)

Apply the outcome of the above research in the field of
continuing and professional updating. (paragraph 3.1.5)

c)

Following the model of the BA Open learning Business Studies
degree, implement open learning methods in at least one
other substantive subject area. (paragraph 3.1.3)

RF/BJM

November 1986
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ueans
Heads of Department
Course Directors
Mr 0 E Burns (Directorate)
Dr J Cl~rk (Academic Registry)
RGF / BS

To

R G FARMER

From

ExtenSion

360
3 April 1987

Jale

COURSE EVALUATION QUESTIONNAIRES
The EDU holds a wide selection of course evaluation questionnaires obtained
from many sources which may be of use to course directors and individual
lecturers.
A list of a small selection of what is available is attached and the
following service is provided.
1.

Tick the appropriate boxes for sample copies of individual items.

2.

If any item is not appropriate for your needs, hand write additions and
modifications and return the questionnaire to the EDU. The required
changes will then be made on a word processor and a copy of the
modified document will be returned to you. (We will retain a copy on
disc which other tutors may wish to share).

3.

If you are using a questionnaire of your own design which you would
like to share with colleagues in other departments, send a copy to the
EDU and we will add it to our collection.

4.

If you would like help from a neutral outsider in running Group
Feedback evaluations (see item 11) please do not hesitate in contacting
Diana Eastcott or myself.

--

R.G. FARMER
EDU.

Enc.

A SHALL SELECTION OF COURSE EVALUATION QUESTIONNAIRES
AVAILABLE FROM THE EOU

TICK
1.

Lecture Questionnaire
18 closed questions developed at the University
of Surrey based on aspects of lectures
students thought were important.

2.

Impact of Unit/Course Material
8 closed and 2 open questions are offered. The
questionnaire separates out issues to do wit~
the design, content and resources for a course
element.

3.

Specific Issues, Open ended questions
10 open questions designed to gauge student
opinion about a whole course or a course
element.

4.

Specific Issues, Closed questions
15 closed and 5 open questions. Some questions
try to find out why some students failed to give
the course/module serious attention.

5.

Module Evaluation
16 closed questions. This is an example of
questionnaire which has been designed to
discover why a course element had a higher
failure rate than normal. It is based upon
the lecturer's hypothesis about what is
going wrong.

TICK

6.

Seminars/Essay Writing/Practical
Classes/Examinations
5 question questionnaires designed as
diagnostic instruments for use by
individual lecturers to discover
'how things are going'.

7.

Subject Evaluation
17 closed questions. An example of a
questionnaire which is focussed on
the major issues identified by students
when studying a specific subject.

8.

Self Evaluation of Tutorial Groups
14 closed questions designed to enable
staff and students to evaluate the
operation and productiveness of a tutorial
group.

9.

Analysing Extended Group Activity
7 closed and one open question which might
be particularly useful when teams of students
work co-operatively on an extended project.

10.

Pragmatic Course Evaluation
Questionnaire
An example of a 'straw poll I questionnaire
designed to spotlight popular and unappreciated
course elements.

Al S 0

11.

Details of a Group Feedback Evaluation Strategy
This document describes a tried and tested group
feedback method which has the following advantages:
a.

it makes it safer for students to say what they
think, and perhaps introduces an element of
amonymity to comments;

b.

it makes it easier for lecturers to
comments;

ta~e

c.

it reduces the impact of vocal minorities;

d.

it encourages reflection and the development
of ideas before they are reported;

e.

it provides some indication of how widely
felt are specific views;

f.

it encourages constructive as well as
negative comments;

g.

it separates out issues emanating primarily
from the lecturers themselves, the students
themselves, and the 'system'.

It may help you to have an outsider, a third party who is seen to be
neutral, to handle Group Feedback Evaluations particularly if joint
staff-student feedback sessions are held. EDU staff would be very happy
to provide you with assistance if required.

R G FARMER
2 April 1987

TO: EDU
PLEASE SENT ME ONE COpy OF EACH ITEM TICKED.

NAME •••••••••••••••••••••••••••••••••••••••••••••••••••••
DEPARTMENT •••••••••••••••••••••••••••••••••••••••••••••••

TELEPHONE EXTENSION ••••••••••••••••••••••••••••••••••••••

(Ques.-15-2/4/1987)
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To

David Burns
Assistant Director 9 Academic Affairs)

Our ref

PW/JAG

Your ref
From

Paul Waddington

Centre

Dept of Sociology & Applied Social Studies

Telephone
Extension
Date

21 January 1987

c.c • Ian McArdle - Dean Faculty of Health and Social
./ George Smith
Bob Farmer
TEACHING AND LEARNING METHODS IN THE DEPARTMENT OF
SOCIOLOGY AND APPLIED SOCIAL STUDIES
I thought that you might be interested to see copy of the attached
booklet. This is a compilation of papers basE~d on presentations made
at the Department's (annual) workshop on Teaching and Learning Methods
which was held last September.
Much credit is due to George Smith for the ef::ectiveness of his
encouragement, organisation and editing of ma1:erial. George himself would
want recognition given to the fact that it would not be possible to
maintain a continuing level of commitment to l:eview and innovation in
relation to teaching and learning methods in a busy Department without
the continued support and interest of colleagues.
I am not sure whether any member of the Directorate, apart from
yourself, has any interest in teaching and learning methods, and
their impact on the quality of the institution's services.
I would be grateful if you could pass on your copy to any such
colleagues; alternatively I am sure that George would be glad to
provide extra copies.
Thank you for your continued interest and support.

Paul Waddington
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To

Mr P Waddington

Our reI

'fIf.IG

~o\fe~ov((\

DB/BS

?J((\ #(~

'ltJur ref

'rtf'

,(((\1

~0'

~

~

From

DAVID BURNS

Centre

.
O~

Directorate

B.if~?
P&!J~

Telephone
Extension

206 (M)

Date

22 January 1987

Teaching and Learning in Department ot Sociology and Applied Social Studies
Thank you for your memo of 21 January and copy of the document prepared by
the Department on Teaching and Learning. I am sure this document will be
useful both to staff and students in the Department and would like to
congratulate you and in particular George Smith, upon its ~ontents and
presentation.

"

.

I would like to suggest you send copies to the Director, David Warner and
Derek Winslow, who I am sure would be interested •

)Gh.\.

David Burns
Assistant Director (Courses)

'I'
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To

Our ref

Director
D Winslow. Assistant Director (Resources
D Warner, Assistant Director, (External J,ffairs)

Your ref

From
Centre

Paul Waddington, Head of Department
Dept of Sociology & Applied Social Studies

Telephone
Extension 30 1
Date

c.c.
/

27 January 1987
I McArdle - Dean Faculty Health & Social Sciences
G Smith
B Farmer

TEACHING AND LEARNING METHODS IN THE DEPARTMENT OF
SOCIOLOGY AND APPLIED SOCIAL STUDIES
David Burns and I thought that you might be interested to see copy
of the attached booklet. This is a compilation of papers based on
presentations made at the Department's (annual) workshop on
Teaching and Learning Methods which was held last September.
Much credit is due to George Smith for the effectiveness of his
encouragement, organisation and editing of material. George
himself would want reocgnition given to the fact that it would not
be possible to maintain a continuing level of commitment to review
and innovation in relation to teaching and learning methods in a
busy Department without the continued support and interest of
colleagues.

Paul Waddington
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THE CHARACTER OF THE CITY OF BIRMINGHAM POLYTECHNIC
1.

Summary
This paper seeks to explore the character of the City of Birmingham
Polytechnic. It examines the combination of traits and qualities that
distinguish its individual nature from that of other Polytechnics. It
then draws conclusions as to how the character of the Polytechnic
affects the making of policy and our future direction.

2.

Polytechnic Character
2.1

Certain features of the character of the Polytechnic are well
known. In comparison with the average polytechnic we have a high
proportion of students studying part time and a good mix of degree
and diploma courses. While it is difficult to make comparisons
nationally it is likely that we have a higher proportion of
mature students than other polytechnics. Our course profile is
vocationally orientated as a substantial proportion of courses are
career specific. They are designed to train individuals with
particular talents to seek employment in a well defined range of
occupations. We provide comparatively little generalist training.

2.2

The numbers of students are as follows:
Full Time/Sandwich

Part time

Degree

3725

2165

HND/C

1352

3136

4488

Totals

5077

5301

10378

Totals
~

5890

This table gives the number of students studying full time and
sandwich or part time on the degree and diploma courses in the
Polytechnic in the 1985/86 Academic Year.
2.3

The mix of work between mode and level of study is easy to
enumerate. However it is only one aspect of the character of the
Polytechnic. The multi-site operation of the Polytechnic has an
impact on character as does the generally good (with some notable
exceptions) physical state of the buildings. Increasingly the
Polytechnic has a high public profile and, as far as can be
ascertained, the world of higher education knows that "things are
happening" at Birmingham Polytechnic.

2.4

It is not the purpose of this paper to say that this mix of
activities is "good" or "bad". Judgements about what we should be
doing are issues of direction and emphasis rather than character.
The concept of character includes all the traits and qualities
that make up the Polytechnic. Some will be more significant than
others and this list has certainly omitted some of the features
that impact distinctively on the nature of Birmingham Polytechnic.
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3.

4.

•

The Role of the Faculties
3.1

The Polytechnic has a policy of establishing and developing
Faculties so that they will play an increasingly significant role.
The Faculties provide the necessary cohesion for a group of
related academic disciplines whi le at the same time giving a
management and administrative structure that is cost effective and
appropriate for a polytechnic of this size.

3.2

If the principal characteristics of the Polytechnic are those
described in paragraph 2, then it is interesting to observe the
extent to which those characteristics are exemplified at Faculty
level. It is clear that the Faculties are not a homogeneous
group. Indeed they are distinctly heterogeneous in relation to
the principal characteristics of the Polytechnic. Some Faculties
undertake a significant amount of part time work, others do
comparatively little. Some Faculties have a sUbstantial
proportion of study at degree and post graduate level, others have
significant amounts of Higher National Diploma and Certificate
courses. Some Faculties have a wide range of age of entry to
their courses yet others recruit from the traditional catchment of
18 year old 'A' level school leavers.

3.3

Other examples of distinctiveness include the effect of a multisite operation which impacts significantly on the Faculty of Art
and Design. In comparison it is quite likely that the Faculties
located at Perry Barr are oblivious to the difficulties of
multiple sites. In terms of a distinctive ethos the School of
Music has traditionally been successful in maintaining a
distinctiveness for itself which from time to time has been almost
independent of the Polytechnic. Its comparators are quite
properly the other English Conservatoires and the policy
priorities within the School of Music are traditionally tested
against the general views of the Conservatoires rather than any
individual commitment that the Polytechnic may have embraced.

3.4

Thus the principal characteristics of the Polytechnic are not
uniformly reflected at Faculty level.
There are legitimate and
defensible reasons why this should be so. These can be found in
the nature of the course profile and the history of the discipline
as much as the individual initiatives that have been pursued. The
policy question is how the Polytechnic should recognise the
distinctive features that the Faculties have established for
themselves. Such recognition wi 11 enhance the abi 1 ity of the
Faculties to prosper and develop in an increasingly competitive
academic environment. However, any recognition of Faculty
character will need to avoid the problem of individual Faculties
becoming culturally isolated from the Polytechnic, while at the
same time seeking to delegate to Faculties a substantial role in
the implementation of policy.

Implications for the Development of Policy
4.1

In an organisation like a Polytechnic decision making is easily
centralised. There is a committee structure which is able to refer
matters upwards so that policy decisions concentrate on either the
Academic Board or the Governing Body. An unfortunate consequence
2

of this is that the Academic Board can establish a policy without
giving due regard to the distinctiveness of the Faculties; a policy
may be appropriate to the aims of one,Faculty yet irrelevant and
possibly damaging to another. If the Academic Board tries to
avoid this problem by seeking to'ensure that the views of all
Faculties are taken into account then the subsequent policy is
bland and ineffective.
4.2
5.

The Polytechnic must recognise the diversity of the Faculties as a
source of strength and a positive contribution to its character.

Implications for the Future Development of the Polytechnic
5.1

In the interests of efficient and effective policy formation the
Academic Board will need to delegate some of its responsibility
for the determination of policy to Faculty Boards. The role of
the Academic Board may develop so that it ensures that the
Faculties have a policy on a particular issue rather than
determi ni ng what that po 1 icy shou 1d be. A ba 1ance wi 11 need to be
achieved between the central objectives of the Polytechnic and the
aspirations and desires of the Faculties. This is an existing
area in relation to policy formation, as it may have to be
accepted that the Polytechnic's present approach of identifying
certain initiatives which are pursued at institutional level is
not the correct way to proceed. It may be more appropriate to
identify aspirations and to provide the Faculty with the resources
to determine its priorities between, say, research and other
activities.

5.2

The language that is used in this debate is difficult and can be
misleading. At one stage the concept of a "collegiate" system was
advocated. It is clear that the word collegiate carries with it
connotations which are not helpful in considering these issues.
It is not intended that Faculties should become hermetically
sealed units operating in isolation. It is intended that the
Academic Board should recognise the strengths and characteristics
of individual Faculties which, in the interests of the students
and the staff, we wish to encourage.

5.3

It would not be possible, or even desirable at this stage of the
debate, to formulate a list of decisions and policies which had
previously been determined at Polytechnic level and which were now
going to be delegated to Faculties. It may be appropriate to
adopt an iterative process where over a period of time the
Polytechnic decentralises work as and when the Faculties become
capable of discharging the responsibility that that
decentralisation implies.

5.4

If this process of recognlslng and strengthening the principal
characteristics of the Faculties is to succeed an early
requi rement wi 11 be for each Facu 1ty to deve 1op a clear sense of
mission and to determine the priorities that it wishes to accord
to particular developments over the next few years. The Academic
Board can then consider those declarations of intent in order to
ensure that they are compatible with the strategic development of
the Polytechnic. That process, which impl ies that the Faculties
3

determine their direction and the Polytechnic provides them with
the mechanisms to achieve those objectives, is the best way
forward. Once the mission and character of individual Faculties
is clear the Academic Board will discharge its responsibility in
terms of monitoring the achievements of individual Faculties and,
as necessary, intervening when national and corporate priorities
and policies require change in the future.
6.

This development will stimulate change and encourage responsiveness and
responsibility. The Polytechnic will have a clear role of determining
corporate strategy, delegating authority and responsibility, and
monitoring performance; particularly in relation to academic quality.
The principal risk in this approach is insufficient energy, enthusiasm,
commitment and control; we may get trapped by our traditional
practices and procedures as the inherent conservatism of academic life
causes us to cling, through lack of confidence, to life as it is, rather
than as it should be. Change is not a natural phenomenon: change is a
result of strategy and must be made to happen and the process must be
managed. As Faculties are given power and responsibility the culture
of the polytechnic must change so that staff develop a positive
attitude to the monitoring processes which are a consequence of self
regulation together with an enthusiasm and commitment to the
individual missions that strengthen and enhance their Faculty. This
should be the principal strategic objective of the Polytechnic in the
future.

Dr. Peter C. Knight,
Director

May 1987

4

APPENDIX 49

To

Our ref

_Judith Hitchen, Fen Arthur, Roger Ball, Tony Collier
Bob Farmer, Diana Eastcott
DMG/BS

Your ref

From

DIANA GREEN

Centre

Directorate
5570
15 January 1988

Telephone
Date

FACULTY LEARNING CENTRES
As part of my review of the EDU (which is still being considered by the
Director), I asked Nadine Dereza to find out the students' perception of
the role and usefulness of the Faculty Learning Centres.
I am enclosing a copy of her reply for your information.

Diana M Green
Assistant Director (Academic Planning)
Encl

OInMINGlll\M

POLYTECHNIC

1----------,

STUDENTS

UNION
Franchise St, Perry Barr, Birmingham B42 2S
Telephone: 021-356 8164

ND/COR

~'.('(·fI

1

... '

( CI.~ .

i,

I'l'

,

~~

11th January, 1988
Dr. D. Green,
Assistant [hector (Academic Planning),
4th Floor,
Feeney Building,
Birmingham Polytechnic.
INTERNAL

Dear Diana,
I apologise for not wrltlllg to you sooner cOI1Cernill/! students perceptions of
Faculty Leafllin!! Cellt les. Although Illy research was fairly limited, I hope that
it will be useful to you.

1.

Faculty of Health & Social Sciences
Students identified that the photocopier was the main reason for usmg
their resource centre, and they also expressed that the centre was
useful in enhancing their presentations or projects, because of the
binders, paper cutters and staples on hand.
It \vas felt that although some journals were availabl e, there was
a shortage of back copier which impeded some of the students research.
Some of the students in this faculty, identified the use of their Faculty
Learning Centre as a complement to the library. The Centre could
be utilised more if lectur€'rs were encouraged to put more articles
from journals into the boxfile for each year of each course.
The TV and video which is meant to be available for use by students,
was not reality because both are usually booked out by lecturers
for seminar sessions.

1
2.

Faculty of Business Studies & Law
This Faculty Learning Cent re is predominantly used to enhance presentations or projects by the use of binders, acetates etc. The Faculty
Learning Cent re is perceived in a variety of ways, lTlany students
l, do not even know of its existence, and tend to use the library as
the ultimate source of knowledge.

3.

Faculty of Engineering
Students felt that their Faculty Learning Centre was small in size,
and they complained about the number of computer terminals and
the fact that the computers were not linked into the mainframe.
I......More students would use it if tbe facilities were improved.
conL ..
No orders to be mndo on this p"pnr.

11th January, 1988

Or. O. Green,
Assistant Oi rector (Academic Planning),
Feeney Building.

conL .....

- 2 -

4.

Faculty of Built Environment
The two major courses based in E 13l0ck Architecture and Town
Planning obviously used their Faculty Learning Centre more than the
Quantity Surveyors who are based in I3 Block.
The Town Planners tend to use the photocopying facility, because
it is easy to copy large plans. Again, many of the students do not
\ know of the centre's whereabouts and the resources it could offer
students.

)) Overall, there are still many students who do not realise that their Faculty
V\ Learning Centres exist, and if they do acknowledge its existence, many
are sceptical of its use.
Yours sincerely,

Nadine Derc].a
Academic & Welfare Officer

-
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~Coventry Polytechnic~

Director:

Geoffrey Holroyde BSc ARCO

Director Designate:
Michael Goldstein BSc PhD DSc CChem FRSC

LE~.P.NING

Assistant Director (Administration) &
Clerk to the Governors: P.D. Heath MA

SYSTEMS CENTRE

HALF TIME ACADEMIC SECONDMENT ON EXISTING SALARY
(5 POSTS)

Dean of the Faculty of Art & Design
A.E. Harrison BA MSIAD MSTD

Dean of the Faculty of Applied Science
B. Ray BSc MSc PhD CEng MIEE FInstP

Dean of the Faculty of .Engineering
W.B. Palmer MA PhD CEng FIMechE

Dean of the Faculty of Business
D. Morris BA MA PhD CertEd

;Dean of the Faculty of Social Science and Public Policy
G. Crispin MPhil DipTP

- 2 1.

THE POLYTECHNIC

.1

The Polytechnic was formed in 1970 by merging three former colleges in Coventry
and Rugby, but is now concentrated on a single city centre site in Coventry,
adjacent to the Cathedral, Civic Centre and shopping areas.
All the buildings are
post-war and purpose designed and are still being developed to meet an anticipated
target of 6,000+ FTES.
Coventry polytechnic was originally named Coventry
Lanchester polytechnic after Dr. Frederick Lanchester FRS (1868-1946), probably
best known for his pioneering work on the motor car, but also a major figure in
developing scientific applications in acoustics, music and sound reproduction,
flight theory and operational research.
It is wholly appropriate that his memory
now be perpetuated in the names of the Polytechnic's Library and Art Gallery •

•2

The Polytechnic is organised in 23 academic departments plus the Library, Computing
Services, Central Administration and Student Services. The total student enrolment
is 7,399 of whom 5,974 are on full time or sandwich courses. The teaching staff is
currently 503 and the administrative, clerical, technical and manual staff number
approximately 900.
For 1987/88, the total revenue expenditure is of the order of
£25.7 million (excluding catering and residential services £2 million) and capital
expenditure is planned at £1.7 million •

•3

Most courses lead to first degrees of the Council for National Academic Awards but
there is a significant volume of post-graduate, professional and BTEC work,
now well established, enjoying a national and international reputation, recruiting
students from throughout the United Kingdom and some from overseas. Nearly half
the students are enrolled on sandwich courses, a concept to which the Polytechnic
has a strong commitment and in two areas modular schemes provide for
interdisciplinary study. The Polytechnic was one of the first institutions to have
concluded a formal agreement with the Council for National Academic Awards (CNAA)
whereby it now has r~sponsibility for administering L~e processeti of COULse review
and validation, hitherto carried out directly by CNAA itself.
It also has maximum
authority delegated from CNAA for MPhil/PhD work.
The Polytechnic operates over 40
CNAA first degree and postgraduate courses, and other courses •

•4

The Polytechnic was one of only a few public sector institutions to be selected for
special funding under the IT Initiative and the 'Switch' programmes.
More recently
we have been awarded grants of £450,000 by the Department of Education and Science
for a range of important initiatives covering retraining and updating courses for
people in industry and commerce, setting up new courses to train local teachers in
craft design and technology, setting up a postgraduate course in advanced
electronics manufacturing technology and providing an access course into
engineering for those with non-traditional qualifications •

•5

A number of general developments affecting courses and reflecting the Polytechnic's
perception of its role in the national and local educational setting are under way
- academic exchanges, particularly with higher education institutions in EEC
countries; part-time routes through full-time and sandwich degree courses; an
associate student scheme, increasing involvement with industrial and commercial
sponsors and co-operative work with industry, public services and professional
bodies. Currently the income from research, sponsored consultancy and courses is
about £2.3 million and includes MSC sponsorship of 'high tech' postgraduate
courses •

•6

The Polytechnic has acquired in recent years two self-catering residences which
provide additional accommodation for some 250 students. A major building programme
is due for completion this year and will rehouse a complete department and provide
additional general teaching facilities. We also anticipate leasing other
accommodation in the near future in order to improve the teaching facilities.

-

.7

2.

3 -

Day to day management and leadership within the Polytechnic is the responsibi,ity
of the Director assisted by his Directorate colleagues - the Deputy Director,
Assistant Director (Administration) and five Deans of Faculty - who each oversees
major area of the Polytechnic's activities.
Departments have their own academir
heads.
ACADEMIC ORGANISATION

.1

The decision making process on academic policy, curriculum and course planning
involves a complex planning process culminating in policy recommendations being
made by the Academic Board. The Board of Governors is responsible to the Coventry
LEA for general control and direction of the Polytechnic's endeavours •

•2

The Academic Board has responsibility for planning and oversight of tb~
Polytechnic's academic work and there is a fully developed structurE: i:Jt ~. ,-;1.)l,-y
boards, courses and examinations committees which unde.' take detailed wu::k
development and related academic decision making in Lr.p-ir respective sprLeL ,~3 •

•3

Academically the Polytechnic is now organised on a five faculty basls.
provides statistics on student numbers.

Appendix I

Faculty of Art and Design

Faculty of Applied Science

Art
Graphic Design
Industrial Design
Art History & Communication
Media Centre

Applied Physical Sciences
Biological Sciences
Geograph./
Mathematics
Computer Science
Statistics & OperatiolFll Resf'!drct

Faculty of Engineering
Faculty of Business
Mechanical Engineering
Combined Engineering
Manufacturing Systems
Electrical, Electronic and Systems
Engineering
Civil Engineering & Building

Business and Management Studies
Economics
Legal Studies

Faculty of Social Science & Public Policy
Applied Social Studies
Language Studies
Politics & History
Urban & Regional Planning
.4

3.
.1

Each faculty is led by a dean who in addition to his faculty responsibililty
oversees a polytechnic wide service; for example, the Computer Service is
under the aegis of the Dean of Engineering; Industrial and Schools Liaison, the
Dean of Applied Science; the Library and Learning Systems Development, the Dean of
Social Science and Public Policy.
LEARNING SYSTEMS CENTRE
The Learning Systems Centre has a base in the Lanchester Library and presently
comprises the Principal Lecturer Learning Systems reporting to the Chairman of the
Library and Learning Systems Services Committee (LLSS). There are close working
links with the audio-visual and printing facilities and staff of the Learning
Services Unit. The LLSS Committee is a sub-committee of the Academic Board
responsible for all policy matters in relation to the Learning Systems Centre,
Learning Services Unit and the Lanchester Library.

1

- 4 -

.2

The Learning Systems Centre was formed in 1986 when its activities comprised:
the induction course for new academic staff;
the professional development course and annual workshops programme;
a consultancy service for individual academic staff and course teams;
a computerised package for student evaluation of courses •

•3

There have been a number of recent developments in the functions of and resources
available to the Centre:
the introduction of the Learning Systems Development Fund (currently £18 K
per annum) in order to promote innovation in curriculum design and delivery.
This fund relates specifically to the development of teaching materials for
students;
provision for a half-time post (initially for 3 years) in study skills
development for both staff and students;
provision for five (one per Faculty) half-time academic secondments to
undertake educational development work in support of Departments/Faculties;
a half-time administrative post.
Space has been allocated in the Lanchester Library to provide workstations for the
additional staff and to house a specialist collection of books, journals etc.
Thus the Learning Systems Centre is preparing for a much more extensive role in the
development of all aspects of teaching and learning in the Polytechnic and the
associated staff development and training.

4.

THE ROLE AND RESPONSIBILITIES OF THE POSTS

.1

The persons appointed will be directly reE)onsible to the Principal Lecturer
Learning Systems and, through him, to the Cha1.rman of the Library and Learniny
Systems Services Committee. The primary role for the postholders is the
development of teaching and learning methods in the Department/Faculties providing
the secondment. A contribution is also expected to the other activities of the
Learning Systems Centre •

•2

'l'he persons appointed will liaise closely wi th senior staff in their Department and
Faculty and the Principal Lecturer Learning Systems in order to:
(i)

identify the learning systems development needs of their Department/
Faculty and assist in the design and implementation of appropriate
curriculum and staff development activities through the Learning Systems
Centre;

( ii )

carry out in the context of (i) a specific project related to the
development of curricula, teaching and learning methods, staff training
etc. such projects should make a significant contribution to the
effectiveness and efficiency of teaching and learning in the
Department(s) and Faculty;

(iii)

contribute as appropriate to the overall programme and functions of the
Learning Systems Centre (e.g. study skills development, induction course
for new staff, professional development course, Learning Systems
Development Fund etc.).

-

S.
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TIlE PERSON SOUGHT

.1

It is anticipated that the persons appointed will have a high degree of commitment
to the development of teaching and learning methods in their subject and generally
within the polytechnic •

•2

Applicants should be able to demonstrate an effective involvement in the
development of courses, curricula and teaching and learning methods •

.3

The successful applicants will need to be able to identify a specific development
activity which can be undertaken during the period of the secondment, and which
carries the support of the Head of Department and Dean. Candidates should provide
a brief description of their proposed project on their application forms •

•4

Anyone wishing to discuss her/his suitability and potential for the posts
invited to contact Stephen Cox on extension 293.

6.

PROCEDURE FOR APPLICATION

.1

Letters of application, which must include a description of t~e proposed project(s)
to be carried out on behalf of the department and/or faculty during the secondment,
should be submitted to the polytechnic personnel Officer, Room F123, by Friday 5th
,June 1987 •

.2

Short-listed applicants will be invited to discuss theil- proposals further during
the week commencing 22nd June 1987.

7.

TERMS OF APPOINTMENT AND CONDITIONS OF SERVICE

.1

Conditions of Service of permanent full-time lecturers at the polytechnic are thoc;·3
agreed between the Local Authority and the coventry polytechnic Branch of t1l2
National Association of Teachers in Further and Higher Education, subject to .lej ._·,d
amendment from time to time.
The post is full-time and is open equally to men cl.nd
women •

•2

Appointments will be half-time for a period of one year in the first -' nstance. The
postholder, however, will revert to her/his substantive post at the end of this
temporary appointment •

.3

salary. postholders will retain their existing salary.
is provided by these posts •

•4

working Hours. Members of the academic staff are expected to undertake such
teaching and other duties as the Head of Department may allocate to them and to be
available for an average of ten sessions per week during the academic year
(morning, afternoon or evening counting as one session each).
The number of class
contact hours required of a teacher in anyone year shall not exceed 510 hours.
The number of class contact hours required of a teacher in anyone week ought not
to exceed 18, but a teacher may, in the interests of the Polytechnic,
himself/herself or colleagues, be requested to work up to 20 hours (within the 510
yearly maximum) and such agreement should not unreasonably be withheld. Teaching
hours include lectures, class tutorials, studio, laboratory classes and educational
visits depending on the nature of the courses in various polytechnic Departments.
Allowance is also made for research supervision, individual tutorials, with
full-time and sandwich students, visiting such students in industry where practical
training is an integral part of courses and for project supervision. The time
spent per week in formal teaching may therefore be much less than the figures
suggest. Evening duties may form part of the work of all staff - these duties are
limited to three evenings per week, but in practice rarely exceed one per week and
in many cases do not arise at all.

No additional renumeration

- 6 -

.5

Notice to Terminate.
Employment may be terminated on either side by an approPrJ~at"~
notice in writing, to take effect at the end of any polytechnic term viz:
31st December
30th April
31st August

(Autumn Term)
(Spring Term)
(Summer Term)

Such notice must not be less than two calendar months before the end of the Autumn
and spring terms respectively, and not less than three calendar months before th('
end of the summer term •
•6

professional Activity. Staff are expected to engage in professional activity
appropriate to their discipline and this may take several forms including
consultancy, the creation of works of art and research;
for all of which the
polytechnic offers good facilities.
The appointment is full-time and members of
staff must not undertake any other duties which, in the opinion of the Board of
Governors, would interfere with the efficient discharge of their duties in the
polytechnic.
However, as mentioned above, all staff are encouraged to undertake
research, consultancy and similar developmental activities in relation to their
particular subject, although they are expected to bring to the prior attention of
the Director any extensive commitments on a regular basis in the way of proposed
additional teaching, consultancy and/or professional practice outside their
full-time service •

•7

Equal opportunities policy - it is the City Council's policy to recruit, train and
promote its employees on the basis of their suitability for the job and to ensure
that its recruitment and selection procedures support the policy.
The City Council's policy is not to discriminate unfairly either directly or
indirectly against job applicants or employees on the grounds of race, colour,
nationality, ethnic or national origin, se~ or marital status.
The Council's policy is to ensure that selection and other employment decisions are
operated in a non-discriminatory manner without reference to any factor which is
not related to the job concerned.
The City Council's policy is to:
(i)

give favourable consideration to applications for employment made by disablerl
people, having regard to their particular aptitudes and abilities;

(ii)

continue as far as possible the employment and, where appropriate, to provld c ,
further training for employees who may become disabled while employed by the
Counci 1;

(iii) have general regard for the training, career development and promotion of
disabled employees.

AD/OP7/RA/YM(D4)
May 1987
personnel Office
coventry polytechnic
priory Street
COVENTRY
CVl

'.)r'B

Joyce Holman
personnel Officer

APPENDIX I

COVENTRY POLYTECHNIC
BOARD OF GOVERNORS
SUMMARY OF FINAL ENROLMENT STATISTICS FOR THE ACADEMIC YEAR 1986/87

BY TYPE OF COURSE

1986/87

1985/86

1984/85

5,974

5,697

5,508

Part-time Day

987

812

H79

Block Release

0;

62

45

. -7

277

279

7,399

6,848

6,711

Full-time and Sandwich

Evening only

.)

----

BY FACULTIES AND DEPARTMENTS

Faculty of Art and Design

FT/S

PTD

BR

EVE

TOTAL
---

Art

193

Graphlc Deslgn

122

Industrial Deslgn

148

,4b

Art History and Communication

145

i4'J

Facul ty Totals

608

52
13

13

245
i 3:1

0

52

673

Faculty of Applied Science
Applied Physical Sciences

559

42

Biological Sciences

250

54

Computer Science

392

63

45'3

Geography

208

6

214

Mathematics

151

90

241

Statistics and Operational Research
Combined Science
Faculty Totals

601
26

330

52

52

296

297

1,908

256

26

0

2,190

FT/S

PTD

Civil Engineering and Building

324

82

24

43()

Combined Engineering

394

89

14

497

Electrical, Electronic and Systems Engineering

553

131

684

Mechanical Engineering

254

8

26)

Manufacturing Systems

190

36

226

1,715

346

0

Business and Management Studies

433

313

20

Economics
Legal Studies

BR

EVE

TOTi\L

----

Faculty of Engineering

Faculty Totals

38

2,09~

Faculty of Business

Facul ty Totals

134

9(,

217

56

27

190

23

213

213

1,386

840

313

20

15

j

--.--.

Faculty of Social Science and Public Policy
Appl1.ed Social Studies

289

23

Language Studies

225

3

ntl

Urban and Regional Planning

15Cl

14

172

Politics and History

231

19

Faculty Totals

903

59

987

Polytechnic Totals

P/E/A/CAM
December 1986

5,974

327

74

324

15

74

105,

61

377

7,

39~

