


although CARET was set up to carry out research, its role had now changed to including
support and maintenance. Another drawback mentioned was that despite being a service
provider, users were cncerned that they had to pay for everything beyond the use of generic
tools.

The issue of level was also raised in relation to Academic Staff Development:

“My overall impression is that it’s ... just not effective. The level that staff development is
aimed at is so basic that it’s not usually very helpful”. (Senior Lecturer, UTO discussion group)

However, some respondents see provision of such basic skills courses as useful as they can
raise awareness of otherwise hidden determinants of effective learning. The course for new
supervisors was found to be variably useful depending on whether participants were
already Oxbridge graduates and so familiar with the system. Some participants would like
to learn a range of approaches to teaching, e.g. the incorporation of e-learning, as opposed
to a focus on specific areas; or broadening one’s repertory beyond seeing the role of the
supervisor as explaining less familiar or unclear concepts. So as far as provision of
resources is concerned, respondents pointed to needing a breath of provision, as well as
appropriate level of provision. "

5.10.3 Barriers to engagement: Provision is too generic

Some respondents were sceptical about generic pedagogic support and expressed a need for
discipline specific pedagogy; here the alternative of spending time with colleagues is
preferred to generic courses, as the following statements demonstrate. Respondents
suggested:

“Encourage innovation and change through formél and informal discussion among academics
in similar fields (which many of us already do) ...” (Participant 45, UTO survey)

“In my experience (at other universities; I haven't done educational suppott training here)
central university teaching support sessions tend to have some interesting and useful ideas but
too few and too generic to justify the substantial amount of time they take. Actually sitting
down and talking with my colleagues over a cup of coffee about how to teach is probably the
most stimulating and time-effective way to come up with new ideas which might work for my
students.” (Participant 86, UTO survey )

5.10.4. Barriers to engagement: Provision is not congruent with academics’
conception of professional development

The following quotations are examples‘whicAh illustrate the preference for developing
teaching expertise within disciplinary groupings of peers, rather than attendance at formal
training sessions. Modes of professional development are linked to definitions of good
teaching.

“the keys to good teaching are a passionate commitment to one's subject and a bit of natural
talent in communicating ideas. Lunches and education conferences are no substitute for those
two qualities.” (Participant 26, UTO survey)
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“beyond certain basics, teaching at this level has very little to do with training and everything
to do with mastery of the subject and ability to put this over” (Participant 45, UTO survey)

5.10.5 Barriers to engagement: Little recognition for time invested

Respondents identified lack of recognition of the time invested in use of pedagogic
resources as a barrier to their use. Some respondents wished to have attendance at
development activities counted as stint points or through financial rewards.

“it would be even better to incentivise such things i.e. through discretionary pay budgets for
staff taking training modules - at present their is almost no incentive if you feel your teaching is
already good - even if it could get better” (Participant 126, UTO survey)

5.11 Support Needs

Participants were asked to prioritise their pedagogic support needs. They were invited to
choose from a list of possible needs, and to add others in a free text response. The latter
revealed administrative and technical support needs, as well as pedagogic needs, sensu
stricto. Various strategies were suggested to improve matters. The table below shows the
top six most mentioned needs:

UTO survey CTO/DOS survey

1 | Developing some degree of e-learning (56 Information on changing curriculum
mentions) _ in secondary school and implications

for HE teaching (31 mentions)

2 | Information on changing curriculum in A better understanding of how
secondary school and implications for HE students learn my discipline (19
teaching (52 mentions) mentions) ( but only 7 mentions of

‘Training on how to teach’)

3 | Observation and feedback on teaching More time for professional
performance (42 mentions) development (17 mentions)

4 | More time for professional development (42 | Developing some degree of e-
mentions) learning (16 mentions)

5 | A better understanding of how students Money to undertake teaching
learn my discipline (41 mentions) ( but only | projects (16 mentions)

7 mentions of ‘Training on how to teach’) :

6 | Money to undertake teaching projects (35 Observation and feedback on

mentions ) teaching performance (14 mentions )

Combining mentions of support needs in both surveys, the following picture of priorities
emerges. Each of the support needs is discussed in more detail below.
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Priority | Support need Number of mentions
within 2 surveys

1 School-University transition 83

2 E-learning 72

3 Discipline specific pedagogy 60

4 Time for development 59

5 Observation and feedback 56

6 Money for teaching projects 51

5.11.1 Pedagogic support for School-University transition

The issues of transition and access to Higher Education highlighted the inadequate
preparation of some members of this generation of school students for university education.
It was considered that the capacity to think logically and the opportunity to gain an overall
perspective were not developed by the modular system at A Level. On the basis of
responses, a profile of the ‘new Cambridge learner’ was drawn up. He/She has come from
an outcomes based education system with little appreciation of learning process. He/she is
highly motivated, ‘learns’ in order to pass an examination because examination success is
linked to future job prospects. He/ she is less interested in exploratory learning or indeed in
discussing the ‘big questions’ in life or in dealing with uncertainty.

That first year of University life is seen by some respondents as a form of remedial year
and it is sometimes only by the fourth year that all students on a course have reached the
same level. Respondents considered that if access is to be taken seriously, a support
infrastructure needs to be put in place, along with additional teaching if necessary. If
students are selected on the basis of potential, rather than what they have already achieved,
one solution would be to have a dedicated group of specially trained teachers to cope. New
lecturers are selected primarily on the basis of their ability to do research and it was felt to
be unfair to ask them to provide remedial teaching which might be looked down upon
intellectually. On the other hand, existing and experienced lecturers may not wish to teach
basic skills. ‘

At the same time, it was considered that school-transition problems should not be shifted to
university teachers and that Cambridge should send a message back to government about
the ill-preparedness of students. In their efforts to help what some saw as ‘innocent victims
of the system’ to achieve their potential, it was felt that academics, in turn, become the
victims of the changing secondary school system, as well as of government-imposed
university access policies. In order to fulfil their ethical contract/duty of care, some
teaching officers felt sometimes overworked with the number of contact hours per week
being extended due to ill-preparedness of some of these students. This humanities lecturer
explains the dilemma:

“I need more variety in teaching, particularly some relief from the huge burden of supervision
in [subject]. The treadmill of supervisions (and, to a lesser extent, lectures) repeated each year
is slowly but surely destroying my interest in teaching. I do not consider it to be good practice
by an employer in a "knowledge economy" to treat me little differently from a nineteenth
century factory worker in terms of developing and varying my career as a teacher. I also need
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support in bringing students up to standard in written communication skills, research skills and
skills of analysis and synthesis. They are generally bright young people, but their schooling
~manifestly does not prepare them for the independent study of life at Cambridge. I am not, nor
ever had any intention of becoming, a (remedial) secondary school teacher. Irecognise the
immense value of school teaching - both my parents were teachers - but school teaching is not
the career I chose or wish to choose. I am now tired of conferences etc on educational methods.
I am very well aware of what is wrong with the teaching system as it affects me, and I want
action, not more words.” (UTO survey, Participant 100)

One solution proposed was to have an entrance examination as in France, where social
justice is combined with high ability.

Opinions differed as to the extent of the need for supervisions in first and even second year
teaching.

5.11.2 Support for E-learning

" With the broadening of pedagogic practices to include the new mode of curriculum
delivery typified as e-learning, there is widespread disagreement as to the use of what are
seen as ‘gadgets’, either as a complement or a substitute for an inborn teaching talent or
the use of tried and tested teaching ideas. The consideration of what e-learning can do
better than face to face contact and what it cannot do as well was considered to be
discipline specific. A respondent who had carried out 11 years of applied research in
pedagogy was keen to see how this expertise could be transferred to other disciplines.

Variable levels of support were considered necessary for delivery of e-learning.
Technically proficient support staff at a departmental level who could help with putting
teaching material on the web would be helpful. This would include such tasks as
transcribing slides onto Powerpoint. At a different level, instructional designers who could
help develop on-line teaching resources/ support materials and who could provide advice
on formats, thus combining the best pedagogic rationale with technical possibilities, were
seen to be needed. One participant wanted

“Help designing course websites & automatically registering students to those websites - i.e. a
centralised system that is superior to those currently offered by CARET (which require student
registration)” (Participant 126, UTO Survey)

and others

“Efficient and easy-to-use Camtools system in order to run a Part II course electronically. It
should allow instant on-line update of lecture list, enable lecture presentations and PDF files of
original articles to be uploaded by organiser and downloaded by students, provide a discussion
forum for issues arising from lectures or seminars, enable links between lecture list entries and
coursework material, provide the organiser with ability to control access to course material at
several levels. hold a student database and provide links to student reports.(Camcors)”
(Participant 7, College Survey )
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“Help with developing on-line facilities (i.e. support staff to do it for me so I can concentrate on
teaching and research )”  (Participant 70, UTO Survey

The need for support with updating of the lecture list, the setting up of discussion fora, the
uploading of presentations and articles and the need to enable variable levels of access to
course materials were all linked to possible CARET provision. :

The provision of a uniform and user friendly IT system, both for students and staff, with all
using the same software with site wide licences was also suggested. There was also
perceived to be a widespread need for training in the use of audio-visual tools and multi-
media facilities and the provision of laptops in teaching rooms.

Although it was suggested that CARET could help with some of the technical areas, it was
acknowledged that Faculties and Departments do not have a budget to pay for such
outsourcing.

5.11.3 Discipline specific pedagogy and feedback on teaching

In their list of priorities respondents prioritised discipline-specific pedagogic more highly
than generic pedagogy support. Discipline-embedded support, the need for discipline-
specific learning, a subject-based process run by subject specialists, discipline-specific
refresher courses, the running of subject-specific meetings for those interested in teaching,
organising peer discussion groups were all stated as needs. Other more generic pedagogic
- needs, such as advice on how to use case studies and role plays effectively, as well as the
need for ongoing training in teaching methods, were also mentioned. However, the caveat
was that such courses should be at an advanced level.

Respondents saw this support as including meetings/seminars to discuss teaching methods
and quality with their peers. Such peer discussion groups would need to be exploratory and
supportive to their members, without the identification of issues being seen as weakness.
Exposure to good practice through an improvement of the dissemination of such, either in
the form of outside expertise or more collective reflection on teaching one’s discipline,
were also cited. The linking up with others who carry out clinical one-to-one teaching,
advice on dealing with students who lack confidence, advice on how to support students in
Maths when it is not their major, and advice on examination technique were also cited.
There was some emphasis on getting positive input from educationalists who worked in the
area of applied research. Such staff could provide feedback on teaching performance. It
was thought that having one’s teaching video-recorded could be a waste of time, if no
expertise existed to provide informed and constructive feedback.

5.11.4 Time for professional development

The UK higher education model has been interpreted as one of increasing heteronomy
where external quality control increases administrative loads. A proliferation of changes in
the administrative burden associated with quality assurance has emerged in response to

external pressures, yet these developments can be seen as leaving less space for reflection
about that very teaching role which is supposed to be improved by such measures.
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Time pressures are also seen to have increased due to RAE productivity measures, ill-
preparedness of first year students and increased administrative loads. Respondents
perceived a need to reduce the teaching load by delegation, particularly of the
undergraduate teaching load. Incentives were thought to be needed to encourage Faculties
and Departments to undertake such teaching. Participants mentioned a need for a more
widespread use of graduate and postdoctoral students to teach undergraduates and on the
availability of more Language Teaching Officers. However, delegation to graduate
students was thought sometimes to breach the ‘duty of care’ contract on the part of the
collegiate University. One respondent advocated

“A less competitive approach towards teaching, e.g. some UTO lecturers will supervise for
their own colleges leaving students at other colleges with ...provision by graduate student
'teaching fellows' - about whom students make repeated legitimate complaints (work doesn't get
properly marked, supervisions aren't intelligible because the graduate student isn't fluent in
English etc. etc.).” (Participant 59, College survey)

Some respondents ask for a shift from undergraduate to graduate teaching as the principal
activity of the University. The idea of having dedicated American-style Teaching
Assistants to help was mooted. One respondent suggested

“offer greater teaching support in the manner of American Ivy League universities which focus
Faculty time on graduate training, final year students, & undergraduate lectures - leaving most
assessment and student guidarice to Teaching assistants”. (Participant 126, UTO survey)

The need for more teaching Fellows to share the workload was one solution suggested.
UTOs were seen to be concentrated in too few Colleges and therefore CTOs may have to
teach a range of papers which were not within their area of expertise. An example was
given of a CTO teaching across 6 out of 9 core papers. The issue of having UTOs rather
than graduate students teach in Departments in order to provide consistency of standards
was raised.

Other proposed solutions at the level of teaching itself included the creation of more
academic posts and a workload management scheme within the Faculty/Department so that
a few people were not doing all the teaching

Another solution is on the level of administration. Reducing administrative burdens, for
example, by having examination marking handled by teaching assistants or by having
support staff who could collate marks, prepare TQAs, prepare handouts, Powerpoint slides,
prepare figures, prepare teaching materials, and help with timetabling and examinations
would enable Teaching Officers to use their time more productively. One responded noted

“...for many tasks I feel like a highly paid secrétary who could be spending my time more
usefully on other things.” (Participant 8, CTO Survey)
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Some respondents wished to emphasize that, when secretarial support was allocated to
serve the core function of teaching, it should be kept there and not get sidelined to serve
non-teaching functions, such as health and safety.

In general, it was thought that by delegating teaching and administrative tasks to support
staff, the time of academics would be freed up and might help them to invest more in
teaching and in developing and sharing innovative approaches. The time necessary for the
reflective part of teaching, for preparation, and for personal development would then be
released. In some cases, this time could be used for research and thus lead to career
development. It was considered that inspiring lecturers might be overworked and need
some support to help them. It was felt that Cambridge is not simply a research institute and
that teaching is a core function of the institution which needs to be recognized, and that
support mechanisms needed to be aligned to this vision.

5.11.5 Help with funding

There are three areas where the provision of finance for teaching support would be
welcomed. Some Teaching Officers wish to attend either discipline specific or generic
Higher Education teaching conferences. By being exposed to leading edge teaching ideas
innovation could be fostered. Innovation, even when not linked to e-learning, may involve
financial outlay. This might involve small feasibility studies, small research projects or
material outlay. It is in the area of e-learning where considerable funding may be required.
Some projects require considerable funds for sustainability and curation. Therefore, the
suggestion of joint grant application where learning support resources could be shared
across cognate disciplines. Academics do not have the time or the pedagogic grounding to
mount such bids and therefore help with such would be appreciated.

5.12 Setting up a Pedagogic Support Unit

Respondents were asked whether the University needs a Pedagogic and Innovation Support
Unit. Their responses are tabulated below.

There is a clear need 25 50%
There is some need 88
There is little need 64 37%
There is absolutely no need | 19
Blank 31 13%

50% see a clear or some need for such a Unit and 37% see little or absolutely no need for
such a Unit. These percentages were exactly the same for both surveys. However, there are
some slight differences in the perception of this need in various subgroupings of the
respondents, as the following tables illustrate.
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5.12.1 Attitude towards a pedagogic unit by gender of respondent

Male Female Blank
Clear need for a Unit 11 14
Some need for a Unit 67 21
Little need for a Unit 51 12 1
Absolutely no need for a Unit 14 4 1
No opinion 23 7 1
Total responses 166 58 3

5.12.2 Attitude towards a pedagogic unit by rank of respondent

Clear need | Some need | Little need | Absolutely | Blank
no need
Professor 2 18 17 8 10
Reader 3 13 10 2 6
Senior Lecturer| 4 23 13 2 3
Lecturer 8 14 18 3 5
Other 6 14 5 3 5
n/a 2 6 1 1 2

Taking into account this and accompanying data, the group of Teaching Officers which
sees a need for a unit is i) primarily female; ii) not primarily motivated by research; iii)
made up of Senior Lecturers; and iv) over 35; the School of Biological Sciences is
disproportionately represented in this group. Less enthusiastic were those of Professorial
rank, those with low teaching workload, those primarily motivated by research, male
respondents, and particularly from the School of Technology.

The gender specific response is well marked: despite females representing only one third of
respondents, responses from females outnumbered those from males in the ‘clear need’
response category. With age there was no strong correlation.

5.12.3 Functions and needs which a Pedagogic Unit should address

It was noted earlier (5.11) that the following support needs had been identified by
respondents:

Priority | Support need Number of mentions .
within 2 surveys

1 School-University Transition 83

2 E-learning 72

3 Discipline specific pedagogy | 60

4 Time for development 59

5 Observation and feedback 56

6 Money for teaching projects 51
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Some of the suggestions produced when respondents were asked how a Pedagogic Unit
could help them have a bearing on meeting these needs:

In terms of the school-university transition (1), it was suggested that a centrally co-
ordinated unit or facility could help with provision of information. It could be a focal point
to which Teaching Officers could go as a first point of reference to become aware of
existing resources both within and outside Cambridge University.

A unit could help in providing support for E-learning (2) in terms of strategy, design,
training, implementation, equipment and general support. It could also help with the
provision of an IT support framework. It should be noted that respondents wished to
maintain autonomy over their teaching activities and projects and to be able to choose the
degree of collaboration with central providers such as CARET.

Such a centre could serve many other functions also. It could help with nurturance, design
and implementation of innovative teaching using ideas generated by lecturers; help locate
appropriate human or material resources; improve the quality of teaching through the
sharing of good practice; help develop efficient teaching; provide feedback on teaching
performance; organise peer review; provide a Teaching Certificate in HE; update
pedagogic knowledge; and provide relevant pedagogic advice in easily digestible form.

For discipline-specific pedagogy (3), a unit could provide a forum for co-ordination. This
could involve dealing with change across the university which cannot be done within a
single Faculty, or opening up relationships between Faculties.

A unit could help with funding (6) by providing assistance to help mount bids to gain
funding for educational development.

In summary, respondents see this facility as being able to support a culture of teaching. It
could help to raise the profile of teaching work, in encouraging teaching initiatives to count
towards stint points, and help lecturers to gain rewards for taking extra training modules ‘to
make good better’. By facilitating reflection on teaching as a serious academic endeavour
in its own right, a unit could raise the status of teaching, particularly if development of
teaching were then to be linked to reward mechanisms. ‘ ‘

5.12.4 Criteria proposed for mission, staffing, institutional structure, and financing of
a Pedagogic Support Unit
Respondents were given a list of possible characteristics of a pedagogic support unit for the

University and asked to put them into an order of priority. The following priorities
emerged: '
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